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Japan Association for Language Teaching
(JALT)

A nonprofit organization

The Japan Association for Language Teaching (JALT) is a
nonprofit professional organization dedicated to the im-
provement of language teaching and learning in Japan. It
provides a forum for the exchange of new ideas and tech-
niques and a means of keeping informed about develop-
ments in the rapidly changing field of second and foreign
language education.

Contact

To contact any officer, chapter, or Special Interest Group
(SIG), please use the contact page at <https://jalt.org>.

Vermont.

not be overstated.

President.

whose lives he touched.

Steve described his full, happy, and dedicated life as being based on four
pillars. The first of these was Osaka Jogakuin University, where he served as
a much loved Professor, Vice President, and dedicated student mentor and
advisor, working with and supporting his students up until weeks before his
passing. The second pillar was his time spent and friendships developed during
his graduate study at the School for International Training (SIT), in Brattleboro,

— Obituary —

With great sadness, JALT announces the passing of Steve Cornwell on April
25,2022, at the age of 65. Steve passed away peacefully at his home in Osaka,
Japan, surrounded by his closest friends, after battling cancer for a number of
months. Funeral services were held in Osaka on April 29, 2022.

The third pillar in Steve’s life was JALT. Steve served as a coordinator and officer for a number of
JALT Special Interest Groups (S1Gs), was active in the Osaka Chapter, and held a number of other
editorial and officer positions in the association. Steve also worked closely with JALT’s international
partners, especially the Bangladesh English Language Teaching Association (BELTA), which he sup-
ported through his many years of work through Teachers Helping Teachers (THT), and facilitated the
eventual establishment of the reciprocal partnership between BELTA and JALT. Most notably, Steve
served three terms as Director of Program on the JALT Board of Directors from 2010 to 2016, during
which his guidance and support of the association and other members of the Board of Directors can-

The final pillar of Steve’s life was the International Academic Forum (IAFOR). As a founding mem-
ber of the International Advisory Board, Steve was influential in supporting the development of the
organization. Steve also served as Chair of the International Academic Advisory Board and as IAFOR

Steve was a respected academic and colleague, having received Master’s degrees from Wake Forest Uni-
versity, Virginia Tech, and the School for International Training, and a doctorate from Temple University.
Yet Steve will be most fondly remembered for the support and mentorship that he offered students, col-
leagues, teachers, and JALT members throughout his professional career, both here in Japan and abroad.

Upon learning of his passing, many of our JALT members fondly remember Steve’s sense of humor,
his supportive presence, his welcoming smile, his dedicated work with so many groups within our
association, his kind friendship, and his unwavering support of new and experienced teachers alike.
As a husband, professor, administrator, leader, and dear friend, Steve will truly be missed by the many

— Richmond Stroupe,
JALT Immediate Past President
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1 use the portfolio throughout my teaching
methodology course mainly for the purpose of pro-
moting critical reflection on didactic competencies
based on selected self-assessment descriptors. At
the beginning of the course, student teachers fill in
the personal statement section, which encourages
them to reflect on their own learning experiences
and verbalize their expectations of the teacher ed-
ucation course. This section is essential because it
fosters student teachers’ awareness of their current
beliefs concerning teaching. The present study
focuses solely on this personal statement section.

Previous Research on Teachers’ Perceptions
of Effective Language Teachers

Numerous studies (e.g., Borg, 2006; Brown, 2009;
Dincer et. al, 2013; Goksel & Rakicioglu-Soylemez,
2018; Salahshour & Hajizadeh, 2012; Tajeddin &
Alemi, 2019) have examined the characteristics of lan-
guage teachers that pre-service and in-service teachers
perceive to be effective. To determine what makes EFL
teachers distinct from other subject teachers, Borg
studied more than 200 practicing and prospective
language teachers in various contexts and compared
them with teachers of other subjects. The results
of the analysis revealed 11 distinct characteristics of
EFL teachers such as the nature of the subject, the
content of the teaching, teaching methodology, the
teacher-learner relationship, and non-native issues.
Although the teachers were perceived as distinct from
arange of perspectives, the results suggested that
teachers are defined mainly by the subjects they teach.
In a more recent study, Goksel and Rakicioglu-Soyle-
mez (2018) investigated 170 EFL pre-service teachers’
conceptions of characteristics of an effective English
teacher in Turkey. Based on an analysis of concept
maps and focus group interviews, several themes
emerged, and these themes were grouped into four
categories: academic concepts, personality, socio-af-
fective skills, and teaching competence. In another
study, Tajeddin and Alemi (2019) compared the beliefs
of 50 pre-service and in-service teachers about the
attributes of effective teachers. Their analysis of ques-
tionnaire and interview data revealed that pre-service
teachers valued personal characteristics such as pa-
tience, kindness, friendliness, knowledge, enthusiasm,
and reflection to improve teaching. Although in-ser-
vice teachers also valued friendliness, they emphasized
the importance of teachers’ knowledge, energy, and
sense of humor as well. Finally, in their overview of
more than 30 studies on the characteristics of effective
language teachers, Dincer et al. (2013) found four com-
mon main features: socio-affective skills, pedagogical
knowledge, subject-matter knowledge, and personali-
ty characteristics.

The Language Teacher ® Feature Article

Although past studies have clarified the charac-
teristics of effective language teachers, they have
mainly explored the qualities of teachers rather
than investigate the general characteristics of ef-
fective teaching; although, as noted by Borg (2000),
the distinctions between a teacher and teaching are
blurry. Another problem is that studies have tended
to focus only on positive teacher qualities rather
than negative ones. Moreover, 1 am unaware of any
that examined the reasons why participants regard-
ed characteristics as effective or ineffective. Thus,
the purpose of this study was to explore pre-service
teachers’ perceptions—based on their own posi-
tive and negative experiences of being taught as
learners—of effective and ineffective teaching and
the reasons underlying it. This can provide teacher
educators with valuable information on pre-service
teachers’ assumptions at the beginning of a reflec-
tion-oriented teacher education program.

Methodology
Research Questions

This study sought to answer the following three
research questions:

RQL: When did pre-service teachers have
positive or negative experiences in their
English learning careers?

RQ2: What were positive and negative aspects of
pre-service teachers’ experiences learning
English?

RQ3: Why did pre-service teachers perceive their
English-learning experiences as positive or
negative?

Participants

The participants were 200 Japanese pre-service
teachers (81 males and 119 females) in a one-year,
90-minute weekly English teaching methodology
course (30 class sessions) from among five cohorts
at a private university in Tokyo between 2015 and
2019. The course was a requirement for students
seeking a secondary-level English teacher’s license.
The aim of the course was to understand the theo-
retical aspects of teaching English as a foreign lan-
guage and to acquire basic knowledge about how
to teach the four traditional communication skills
(i.e., reading, writing, speaking, and listening). The
majority (n = 182) of the participants were third-
year students; the remainder (n = 18) were fourth-
year students. These students belonged to three
departments: Education (n = 113), English and
American Literature (n = 80), and French Litera-
ture (n =7).
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Takagi: Pre-service Teachers’

Data Collection and Analysis

At the beginning of the course, a paper version of
the J-POSTL was distributed and the background,
purpose, and significance of the portfolio were
explained. A Word file of the personal statement
section was then distributed via the online plat-
form. The student teachers completed the form
and submitted it electronically up to one month
after the start of the course. As this was part of a
course assignment, informed consent was obtained
from the course attendees each year to ensure only
the voluntary use of student teacher data. All 200
pre-service teachers who voluntarily agreed to par-
ticipate noted both positive and negative experienc-
es in the personal statement section.

The data were analyzed via thematic analysis
(Guest, MacQueen, & Namey, 2012) with the sup-
port of NVivo 12 Plus. All written comments were
first entered into a spreadsheet and then import-
ed into NVivo 12 Plus. Student teachers’ positive
and negative experiences were coded when words
related to school appeared in the text of their de-
scriptions. Thereafter, an exploratory investigation
was conducted to identify common themes in the
student teachers’ experiences and the reasons for
perceptions of these experiences as positive or neg-
ative. After the themes were identified, the themes
of the participants’ experiences were organized
into broad categories. The themes of the reasons
were not classified into categories due to their small
number. Additionally, the total number of com-
ments for each theme was tabulated. Since a single
comment could contain more than one theme,
the total number of comments exceeded 200. All
comments were written in Japanese. The English
translations provided here were done by the author.

Results

Categories and Themes Related to Positive
Experiences

With respect to the first research question, as the
participants were not required to indicate the tim-
ing of their positive experiences, some did, but oth-
ers did not. Of those (53%) who mentioned the time
of their positive classroom experiences, 12 referred
to elementary school, 68 to junior high school, 59 to
high school, three to university, and nine to insti-
tutions outside of formal education, such as cram
schools and English conversation schools.

Regarding positive experiences in answer to the
second research question, the data analysis yielded
seven categories and 78 themes. The seven cate-
gories were (1) activity, (2) class style, (3) content
and skills taught, (4) teaching material, (5) teacher

Perceptions of Teaching English

characteristics, (6) native speaker issues, and (7)
teaching skills. The number of themes per category
ranged from 1 (native issues) to 25 (activity). Table 1
shows the categories and themes for those positive
experiences whose comments numbered more than
10. Although not all the participants indicated their
reasons, 10 themes were identified, as shown in
Table 2, which answers the third research question.
The themes comprised affective (arousal of interest
and good feeling when understood by native teacher),
cognitive (learning retention, enhancement of under-
standing, self-management of learning, and enhance-
ment of critical thinking), and linguistic aspects
(improvement of English proficiency, learning practical
English, acquisition of English rhythm, and usefulness

for entrance exams).
Table 1
Categories and Themes Related to Positive Experiences
Category Theme Number of
Comments
1. Teaching English Music 55
Material
English Movies 14
2. Activity Games 25
Reading Aloud 22
Regular Quiz 21
Presentation 10
3. Content Emphasis on 40
and Skills Speaking Skills
Taught
Grammar 35
Instruction
Vocabulary 15
Instruction
Teaching 1
Pronunciation
4. Native Native English 36
Issues Teacher
5. Class Style  Learner-centered 29
Class
English-only 14
Instruction
Small-size Class 10
6. Teaching Clear Explanation 10
Skills

Y
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Table 2

Reasons for Participant Perceptions of Experiences as
Positive

The Language Teacher ® Feature Article

Theme Number of
Comments
Arousal of Interest 58
Learning Retention 45
Improvement of English Proficiency 37
Learning Practical English 35
Enhancement of Understanding 21
Acquisition of English Rhythm 10
Good Feeling When Understood by 6
Native Teacher
Usefulness for Entrance Exams 5
Self-management of Learning 4
Enhancement of Critical Thinking 3

Teaching Material and Activity

Themes under the teaching material category
were English music (55 comments) and English mov-
ies (14 comments), which were authentic teaching
materials but not the primary materials used in
class. These materials were often seen to be con-
nected with the reason arousal of interest (58 com-
ments). As one student teacher said “When 1 was
in my second and third year of junior high school,
1 had fun learning English because 1 was able to
learn it through various materials, as English books,
movies, and music were used.”

Among the four themes in the activity category,
games (25 comments) also contributed to arousal of
interest in learning English, as the following excerpt
shows: “One teacher always tried to spark our inter-
est by using games and songs in the introduction to
the class.” The theme reading aloud (22 comments)
was often connected to enhancing acquisition of En-
glish rhythm (10 comments). One person comment-
ed “Reading aloud and shadowing activities were
effective to get used to the unique English rhythm
by listening.” Reading aloud also elicited the second
most cited reason in response, learning retention (45
comments). This comment is one example:

An English teacher in junior high school empha-
sized a reading-aloud activity. We were not al-
lowed to sit down until we had read aloud from
the textbook with proper pronunciation three

times. Thanks to that, 1 was able to acquire vo-
cabulary and proper pronunciation.

Similarly, regular quiz (21 comments) was also re-
garded as a positive experience because it benefited
learning retention.

Content and Skills Taught

The participants valued emphasis on speaking
skills (40 comments) and teaching pronunciation
(11 comments) under the content and skills taught
category because student teachers had a sense of
improvement of English proficiency (37 comments),
especially in their speaking skills. One participant
wrote “In one class, we did a range of speaking
activities, such as talking about our daily lives and
exchanging opinions with our classmates. First, 1
struggled to make myself understood, but gradually
1 improved my speaking skills.” On the other hand,
student teachers also appreciated grammar instruc-
tion (35 comments) and vocabulary instruction (15
comments). One student teacher said that being
taught grammar contributed to improving her
reading skills “My classes were mainly taught by a
grammar translation method. Although I do not ar-
gue the pros and cons of this teaching method, 1 can
say that 1 surely acquired reading skills.” Another
recollected that grammar instruction contributed to
enhancement of understanding (21 comments) “When
1 learned grammar, we were asked to explain why
grammar is incorrect in a false sentence. This was
useful to deepen my understanding.”

Native Issues

Under the native issues category, 36 references
were made to native English teachers. In contrast,
no single comment referred to non-native teach-
ers. Although the native speaker issues category
had only one theme, it was separated as a category
because native English teacher cannot be categorized
into any other categories. According to Borg (1990),
non-native issues (p. 20) is one of six distinctive
characteristics referred to in his respondents’ ac-
counts of what makes languages teachers different
from other subject teachers. In the present study,
the term native speaker issues was employed instead
of non-native issues since the respondents only re-
ferred to native English teachers. A popular reason
cited by the participants as to why learning from
a native teacher was positive was learning practical
English (35 comments). For example, one participant
noted “In writing class, 1 had my essay corrected by
a native teacher. 1 was able to learn practical English
and identify inauthentic English expressions.” The
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fact that some participants used the term native
implies the existence of the native speaker fallacy
(Phillipson, 1992, p. 185) which is the belief that the
ideal teacher of English is a native speaker, especial-
ly in terms of learning authentic English and essay
writing, according to the students’ comments.

Class-style and Teaching Skills

Next, three themes under the class style category
were learner-centered class (29 comments), En-
glish-only instruction (14 comments), and small-size
class (10 comments). The participants preferred the
learner-centered class because a sense of improve-
ment in English proficiency made learning English
fun and meaningful. One participant commented
“I remember the learner-centered class well, where
students actually did activities. The class was fun
because 1 had a feeling of using English and a sense
of achievement.” Finally, only the theme clear expla-
nation (10 comments) appeared under the teaching
skills category. As one student reflected, this theme
enhanced understanding:

In high school, 1 studied English for a universi-
ty entrance examination. My teacher explained
about etymology and the reasons behind the
grammar structure. It helped me a lot to under-
stand, so 1 did not need to learn by rote.

Categories and Themes Related to Negative
Experiences

With respect to the first research question, 72
comments made by 60 respondents (30%) referred
to the participants’ negative experiences. Two were
in a class in elementary school, 20 in junior high
school, and 50 in high school. Negative experiences
in high school were referred to more often than
those in junior high school. Regarding the sec-
ond research question, the categories of negative
experiences were the same as those for positive
experiences. The total number of themes was 40,
which showed less variation than the positive expe-
riences. There were 13 themes for activity, two for
class style, eight for content and skills taught, four
for teaching material, nine for teacher qualities,
one for native issues, and nine for teaching skills.
The salient thematic differences for the negative
experiences compared to the positive experiences
were teaching material and teaching skills. There
were fewer comments made about teaching materi-
al; and more comments made about teaching skills.
Table 3 shows the categories and themes related to

Takagi: Pre-service Teachers’ Perceptions of Teaching English

negative experience which had more than 10 com-
ments. With respect to the third research question,
as shown in Table 4, seven themes emerged con-
cerning the reasons why the participants perceived
their experiences as negative. The themes com-
prised affective (boredom, loss of motivation, waste
of time, and embarrassment), cognitive (being unable
to understand), and linguistic aspects (being unable
to improve oral skills, being unable to acquire English

proficiency).

Table 3
Categories and Themes Related to Negative Experiences
Category Theme Number of
Comments
1. Activity Translation 76
Explanation of 37
Grammar
Memorization of 32
Words and Sen-
tences
Exercises for Ex- 26
aminations
2. Content Less Emphasis on 45
and Skills Speaking Skills
Taught
Preparation for 35
Entrance Exam-
inations
Less Emphasis on 22
Listening Skills
Emphasis on 18
Grammar
Lack of Teaching 1
Pronunciation
3. Class Style ~ Teacher-Centered 51
4. Teaching Insufficient Expla- 21
Skills nation
Monotonous Class 18
Lack of Teacher 10
Support
5. Teacher Teachers’ Poor 1
Characteris- Pronunciation
tics
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Table 4

Reasons for Participant Perceptions of Experiences as
Negative

Theme Number of
Comments
Being Unable to Improve Oral Skills 47
Boredom 38
Being Unable to Acquire English 20
Proficiency
Being Unable to Understand 19
Loss of Motivation 12
Waste of Time 9
Embarrassment 2
Activity

Four themes under the activity category were:
translation (76 comments), explanation of grammar
(37 comments), memorization of words and sentences
(32 comments), and exercises for examinations (26
comments). All four themes are related to each oth-
er and reflect on the widely used grammar transla-
tion method. Some students felt that these activities
made them bored (38 comments) and sleepy, while
others found that they could not improve their
English proficiency, especially their oral skills (being
unable to improve oral skills: 47 comments). For
instance, one said:

We were required to copy the whole English
text and write down its Japanese translation in
the notebook as preparation. We just checked
whether or not our translation was correct. It
was boring, and 1 was not able to improve my
speaking and listening skills at all.”

Others found that explanation of grammar was
meaningless for acquiring any English skills (being
unable to acquire English proficiency: 20 comments),
as one student teacher recollected “We needed to
do exercises in a grammar textbook at home, and
teachers explained and checked the answers. 1
found it extremely boring and did not feel a sense of
acquiring anything at all.” Another referred to loss of
motivation (12 comments) as a reason:

Completing exercises for the entrance examina-
tions became the main activity in class from the
middle of second year in high school. We repeat-
edly worked on grammar exercises and listened
to my teacher’s explanations. 1 started to ques-
tion the purpose of learning English, and lost
interest in learning English.

The Language Teacher ® Feature Article

Contents and Skills Taught and Class Style

The activities mentioned above are also closely
related to the themes under the contents and skills
taught category: less emphasis on speaking skills (45
comments), preparation for entrance examinations (35
comments), less emphasis on listening skills (22 com-
ments), emphasis on grammar (18 comments), and
lack of teaching pronunciation (11 comments). These
themes indicate that less emphasis was placed on
listening and speaking skills, probably because these
skills are not required for many university entrance
examinations. The student teachers regarded this in-
structional tendency as negative and lamented being
unable to improve oral skills (47 comments), as shown
in the following comment: “We learned English
mainly for a university entrance examination. The
class emphasized reading and grammar exercises. 1
had little opportunity to speak and listen to English,
so 1 was not able to develop these skills.” Teacher-cen-
tered (51 comments) approach was a typical class style
in which the above-mentioned activities, content,
and skills were employed. Another added “1 learned
from various teachers in high school, but all of them
mainly explained the contents of the textbook. It was
one-way, and not good.”

Teaching Skills and Teacher Characteristics

The monotonous class (18 comments) theme under
the teaching skills category also related to teach-
er-centered classes that focused on translation and
grammar. In addition to that theme, two additional
themes—insufficient explanation (21 comments) and
lack of teacher support (10 comments)—emerged
under the same category. Insufficient explanations
made it difficult for the students to understand
English (being unable to understand: 19 comments).
One participant explained how he struggled in a
class where his teacher’s grammar instruction was
insufficient “l was not able to understand my teach-
er’'s grammar explanations because he or she did
not explain in what situations the grammar could
be used. So, 1 just memorized the grammar rules.”
Finally, teachers’ poor pronunciation (11 comments)
was the only theme to emerge under the teacher
characteristics category.

Discussion

The results of this study reveal that the partici-
pants’ positive experiences were drawn mainly from
junior high and high school, while about 70% of
their negative experiences were from high school.

The participants’ descriptions of their positive
and negative experiences in learning English mainly
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fall into seven categories. These categories are
closely related to subject-matter knowledge, which
is included among Dincer et al’s (2013) four main
traits of an effective teacher. These results indi-
cate that the participants know English should be
taught to communicate and to develop oral skills

in school, not for exams. Still, ineffective teachers
they encountered might not have possessed enough
subject-matter knowledge to help them develop
their verbal fluency.

For teaching materials (English music and movies)
and activities (games, reading aloud, and regular
quizzes), which the participants regarded as positive
experiences, there are no activities associated with
the development of higher-order critical thinking
skills. We can assume that few participants ex-
perienced instruction that promotes such skills.
Moreover, although some participants mentioned
that translation and grammar exercises were effec-
tive in improving their reading and writing skills,
questions remain as to how they define reading and
writing proficiency. Because pre-service teachers
lack experience, they may not be aware that teach-
ers need to get students involved in higher-order
thinking skills to develop a higher level of commu-
nication skills.

According to their negative experiences, quite a
few participants considered traditional teaching
methods, such as grammar translation, to be char-
acteristic of ineffective teaching. At the same time,
since many of them were exposed to such methods,
it might be difficult for them to concretely imagine
how the four communication skills could be taught
in an integrated way. The Ministry of Education,
Culture, Sports, Science, and Technology (MEXT)
has emphasized nurturing practical communication
skills in English education since its Course of Study
introduced new oral communication courses into the
high school English curriculum in 1989. Accordingly,
MEXT advocates the use of Communicative Lan-
guage Teaching (CLT) in English education (Nishi-
no, 2008). However, a certain number of students
referred to experiences not associated with CLT, such
as translation, teacher-centeredness, and less em-
phasis on speaking skills, as negative. Thus, it can be
inferred that CLT had not yet been fully implement-
ed in junior high and high school English classes.

The information obtained from student teach-
ers’ reflections suggests a starting point for
encouraging student teachers to reflect on and
develop the didactic knowledge necessary for
teaching in an action-oriented classroom. For fu-
ture research, it would be ideal to investigate how
students’ perceptions changed at the end of the
teaching methodology course.

Takagi: Pre-service Teachers’ Perceptions of Teaching English

Conclusion

The results of this study suggest that pre-service
teachers’ perceptions of teaching English and the
reasons behind these perceptions are drawn from
their positive and negative learning experiences,
mainly in their junior high school and high school
days. Seven categories of positive and negative
experiences were identified, and the reasons behind
these experiences could be categorized as affective,
cognitive, and linguistic aspects. The participants
noted several reasons for their positive perceptions,
including the arousal of interest, learning retention,
improvement of English proficiency, and learning
practical English. Although nurturing communica-
tive skills has been promoted in the Course of Study
in Japan for decades, the participants’ negative ex-
periences indicated that traditional teaching meth-
ods such as grammar translation are still widely
used and that the participants were clearly aware of
the ineffectiveness of these methods for improving
skills, especially oral skills. To attain the didactic
competencies necessary for EFL teachers, pre-ser-
vice teachers need to understand not only teaching
skills but also the theories underlying these skills.
Portfolios, such as ]-POSTL, can be useful teacher
education tools because they take into account the
nature of student teachers’ preconceptions and
encourage constant reflection on and development
of their didactic knowledge.
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The Teacher Development SIG is inviting
everyone to present at the annual Teacher
Journeys conference in October. You can
find more information about the conference
and all the important deadlines by visiting:

https://tj.td.jalt.org
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Call for The Listening
Conference 2022

A Listening SIG/Kyoto Chapter event
(Deadline 24th July 2022)

The Listening SIG is delighted to announce
their first ever event in affiliation with the
JALT Kyoto Chapter. The Listening Confer-
ence 2022 will be a one-day event taking
place in Kyoto on Sunday 25th September.
Our call for presenters is now open. We are
looking for 20-minute presentations + 5-min-
ute Q&A sessions on topics related to listen-
ing and teaching, pedagogy, assessment,
and resources. We are also keen to hear from
you if you have another research area in lis-
tening that you would like to share. Please
submit a 200-word abstract at:

https://forms.gle/cQz5N2VpvZiT7ddZA

The call closes on 24th July 2022. If you would
like to find out more, then please contact us
at listening@jalt.org

e Conference Date: 25th September 2022

® Location: Campus Plaza, Kyoto
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FEATURE ARTICLE

Preparing Student Teachers to Use Songs
in English Language Classrooms

Wendy Tada

Hyogo University of Teacher Education

The use of songs in language teaching has many attested
benefits. However, teacher education courses seldom focus
on how to effectively implement songs or include practice
teaching them. This study surveyed the experiences OFZZ sec-
ond-year undergraduate student teachers enrolled in a teach-
er training course designed specifically to address this issue.
In addition to introducing a wide variety of song types to be
used at various school levels, the course aimed at improving
participants’ understanding of the benefits and challenges of
song use in language teaching and at prompting consider-
ation of the numerous relevant factors involved in appropriate
song selection and lesson planning, principally through partic-
ipant-led song-based demonstration lessons. Post-course sur-
vey results showed that most participants felt better prepared
to use songs effectively in their future teaching. However, they
also indicated a perceived need for further methodological
instruction in this area.
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ccording to the Course of Study guidelines
Afor foreign language activities and foreign

language education in elementary schools,
MEXT (2017a) not only recommends the use of
songs but also provides information on their effec-
tiveness as well as tips for teachers to consider. For
example, teachers are encouraged to include chants
to familiarize students with the intonation and
rhythm of English and to help them understand the
differences between English and Japanese. How-
ever, no mention is made of English songs in the
guidelines for foreign language education in either
junior high schools (MEXT, 2017b) or senior high
schools (MEXT, 2018), suggesting perhaps a limited
understanding of the benefits of using them at the
secondary level and possibly explaining their exclu-

sion from teacher training.

Although language educators and researchers
often claim the use of songs in language classrooms
to be beneficial, the published literature has seldom
focused on preparing teachers to take advantage of
them, thus arguably resulting in their underutiliza-
tion. To address this issue, after a summary of rec-
ognized benefits of using songs and recommenda-
tions for implementing them, this paper will report
the findings of an investigation into the experiences
of a cohort of pre-service teachers of English who
completed a university-level teacher training course
for second-year students specifically focusing on
song use in language teaching.

Benefits of Song Use in Language Classrooms

The benefits of using songs in the language class-
room extend into five key areas: language learning,
socio-emotional growth, physical development,
cognitive development, and cultural understanding.

In terms of language learning, songs can help
students remember phrasal verbs and collocations
due to the catchy tunes and repetitive lyrics they
employ. By using modified cloze tasks during the
listening of songs, teachers can additionally focus
students’ attention on specific parts of speech or
points of grammar. Songs also expose learners to
numerous examples of connected and contracted
speech, which can often be picked up implicitly
with sufficient listening and singing practice. Songs
are particularly suited to children since children are
often spontaneous, have short attention spans, and
do not learn grammar through explicit explanations
(Shin & Crandall, 2013). However, songs can be used
to promote language learning at any grade level if
they are carefully selected to suit learning objec-
tives.

Listening to and singing songs can also promote
socio-emotional growth. For instance, singing
together as a class can foster greater trust, cooper-
ation, and group cohesion (Engh, 2013). As listen-
ing to songs involves less performance pressure
than listening to spontaneous speech, song use in
English classes is often thought to be relaxing as
well. In fact, classroom research has shown song
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use not only to reduce students’ anxiety (Dolean,
2016; Yuce, 2018) but also to increase motivation,
especially with young learners (Chen & Chen,
2009). Motivated students with low anxiety levels
can interact more positively with their classmates,
thus creating a more positive learning environment.
Learning songs by heart can boost confidence and
encourage learners to sing outside of class as well.

A third benefit of including songs in the language
classroom is that singing encourages students to
practice the sounds of English, thus furthering
physical development of the muscles required
to produce them. Since English is a stress-timed
language and prosody is difficult to teach, many
teachers find it beneficial to use songs and chants
for this purpose (Forester, 20006). Not only can the
rhythm and intonation of songs accustom learners
to more naturally imitating new sounds, but it can
also eventually lead to better pronunciation overall.
In fact, Curtain and Dahl (2016) point out that in
the early stages of language learning students often
have a better accent when they sing than when they
speak in a second language.

Another benefit of using songs in the language
classroom is that learning songs can stimulate
cognitive abilities. As Murphey (1990) posits in his
treatment of the “song stuck in my head phenome-
non,” the repetitive nature of songs can help listeners
enjoyably develop their fluency while memorizing
chunks of language, especially when accompanied
with actions, such as those engendered by the variety
of activities suggested in Murphey’s (1992) Music and
Song. Moreover, by using songs in their classrooms,
language teachers can activate multiple intelligences
(Gardner, 1983), not only linguistic but also musical
and bodily-kinesthetic.

A final major benefit of using songs in English
classrooms is that it fosters greater cultural under-
standing. Engh (2013) notes that pop songs can pro-
vide a rich, authentic resource for teaching culture
by introducing foreign cultural norms and values.
Pop songs, in particular, can expose students to col-
loquial language and introduce culture through not
only the lyrics but also through music videos. For
example, One Direction’s music video for the song
“One Thing” shows many famous locations in Lon-
don. For many students, music videos may be their
main source of exposure to authentic language and
foreign youth culture, both of which may serve to
bolster motivation to learn about other cultures and
to become aware of and accept cultural differences.
Likewise, they may lead students to notice cultural
similarities and develop stronger connections with
English-speaking cultures.

In short, song use is beneficial not only for lan-
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guage learning but also for socio-emotional growth,
physical development, cognitive development, and
cultural understanding. Next, I will discuss how
songs should be included in English lessons.

Planning Lessons with Songs

When deciding to incorporate songs in their
lesson plans, teachers need to keep in mind several
points, such as the purpose and timing of song use,
the amount of time to be spent listening or singing,
and the decision whether or not to utilize music
videos, with or without subtitles. Then they must
plan the flow of activities within the lesson. Some
junior and senior high school English teachers mod-
el their song-based lessons on the recommended
task flow of Communicative Language Teaching
(CLT). For example, Thornbury and Watkins (2007)
suggest the following CLT-style lesson plan:

1. Set context/vocabulary task/warm-up task
2. Practice gist listening for basic content

3. DPractice intensive listening for details
4

Utilize lyrics to work on understanding the
songs or specific language expressions

5. Practice a language skill - speaking, writing,
listening, reading

The flow of this type of lesson plan is adaptable
and can easily be incorporated into junior and
senior high school lessons including modified cloze
tasks for intensive listening practice.

In addition to the CLT-style lesson format, two
other approaches to elementary and junior high
school lesson planning also bear mentioning. The
first of these is Cameron’s (2001) “preparation, core
activity, follow-up” model, which is particularly well
suited for using short and easy songs. The second
is Sevik’s (2012) “Listen and Do” lesson plan guide-
lines, which require students to read song lyrics line
by line before engaging in singing practice. Research
on young first-language learners has shown little
difference in singing accuracy whether learning
songs phrase by phrase or simply by singing the
whole song repeatedly from the start (Persellin &
Bateman, 2009). However, the phrase-by-phrase
technique, whereby each phrase is sung by the
teacher and then echoed by the learners, is often
preferred for longer songs or ones with difficult
melodies (Sarrazin, 2016). In any case, the key fea-
tures of Sevik’s lesson design are one or more initial
lead-in activities, followed by a main teaching activ-
ity, and ending with a final follow-up activity, all of
which closely resemble Cameron’s recommended
task stages. Generally, it is advantageous to plan
song-based lessons according to such guidelines,
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but songs may also be utilized as warm-up tasks or
as enjoyable review activities at the end of lessons.

Preparing Student Teachers to Use Songs in
Their Classrooms

Many Japanese universities offer courses featur-
ing the use of songs to learn English vocabulary,
expressions, and culture, but semester-long teacher
training courses focusing on song implementa-
tion in future English classes, such as the one that
will be described here, are rather uncommon. The
course in question was specifically designed to help
student teachers understand how to choose songs
and create lesson plans for a wide range of teaching
situations. The course introduced students to many
different types of songs, including traditional songs,
phonics songs, chants, finger play songs, clapping
songs, action songs, jump rope songs, event songs,
transition songs, songs within picture books, pop
songs, songs from movies, and even songs produced
specifically to entertain children, such as those
by The Wiggles. Table 1 lists the titles of some of
the songs used in the course that are suitable for
general classroom use, although songs containing
inappropriate language or cultural stereotypes were
also used to generate discussion on those issues.
The songs included in this course were presented in
various ways to provide example lesson plans, task
types, or discussion topics so as to prepare students

Title Artist/(Song Type)
“Months of the Year Syllable  Jack Hartmann
Song”

“Apples, Peaches, Pears, and
Plums”

(jump rope song)

During the course, some general tips were provid-
ed for teaching songs. For instance, in addition to
the number of times listening to or singing a song,
the student teachers were encouraged to careful-
ly consider ways of scaffolding language learning
through various gist and intensive listening tasks,
and ways of including simple musical instruments
and movement as well as how to incorporate these
ideas into their lesson plans.

Methodology
Research Questions (RQs)
This study was guided by three research ques-
tions:

RQ1. What were student teachers’ past expe-
riences of lessons using English songs as
students in elementary, junior high, and
high school?

RQ2. At the end of the training course on using
English songs, what did the student teach-

for implementing songs in their teaching practices ers learn?
or future classes. RQ3. What do student teachers want more of in
a course focusing on how to teach English
Table 1 with songs?
Sample of Songs Introduced in the Course ..
Participants
Title Artist/(Song Type) The participants were 22 of the 25 second-year un-
“Try everything” Shakira dergraduate students enrolled in a teacher training
o o course on English song use at a Japanese national
Happier Mar§hmello & university for teacher education during the autumn/
Bastille winter semester of 2020, when Covid-19 measures
“Beautiful” Christina Aguilera ~ were eased and then tightened. The potential num-
“You Gotta Be” Desree ber of participants at the university was limited by
the number of students accepted for English spe-
“Ocean Eyes” Billie Eilish cialization courses according to results from stan-
“The Wheels on the Bus” (action song) dardised English tests given during first-year studies.
s o The study participants included 5 males and 17
Trick or Treating (event song) females. Nearly two thirds of them (14 of the 22)
“Make New Friends” (girl guide song) indicated that they were aspiring to be elementary
“M Fi M f school teachers. Two students intended to teach at
viommy FINGEr, Y omimy (finger song) preschool level and two others at senior high school
Finger, Where Are You? level. The remaining f .
. g four students were preparing
“Miss Mary Mack” (clapping song) to teach at the junior high school level.
“1 Wiggle My Fingers” (transition song)
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Instrument

A survey in English (see Appendix) was made
available through Microsoft Teams at the end of the
course. This survey comprised 24 questions, mainly
four-to-five-option multiple-choice items, divided
into three sections: previous classroom experiences
with English songs, future teaching goals, and views
and comments on the course. Also at the end of
the course, in addition to the survey, the students
were asked to reflect on their classmates’ as well as
their own short pair demonstration lesson using an
English song.

Results and Discussion

Regarding the first research question, aimed at
determining student teachers’ experiences of En-
glish lessons using songs in elementary, junior high,
and senior high school, the survey results showed
that nearly all the participants had listened to En-
glish songs in classes at all three school levels. Most
also indicated having learned to sing English songs
in elementary school, and exactly half reported hav-
ing learned to sing whole songs in English in junior
and senior high school. The students who indicated
having practiced singing English songs stated that
the songs were mainly pop songs or event-related
songs, such as Christmas songs like “We Wish You a
Merry Christmas.” The most frequently mentioned
pop group was One Direction, most likely intro-
duced by their English teacher or ALT, as the pop
songs included in recommended English textbooks
tend to be relatively older. For example, the latest
editions of the junior high school English textbooks
feature songs by Stevie Wonder, Carole King, The
Carpenters, John Lennon, and Paul McCartney.
Table 2 lists some of the songs and artists that the
respondents had remembered from their junior and
senior high school lessons. By contrast, the main
songs students had encountered in elementary
school were “ABC songs”, “Bingo”, “Hello song”;
“Weekday song”, “Head, Shoulders, Knees, and
Toes”, and “Phonics” songs. Some new elementary
school textbooks include similar song titles as well
as traditional songs, pop songs, action songs, and
chants. Overall, the results showed that only a rela-
tively limited number of songs had been used in the
elementary school English classes that the student
teachers had personally experienced.

During the course, the student teachers were
provided with a wide range of information about
choosing and using songs. More importantly,
however, they were also required to reflect on the
reasons why their previous teachers may have
chosen certain songs. The survey responses showed
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that most participants believed the main purpose of
song use in elementary school teaching to be that of
a lesson warm-up, although learner motivation and
the introduction of new language were common
answers as well. The responses also showed that the
same was true of English song use at the junior and
senior high school levels. As such beliefs about past
experiences with songs may influence the way fu-
ture teachers choose to include songs in their own
English lessons, the training course in this study
focused on specific teaching methods and learning
tasks to raise student-teacher awareness of their
various challenges and benefits. For example, no-
ticing and acquiring new language may be achieved
through several listenings to the same song within
a single lesson; however, learning to actually sing

a song may require many more repetitions, along
with productive practice, to successfully attain
mastery.

Table 2

Songs Encountered in English Lessons in Junior and
Senior High School (N=22)

Title Artist

“Let It Go” (from Disney’s Idina Menzel
Frozen)

“Story of My Life” One Direction
“Live While We Are Young” One Direction
“One Thing” One Direction
“Shake It Off” Taylor Swift
“Last Christmas” Wham!

“Santa Claus” (unknown)

“All 1 Want for Christmas” Mariah Carey
“We Wish You a Merry (unknown)
Christmas”

“Girlfriend” Avril Lavigne
“We Are the World” U.S.A. for Africa
“Call Me Maybe” Carly Rae Jepsen
“Let 1t Be” The Beatles

Concerning the second research question, aimed
at determining what the student teachers had
learned from their experience on the course, two
thirds of the survey respondents indicated a basic
understanding of the benefits of English song use,
the rest reporting a clear understanding. Similar
results were obtained regarding understanding of
the problems with using English songs.
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When asked whether they had sufficient access
to English songs to prepare for their demonstration
lesson, the vast majority responded affirmatively.
The resources students were introduced to during
the course included a number of useful websites,
such as Super Simple Songs, Lyricstraining, and
YouTube, as well as a song list prepared in advance
by the instructor. Additionally, when asked about
the utility of the demonstration lessons themselves,
all respondents answered positively, indicating that
it was beneficial to experience them from a student
perspective. As shown in Table 3, these demonstra-
tion lessons featured a wide range of songs, roughly
half of which were children’s songs while the other
half were pop songs, reflecting the eventual school
level they might target.

Table 3

Songs Featured in Short Pair Demonstration Lessons
(N=20)

These song-based demonstration lessons pro-
duced several clear positive benefits, not only for
those planning and teaching them but also for
the other participants. Firstly, they provided new
insights into various possibilities for lesson prepa-
ration, by showcasing different ways of choosing
songs and task types, presenting new language,
introducing culture, creating learning materials,
and adding movement. Secondly, they modeled
exemplary teaching practices, including clear lesson
instructions, well-designed learning aids, effective
classroom management strategies, positive class-
room interactions, and enthusiastic peer support.
One respondent’s comment about the course is
provided below:

I'm glad that 1 was able to learn a lot about En-
glish lessons using songs. By doing the mock les-
sons, | was able to do more practical activities,
and I learned a lot from other groups so it was a
lot of learning.

A few presenters experienced technical difficulties

Title Artist Song Type

“Do You Want Kristen Disney song -

to Build a Bell Frozen Movie

Snowman?”

“The Teddy Bear Children’s song

Song”

“Bingo” Children’s song

“If You're Happy Children’s song

and You Know It”

“One Potato, Two Children’s song

Potatoes”

“Paprika (English ~ Foorin Japanese pop

version)” song

“Last Christmas”  Wham! Event song

“Story of My Life” One Pop song
Direction

“Fight Song” Rachel Pop song
Platten

“Top of the World” Carpenters Pop song

compelling them to make impromptu changes to
their lesson plans. This experience was import-
ant not only for the students teaching the lessons
but also for those observing, as it allowed them to
see how others overcame problems by not overly
relying on technology. The student teachers pro-
vided detailed comments about their demonstra-
tion lessons, including both positive and negative
comments about their experiences teaching an
English song. On the positive side, many students
expressed confidence in their song choice, lan-
guage focus, selected tasks, lesson flow, and class
atmosphere during their lessons. On the negative
side, some students commented on issues related
to their short demonstration lessons, especially
difficulty maintaining an appropriate lesson tempo,
problems creating writing tasks, lack of movement
around the classroom, overreliance on their lesson
script, forgetting to praise students’ efforts, limited
interaction with students, and inability to effective-
ly utilize presentation slides.

The final research question aimed to identify
what student teachers would like in a course on

According to the survey participants’ comments,
the most effective song for English teaching intro-
duced in the demonstration lessons was Rachel
Platten’s “Fight Song,” because of its positive lyrics.
Respondents also commented that songs such as
“The Teddy Bear Song,” “If You're Happy and You
Know It,” “Paprika,” and “Do You Want to Build a
Snowman?” helped them learn more about different
ways to utilize English songs.

planning lessons using English songs. Most of the
survey respondents expressed a desire to learn more
about teaching songs, especially at the elementary
level. Due to the complexity of making lesson plans
using songs at junior and senior high school level,
many of the examples used in the course were re-
lated to pop songs, leaving relatively less time for in-
troducing and practicing songs aimed at elementary
school. Only a few students commented that they
would have liked more information on actual song
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examples, time to prepare for the demonstration
lesson, or time to practice singing songs.

One limitation of this study was that, due to
Covid-19 restrictions, this course was taught partly
online via Microsoft Teams, which may have influ-
enced the results in some unexpected ways. In par-
ticular, group discussion and feedback were limited.
However, nearly all of the demonstration lessons
were conducted face to face.

Conclusion

Since most student teachers have experienced
songs at all levels of their English education, their
views on how to include songs in their future
teaching are likely to be influenced by their previous
English song experiences. However, by participating
in a teacher training course on song usage, they are
more likely to carefully consider its actual benefits
and challenges. Moreover, by planning and teaching
short demonstration lessons using songs, student
teachers can improve their awareness of different
ways to prepare lessons as well as obtain feedback
from not only their instructor but also their class-
mates. Finally, many student teachers in this study
were able to understand the basic benefits and
challenges of using English songs through a 15-week
course, but most wanted additional information
on ways to actually teach songs rather than learn
to sing them. Thus, teacher training courses on
English song use need to provide not only oppor-
tunities to learn new songs but also instruction on
teaching methods and task design as well as time
to practice planning and teaching lessons to ensure
that future teachers understand how to effectively
implement songs in their English classes.
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Appendix
Questionnaire on Previous Experiences with

English Songs

Elementary school classes

1. Did you practice listening to songs to learn En-
glish in your elementary school classes?
2. Did you ever learn to sing any English songs in
elementary school
3. What songs did your teachers’ use?
Song types:
Example titles:
4. When did your elementary school English

teachers’ use songs? More than 1 answer is okay.
a) warm up b) introduce language c) introduce
content d) motivation e)whole lesson

Junior high school or high school classes

5. Did you practice listening to songs to learn En-
glish in your junior high school or high school
classes?

Did you ever learn to completely sing any English
songs in junior high school or high school class-
es? Yes No

What songs did your teachers’ use?

Song types:

Example titles:
When did your junior high school English
teachers’ use songs?
a) warmup b) introduce language c) introduce
content d) motivation e)whole lesson

Private English school

9. Did you practice listening to songs to learn En-

glish in your after school English classes?

10. Did you ever learn to sing any English songs in

after school English classes?

11. What songs did your teachers’ use?
Song types:

Example titles:

12. When did your English teachers’ use songs?
a) warm up b) introduce language c) introduce

content d) motivation e)whole lesson

Future Teaching Goals

13. What school level would you mainly like to
teach in the future?
a) preschool b) elementary school c¢) junior

high school d) high school e) other

What grade would you like to use songs in
English classes?
(circle grades you would you with songs)
More than 1 answer is okay.
1 2 3 4 5 6

What grade/s is the most effective to use songs?
Why?

14.

15.

Content in this course

16. Do you better understand the benefits of En-
glish songs from this course?
a) clearly understand b) basically understand c)
partly understand e) remains unclear

17. Do you better understand the problems of
using English songs from this course?
a) clearly understand b) basically understand

c) partly understand e) remains unclear

18. Was it easy for you to access a range of songs

from the internet? Yes No

Was the pair work task requiring you to prepare
a lesson plan using a song and teaching your
plan useful for you? Yes No

What would you like to practice more in this
course?

a) practicing song lessons
lessons  c¢) singing songs d)

19.

20.

b) preparing song

21. What would you like more information about?
songs  b)ways of teaching songs  c) prepar-

ing song lessons  d)
Do you think watching other lesson demon-
strations was useful? Yes No

Which pair presentation/s did you learn the
most from? Name the song.

22.
23.

24. Any other comments/opinions?
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JALT PRAXIS] TLT INTERVIEWS

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

2,000 words or less.

An Interview with Dr,
Natsuko Shintani

Paul Marlowe
Kwansei Gakuin University

Welcome to the July/August edi-
tion of TLT Interviews! For this issue,
we are excited to bring an interview
with Dr. Natsuko Shintani. Dr. Shin-
tani is a Professor in the Faculty of
Foreign Language Studies at Kansai
University. She obtained her Ph.D.
from the University of Auckland in
2011. She has worked as a language
teacher in Japan and New Zealand,
including in her own private lan-
guage school for children. Her re-
search interests include task-based
language instruction, the role of in-
teraction in second language acqui-
sition and written corrective feed- |
back. She has published widely in
leading journals and has authored
several books including The Role
of Input-Based Tasks in Foreign
Language Instruction for Young
Learners (2016), Exploring Language Pedagogy through
Second Language Acquisition Research (2013), and
Task-Based Language Teaching: Theory and Practice
(2019). Dr. Shintani was interviewed by Paul Marlowe,
who is an Associate Lecturer of English in the School of
Policy Studies at Kwansei Gakuin University. He earned a
Ph.D. from Temple University in Japan and is interested
in researching L2 writing development. So, without fur-
ther ado, to the interview!

Paul Marlowe: Thank you for taking the time out of
your busy schedule to join me for this interview. You've
taught in lots of different contexts from language
schools to universities, and I wanted to know a little bit
about how you're able to use research in those differ-
ent teaching contexts to help you resolve some of the
classroom issues you've had or perhaps to confirm some
of the approaches you've used that you thought were
effective. If you could tell us a little about that.

Email: jaltpubs.tit.interviews@jalt.org

Natsuko Shintani: Thank you. As you said, 1 taught
in many different contexts and mainly the first con-
text that I was teaching was my own English school
which was very small with maybe 60-80 students.

I conducted my master’s study and my Ph.D. study
there. My master’s research was about learner au-
tonomy, and 1 examined my students participating
in a self-study project. The study was motivated by
the issue 1 faced as a teacher. My school provided
lessons for 90 minutes once a week and some of the
students were very motivated, but 1 realized that 90
minutes a week is not sufficient to see their visible
development of language knowledge so that was
really a big issue, and 1 thought that maybe 1 could
have encouraged students to study outside of the
classroom. My participants were 10-11 years old at
that time, and 1 created a lot of opportunities to do
self-study like visiting a library and doing extensive
reading kind of things. And on the weekend, they
could come to the school and play some English
games by themselves and a lot of worksheets they
can do by themselves, and they made their own
learning portfolios. 1 found that the kids of about
10-11 years old are very capable in self-study and
sometimes can creatively develop their own games
using the given tasks or materials if they get appro-
priate reminders and support from the teachers. So
that’s kind of related to my issue.

My Ph.D. study was about TBLT (Task-Based Lan-
guage Teaching), and that was also motivated by my
issues because 1 was the owner of the school, and
the parents often asked, “When can my kid speak
English?” or something like that. I thought that
my teaching was limited, that it was quite mainly
mechanical with mostly pattern practice. Many
times, they enjoyed it because 1 made it like a game,
but still, they could not go beyond that. They can
answer the questions that they have learned well
but were not able to try to communicate using their
knowledge more flexibly. I found that some of the
kids started to be able to do it, and I realized that
those kids, apart from my school, had a chance to
communicate using English in real situations. They
had experience with homestays, or they had a cous-
in in the U.S., and they visited during the summer
break. I thought that maybe if I could provide an
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opportunity in the classroom that they can really try
to use their own language to try to communicate
then they might be able to develop more flexible
ability and develop a communicative ability to

use English. Then 1 found that TBLT might be the
answer, and | tried to conduct it for young children.
That is also very much related to my own context.

You were recently scheduled to do a JALT event about
TBLT in Nagoya that was canceled due to concerns
related to COVID-19. I thought this would be a good
opportunity to share a little about what you were going
to talk about and maybe describe the different areas of
work you've done with task-based language teaching.

The first thing I wanted to talk about is the differ-
ence between TBLT and PPP (Presentation-Prac-
tice-Production), which is sort of a typical language
teaching format. PPP starts from providing explicit
information to students. So if it is grammar, it is like
providing the explanation about how to create past
tense and the difference between regular verb and
irregular verb. That’s explicit instruction. Then at
the practice stage, you provide mechanical practice
like fill in the blanks or choose the correct answers
in the certain situation. And then you move on to
the free production stage, which involves more role-
play kind of things which are more similar to real
situations. But the point is that even if you provide
the communicative activity, the students will still
focus on their accuracy. While the task [TBLT] still
uses the communicative activity, which we call a
task, that is the center of the lesson. The reason is
because we try to create their artificial situation—a
context in which students are focusing on the
communication and using language to communi-
cate rather than seeing the language as an object
to learn. So the task is the center of the lesson. The
typical format is pre-task, main task, and post-task.
Pre-task is not teaching something. The purpose is
to help the students, provide information, or help
the students to be able to complete the task. In the
pre-task, you might provide some vocabulary, but
learning the vocabulary is not the purpose. The
purpose is to use the language in a communicative
task. The post-task phase is something that you
might feel is not really teaching because they don’t
really have a chance to learn. If you don’t do post-
task, maybe some students feel that it’s just a kind
of game or something like that. The post-task can
provide grammatical explanation or practice.

1t [TBLT] is almost like PPP, but in a different
order. The last P comes first, and then Present and
Practice later. So, it provides an opportunity for
the students to try to use their own knowledge,
communicate, and create their hypothesis that this
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might be wrong or might be correct. Then you can
provide the correct answer and provide knowledge.
Still, you provide the opportunity for learners to
use their own knowledge to communicate focusing
on the communication between TBLT. So that’s
kind of the difference between TBLT and PPP. In
one word, the TBLT tries to create the situation
that learners use language, English, to communi-
cate while PPP tends to provide a situation where
learners see English as an object to learn. So that’s a
really big difference.

What would you say is the difference between doing
TBLT with university learners and with young learners?

It’s just recently that there are some textbooks
focusing on TBLT tasks for the university level. In
my workshop, | often provide how you can differ-
entiate the levels of tasks for different levels and age
groups. To decide the difficulty of the task, there
are some different aspects. One is language level. If
you use difficult language, it is more difficult, and if
it is easy, it is easier. Another aspect is task content.
If you use something like square or round or 1, 2,

3, or something like that, the context is easy. If the
context is about international issues or that sort of
thing, the content is difficult. Content and language
level is a different aspect. Another aspect is task
design. 1f it is very simple, the task requiring you to
identify some items and information gaps are very
easy. But tasks could be more difficult if you design
the task as an opinion gap task. You have to discuss
or if there are some different stages, you have to do
this first and then use the information and do this
next. So you can make the task more complex, more
difficult. You have to consider those three aspects.
Even with very simple English, you can make the
task more difficult or more appropriate for adults
by using difficult topics and making the task more
complicated. For young learners, you can use a
simple task like an information gap task. 1 often use
input-based tasks. Students don’t have to provide
English; they can just listen and find the picture or
draw a picture or something like that. Also, you can
use very simple topics like Doraemon or animals or
that sort of thing. So, that’s what 1 am suggesting.

I found that it is more difficult to create tasks for
university students because their language skills
are still very limited. You can’t use a very complex
newspaper or authentic newspaper. But you can ad-
just the level of difficulty to suit university students
or use a topic that is very difficult like international
affairs, but don’t require the learners to write the
report or write the newspaper. Just try to read the
newspaper and get the point and they can commu-
nicate in Japanese, but they can present in English.
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You have given lots of examples of TBLT in speaking
activities and even just now you mentioned a reading
activity. Are there ways we can apply TBLT to other
skills such as writing?

When people talk about TBLT or tasks, they tend

to think that it is oral communication tasks. Of
course, tasks can be written tasks. The purpose of
TBLT is to improve communicative ability and writ-
ing is one way to communicate with others. When
you write, you anticipate readers. Of course, email
is really a communication tool, but even if you write
an essay or something, you are trying to convey
something to others. So, it is a way to communicate
and, in that sense, it is the same as speaking. If we
create the context where learners need to write to
convey something to someone else and they are
evaluated by the outcome of the task rather than
how accurately they use the language, it’s a task.

To make an activity a little task-like, either a speak-
ing task, a listening task, a writing task, or a reading
task, you add something so that the students’ atten-
tion is to the goal rather than writing, reading, or
speaking accurately. Then you can make an activity
a little task-like. I don't really like to have a clear-cut
idea of this is a task, and this is not a task. You can
make any activity a little bit like a task by trying to
direct the students’ attention more to meaning and
more focus on communication, even in writing.

You have done a lot of research in writing and partic-
ularly on written corrective feedback (WCF). This has
been an ongoing debate in the field for decades. To what
degree do teachers need to give explicit feedback on writ-
ing tasks? Can you talk about what the results of your
research say about this issue and what is your overall
view of corrective feedback in the writing classroom?

There was a debate about WCF, but more recent
cumulative research overall shows that it is effec-
tive. And it depends on how you define the effec-
tiveness of WCF. Of course, it is effective in the
way that it improves the writing. If a student writes
something, you provide feedback and they rewrite
based on that, usually it improves. The point that
has been discussed is whether that kind of activity
improves their language knowledge. Overall, yes,
but it depends. There is a lot of discussion about
whether the feedback should be direct—like correct
and provide answers, or indirect—just indicate this
is wrong so you have to think about it yourself. Or
either focused or unfocused, like correcting feed-
back for all the errors or focusing on certain errors
repeatedly. The research indicates that basically

it depends on the learners. Some learners need
more support from the teachers. They want the
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answers for their errors, but some more advanced
learners might not need it. They prefer to think by
themselves, and they are capable of doing it. So, it
depends, but overall, it is effective.

So now researchers are more interested in pro-
cessing. How the learners process the feedback
rather than providing this type or that or which type
is better. Actually, researchers are looking at what
they are doing and how they process it. Basically, we
know whether or not corrective feedback is effective
depends on what learners do with the feedback. If
learners ignore it, it is not effective. But if they look
at the feedback and think, “OK, this is the correct
answer” and “This was wrong and why was [ wrong?”
and “Maybe 1 should be careful.” Then they improve,
obviously. So it depends how deeply they process
the feedback. That is the kind of thing researchers
have started to look at. Sometimes we call it en-
gagement—the level of engagement to the WCF or
the depth of processing. It’s difficult because you
can't see inside their brains. Quite often, researchers
create the context of collaborative writing. Then
they talk to each other, so we can observe what they
are thinking. Or we use an artificial approach called
think aloud protocol. While they are writing, we ask
the students to keep talking about what they are
thinking and categorize their depth of processing
based on what they are saying. So we kind of create
different levels of processing and how the different
levels of processing and feedback influence their
correction or their knowledge development. So that
is something that we are starting to do, but still not
many studies have done this. Gradually we realize
that we found a very small thing: The deeper the
processing is, they improve more. But teachers know
that, but how can we do it?

So as teachers, if we want our students to deeply
process that feedback, what is the research suggesting
at this point? Are there any specific things we can do to
encourage that deep processing?

Some researchers suggest that after receiving the
feedback, instructors should ask the students to
write what they have learned, meaning languaging.
If you try to produce something, you have to think,
you have to process. So that is one way to encourage
students to engage more.

A kind of reflective task?

Yes, a reflective task. Receiving the feedback and
studying it, but not just studying it, but asking the
students to write what they have learned. By produc-
ing it, you learn something as well. The production
helps you to develop your language knowledge. So
that is one way. Another more sociocultural ap-
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proach is that more gradual feedback. If you just
provide the answers, it is easy. But you can start
from less support, just asking the student to think by
themselves. If they cannot do it, you can provide in-
direct feedback. And if that doesn’t work, you provide
metalinguistic explanation like, “Do you remember
the past tense?” And if they can’t do that, you say it

is wrong here and provide the correct answer. Sort
of adjusting the level of the feedback to the student.
Synchronous written corrective feedback online
while they are writing allows teachers to do that.
You can provide a very general comment and if they
couldn’t do it, you can provide more sort of support.

More of a scaffolded approach to feedback?

Yes, scaffolded. So differentiate the scaffolding level
depending on the students.

Now that sounds like a great approach if you have a
very small number of students you can workshop with.
What would be your advice and suggestions for teach-
ers giving feedback to large groups of 30-40 students?

Synchronous corrective feedback can work. It helps
teachers because teachers don’t have to wait during
the classroom, finish writing, and then outside of
the classroom, the teachers have to provide feed-
back. Teachers can provide feedback all along. Even
outside the classroom students can keep writing, so
it is quite flexible in a way. For around up to 20 stu-
dents, it is possible. But if it is more than that, what
you can do is identify common errors and provide
some explicit instructions in the classroom and ask
students to self-correct or peer correct.

Is that what you refer to in your research as metalin-
guistic explanation?

Yes. And often people talk about peer feedback

to reduce the teacher’s burden, but peer feedback
requires a lot of scaffolding. Students cannot really
do it. More specifically, looking at this or providing
the rubric or something like that. So you need to
do that level of support to ask the students to do
it. Another possibility is to ask the students to use
machine translation like DeepL or Google Trans-
late. They can put their answers into the translation
software and see if it correctly retranslates into
Japanese. I think there really is little research on it
because teachers have a strong reservation about
allowing students to use it, although they do. So,
thinking more proactively about how we could use
machine translation as feedback in the classroom
might be a new kind of topic that a lot of research-
ers should think about. I think that is another
possibility to reduce the amount of time given on
feedback. Another one is providing a model. After
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students finish writing, then they can look at the
model and compare it. That is another way to ask
the students to evaluate by themselves rather than
providing feedback. There are a lot of ways, but
still students like feedback. They feel like they are
supported.

That is one of the things I think that as teachers we of-
ten feel our students want from us. Whether or not it is
effective, we feel like we should give it to them because
that is what they want.

Yes, that is what they want, actually. But there are
many ways like | said, like providing models or ask-
ing students to do peer feedback or explicit instruc-
tion or using machine translation. And if you make
it very clear to the students that it’s not that 'm not
trying not to provide feedback, but this is another
way to do this. So if they feel like this is another
way, then perhaps it is OK.

We need to sell it to them to some degree, right?

Yes. And 1 think somehow receiving feedback is
quite passive. And trying to find their own answer
by themselves even using Google Translate is much
more proactive. So it depends on how you use it. In
this sort of online teaching era, it is another way to
do it, 1 think.

In terms of writing, something I try to tell the stu-
dents and myself is that the purpose of writing class
is not to make them to be able to write perfectly
from the beginning. Really, 80-90 percent of writing
is revising. Even myself, I have to revise many times,
so we need to teach how to revise. DeepL is really
only a small part of English writing. You need to re-
vise it to make it a good report and maybe it’s time
to teach how to revise the DeepL answers into good
English. That sort of aspect could be focused on in
the teaching, even a little bit. It’s a difficult issue.

Well, thank you Dr. Shintani for sharing your time,
experience and your expertise with us!
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UALT PRAXIS] MY SHARE

Hello, and welcome to this summer issue of My Share,
the column where readers share their original activities
with the TLT community. | hope you are all keeping
cool, and looking forward to some well-earned summer
fun. Now’s a good time to gather some inspiration for
future classes, and as usual we have a range of different
ideas for you to add to your repertoire.

First off, Joe Suzuki-Parker has developed a step-
by-step exploration of how machine translation can
be used more effectively to complement students’
language practice. Next, Joshua Lee Solomon uses
children’s books and simple stories to teach function-
al strategies for negotiating vocabulary gaps. Thirdly,
John Guy Perrem encourages students to get creative
in making and guessing target language using plasti-
cine and a little healthy competition. Finally, Skyler Vin-
cent Schiavone offers a simple and accessible introduc-
tion to the basics of intonation.

Hopetully you will find these activities (or one from
our archives at https://jalt-publications.org/tlt/depart-
ments/myshare/) useful and accessible for your own
classrooms. If you feel inspired to contribute one of
your own practical and accessible ideas to the column,
you are very welcome to get in touch at jaltpubs.tlt.
my.share@jalt.org.

Have a great summer!
Lorraine

A Machine Translation
Activity
Joe Suzuki-Parker

Rissho University
Torin2582@gmail.com

Quick Guide
» Keywords: Machine translation, error analysis
» Learner English Level: Intermediate to advanced
» Learner Maturity: University
» Preparation time: 5 minutes
» Activity time: 30-40 minutes

» Materials: Worksheet (Appendix A), Questions
sheet (Appendix B), writing utensil, internet

Lorraine Kipling & Heather Yoder

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-
ers, and should conform to the My Share format (see the guidelines on our website below).

Email: jaltpubs.tlt. my.share@jalt.org ® Web: https://jalt-publications.org/tlt/departments/myshare
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accessible device, link to an online machine
translator such as www.deepl.com.

ﬂ

Due to advances in machine translation (MT)
technology over the last decade, students are
increasingly relying on it to assist them in their
language learning. It is therefore important to show
them how to use MT effectively. This hands-on
activity provides students with a scaffolded explora-
tion of the capabilities of MT compared with manu-
al translation methods, and aims to raise awareness
of nuance and errors that can occur when switching
between languages.

Preparation

Step 1: Make sure students have access to the inter-
net.

Step 2: Print one worksheet (Appendix A) for each
student.

Step 3: Print and cut one questions sheet (Appendix
B) into slips.

Procedure

Step 1: Start a discussion by asking students wheth-
er they use MT and how they use it.

Step 2: Explain that there are two main ways to use
MT: for practical purposes (simple copy and paste),
and for educational purposes (to better understand
word usage, conduct error analysis, compare and
contrast the L1 and L2, etc.) Today they will learn
how to use MT as an educational tool.

L SNDO4 1vr J\

Step 3: Put students into small groups.
Step 4: Give each student a worksheet.

Step 5: Give each group one of the Japanese ques-
tions from Appendix B and have the students copy
the question to their worksheet.

Step 6: Explain that their goal is to translate their
question to English and ask the instructor to answer it.

Step 7: Tell groups to manually translate their
question to English on their worksheet. While not
allowed to use MT at this time, students can use a
Japanese to English dictionary.
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[Example:]
Question: 2 HIITDFS NETN?
Student: “Can you connect the elbow to chin?”

Step 8: Provide a link to an online MT.

Step 9: Instruct groups to translate their Japanese
question and copy this MT generated translation to
their worksheets.

Step 10: Tell groups to compare the two transla-
tions and identify any differences.

[Example:]
Student: “Can you connect the elbow to chin?”

MT: “Can you put your elbows on your chin?”

Step 11: Tell the students that they will receive a
translation by an instructor who is proficient in
Japanese and English.

Step 12: Provide the corresponding English transla-
tion slips for students to copy to their worksheets.

[Example:]

Instructor: “Can you touch your chin with your
elbow?”

Step 13: Ask students to compare the three trans-
lations and identify any differences or mistakes in
their own translation (if any).

Step 14: Explain that by comparing and identifying
differences in the three translations they can hope-
fully see some of the strengths and weaknesses of
MT in assisting translation.

Step 15: Referring to the MT and instructor trans-
lations, have students make necessary corrections
and rewrite their translation on the worksheet. This
is an important step as it encourages students to
use their own wording rather than simply copying
either translation (which can be considered plagia-
rism).

[Example:]

Student: “Have you ever tried touching your chin
with your elbow?”

Step 16: Have groups back-translate their English
question to Japanese and compare it to their origi-
nal Japanese question. This crucial step highlights
how meaning is manipulated by MT as it moves
from Japanese to English and back to Japanese.

The Language Teacher ® JALT Praxis: My Share

[Example:]

Original:lZ&HZITDFS NETN? |

MT Back-translation: [N CTh Zzfili>THZIEITH
DETHN?

Step 17: Finally, conduct a Q&A session with ques-
tions from Step 15.

Conclusion

This activity gives students a clearer understanding
of both the current utility of MT in assisting trans-
lation, and how to use it more effectively in their
language courses.

Appendices

The appendices are also available from the online
version of this article at https://jalt- publications.
org/tlt/departments/myshare

Appendix A: Worksheet

A Machine Translation Activity for the Language
Classroom

Your Name:

Group Members :

1. Japanese Question:

2. Group Translation (manual)

3. Machine Translation (Deepl, Google translate,
LINE translate, etc.)

4. Teacher’s translation

5. Final Group Translation

| 2
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6. Back translation (translate #5 back to Japanese

and compare it to #1)

How does the meaning change? It is still the same
question? Is the Japanese natural?

The Language Teacher ® JALT Praxis: My Share

Appendix B: Questions

A Machine Translation Activity for the Language

Classroom

Quick Guide

» Keywords: Negotiating meaning, creativity, glob-
al English, children’s language

» Learner English level: Low intermediate and
above

» Learner maturity: High school, university
» Preparation time: Less than 30 minutes
» Activity time: 60-70 minutes

» Materials: 6 or more early-learner readers (alter-
natively, nursery rhymes or children’s songs) for
a class of 24 students, Post-it Notes, Vocabulary
Explanation Exercise slide/handout (Appendix)

A. What do you think
is an effective solution
to climate change?

A KURZEEHTONT, B
W BEERISIRATZE RN
£I M?

Students often struggle to negotiate vocabulary
gaps without resorting to a dictionary or their L1.
This activity uses children’s books to systematically
teach creative thinking and functional language

B. What do you think
are some positive and
negative aspects of
Japanese

culture?

B. HADLIZHNWT,
B WEEEWEIZ AR
EEWETM?

strategies for communicating in a global English
environment full of vocabulary gaps.

Preparation
Step 1: Procure early-learner readers (or alterna-

C. What kanji charac-

C. HRZeXRIET—X

tives) with non-challenging vocabulary. These
should be short enough to read in a few minutes.
1 use First Little Readers: Guided Reading Level C

poor person or an
unattractive wealthy
person?

ter do you think best | Fld& 7BAZEENET

represents you? e

D. Who would you D. #afECTHZI AN

prefer, an attractive B LRI EmtETs
A EBSEFEVETN?

(Charlesworth, 2010), a box set of 25 eight-page
books with 6-11 words per page.

Step 2: Write three target words from each book on
Post-it Notes inside the back covers.

Step 3: Prepare class slides and/or handouts of Vo-
cabulary Explanation Exercise (Appendix).

E. What do you think
Japanese people can

do about the declining
birthrate and aging
problem society?

E. D7 msbica LT,
H RANTEZZEF
ATE ERNET Y

Procedure

Step 1: Ask students, “What is a snake?” You will
likely hear an L1 translation or be met with confu-

F. Can you touch your
chin with your elbow?

F. HzEHZicoTenE
g M?

sion. Explain that in a global English environment,
people often have surprising vocabulary gaps, and
that they must learn how to deal with them to avoid

Filling Vocabulary
Gaps in Global English
Communication
Joshua Lee Solomon

Hirosaki University

jsolomon@hirosaki-u.ac.jp

breakdowns in communication.

Step 2: Explain “snake,” deploying strategies from
the Appendix. For example, “A snake is a kind of
animal. 1t is like a lizard, but has no legs. Snakes are
found in nature, like mountains and forests. They
move like this [snakelike hand motion].”

Step 3: Display the Vocabulary Explanation Exercise
slide (or distribute the handout).

Step 4: Elicit which techniques you just used. Go
through the rest and elicit or provide examples.

Step 5: Explain that students will now practice

these strategies using picture books. One student
will read a book aloud. Other group members will
each have a word they pretend to not understand.

/L STIDILYV J
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They must politely interrupt, ask the meaning, and
receive an explanation without resorting to L1. Em-
phasize that although it is children’s material, you
are not patronizing them: they will learn valuable
skills and will likely find it surprisingly challenging.

Step 6: Indicate the phrases on the slide/handout
for politely interrupting. Model and drill these,
giving examples of body language for displaying an
intention to speak.

Step 7: Divide students into groups of four. Distrib-
ute one book to each group and designate storytell-
ers. Have non-storytellers look at the Post-it Notes
and divide the words between themselves.

Step 8: Tell storytellers to begin reading aloud, and
non-storytellers to interrupt at appropriate points
to ask about their words.

Step 9: Circulate and help, as appropriate.

Step 10 [optional]: Have a non-storyteller from
each group report to the class about the most inter-
esting or effective explanation.

Step 11: Repeat so each student has a chance to be a
storyteller. This can be done either straight away or
in subsequent sessions, depending on time.

The Language Teacher ® JALT Praxis: My Share

Conclusion

This popular and enjoyable activity teaches fun-
damental communicative skills often not encoun-
tered in more conventional lessons. It can be tied
into lessons on poetic techniques, reading aloud
and pronunciation, and children’s language. 1t can
also be expanded on with other My Share activities
such as It’s a kind of...Explaining Japanese Culture in
English (Davies, 2018).
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Culture in English. The Language Teacher, 42(4), 26-27.
https://doi.org/10.37546/JALTTLT42 4.

Appendix
The appendix is also available from the online ver-
sion of this article at https://jalt-publications.org/
tlt/departments/myshare.

EXPLANATION STRATEGIES
Instead of giving a dictionary definition or translation of vocabulary, give a helpful explanation.
Category “It’s a kind of...”
Example “A, B, and C are kinds of...”
Image “They are usually in...[place/country]”
(where/when/who) “They are used/done by...[type of person]”

“You often see these during...[time/season]”

Contrast (opposites) “..is the opposite of...”

Comparison (similar things)

“..s like a...”

Uses

“You use it for A, B,and C...”

Other (non-verbal)

Use hand gestures.
Use your body/face.
(If nothing else works...) Draw a picture.

POLITE INTERRUPTIONS

It’s okay to ask for an explanation when you don’t understand something...but be polite!

(1) [Wait for a pause or the end of the sentence]

(4) “Could you please explain?”
“Could you please tell me what it is?”

(2) “I'm sorry...” / “Excuse me, but...”

(5) [Listen to the explanation]

(3) “I don’t know what ... means” / “l don’t under-
stand...” / “ am not familiar with ...”

(6) “Thank you!” / “Oh, 1 see.” / “1 understand
now.”

| 2
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Plasticine Creations Race

John Guy Perrem
Muroran Institute of Technology
jgperrem@mmm.muroran-it.ac.jp

Quick Guide

The Language Teacher ® JALT Praxis: My Share

» Keywords: Plasticine, creativity, sculpting, vocab-
ulary review

» Learner English level: Low-intermediate and
above

» Learner maturity: Junior high school and above
» Preparation time: 10 minutes
» Activity time: 45 minutes

» Materials: Multi-colored plasticine, A4 paper,
small strips of paper, tissues

In this activity, students take turns sculpting and
guessing designated words, and points are awarded
to the fastest team. The game can be customized to
use vocabulary related to countries, objects, people
or animals. It can be used as the main lesson activ-
ity, and all students can have an opportunity to be
a sculptor. The Plasticine Creations Race provides
students with a rare opportunity to sculpt in the
classroom. It engages their creativity while simulta-
neously reviewing and consolidating vocabulary.

Preparation

Step 1: Acquire plasticine from the school art sup-
plies or from a 100-yen shop.

Step 2: Write the target vocabulary on strips of
paper - one piece of paper for each word. One word
will be used per round.

Procedure

Step 1: Explain to the students that they are going
to use plasticine to create a thing and their team-
mates must guess the correct word based on their
creation. Tell them each round will use a new word.

Step 2: Demonstrate the activity by making a model
of a thing from known vocabulary. Ask the class to
guess what it is.

Step 3: Explain the activity is a race and the team
who can guess the fastest will get a point in each
round by raising their hand (or calling out, if you
prefer).

Step 4: Divide the class into teams of five.

Step 5: Ask the teams to choose their team names,
and make a table on the blackboard with a points
column for each team.

Step 6: Ask one student in each team to turn their
chair to face their teammates. That student will be
the first sculptor when the game starts. When stu-
dents switch roles in subsequent rounds, they will
switch position with the previous sculptor.

Step 7: Place an A4 sheet of paper on sculptors’
desks to keep the desks clean.

Step 8: Place a piece of plasticine on top of the A4
paper. Each team should now have one piece.

Step 9: Tell the sculptors who have the plasticine
that the game will only start when you say, ‘Go!’

Step 10: Remind the class that this is a race, and
that teammates should raise their hands/call out
as soon as they know the answer. The fastest team
to guess correctly will be awarded a point on the
board.

Step 11: Show the sculptors the first secret target
word by passing them the first strip of paper.

Step 12: Collect the strip of paper once all the sculp-
tors have seen it.

Step 13: Say, ‘Go!’ The sculptors can now begin
sculpting and their teammates watch and guess the
target word.

Step 14: Once a word has been correctly guessed,
give that team a point on the board and then switch
the sculptors so new people can try.

Step 15: Proceed with the activity across multiple
rounds.

Step 16: Distribute tissues for cleaning fingers at the
end.

Extension

The game can be made more challenging by assign-
ing fixed phrases/idioms for students to sculpt and
guess.

Conclusion

This fun and versatile vocabulary review activity
allows for students to engage their creativity and
sculpting skills. A very positive atmosphere usually
develops due to the tactile and novel nature of the
activity. The difficulty can be scaled to various lev-
els, and the activity has worked well with JHS and
HS students alike.
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An Introduction to
Intonation

Skyler Vincent Schiavone
Tokyo International University
sschiav@tiu.ac.jp

Quick Guide

The Language Teacher ® JALT Praxis: My Share

» Keywords: Pronunciation, intonation, speaking

skills

» Learner English level: Advanced beginners and
above

» Learner maturity: Ages 12+
» Preparation time: 10 minutes
» Activity time: 15-20 minutes

» Materials: Diagram (Appendix A), Statement
paper (Appendix B)

Intonation, the rise and fall of the pitch of voice
when speaking, is a key feature of English pronunci-
ation. A sentence that ends with falling intonation
will sound complete, whereas a sentence that ends
with rising intonation will sound unfinished, or like
a question. Many students often ignore intonation,
which can make their meaning unclear. By using a
listening-based approach, students can identify and
then practice basic intonation patterns to improve
their pronunciation skills. The following activity is
simple and easy to prepare, and helps students get
familiar with, and practice, intonation.

Preparation

Step 1: Draw a diagram with two arrows on the
board (one rising and one falling) to represent rising
and falling intonation (see Appendix A).

Step 2: Prepare a list of 10 statements to practice

as a whole class and 10 additional statements for
student-to-student practices (see Appendix B for
examples).

Procedure

Step 1: Introduce the pronunciation feature of into-
nation. Use the diagram (Appendix A) to show how
intonation can rise or fall in a sentence and thus
affect meaning. If the sentence “Sarah failed the
test” is read with a falling intonation it sounds like
a statement; read with a rising intonation, it sounds
uncertain, like a question.

Step 2: Use the sentences in the worksheet (Ap-
pendix B - Part 1) as listening practice and have the
class identify if your voice is rising or falling. Follow
the instructions, and repeat if necessary.

The focus of this step is on listening for intonation
rather than meaning.

Step 3: Read the sentences again and instruct the
class to repeat after you. Use the diagram on the
board to show how your voice is rising or fall-

ing. Explain how falling intonation shows a finished
statement, but a rising intonation will sound like a
question.

Step 4: Divide the class into pairs and provide each
student with additional sentences and responses
(Appendix B - Part 2). Student A will choose to read
the sentence in either a rising or falling intonation
and Student B will listen and respond appropriately.
Then the students will switch roles in set 2. This
step is meant to increase student autonomy and add
a communicative element, which will help students
gain comfort in recognizing and responding to the
message implied by rising or falling intonation.
Step 5: To review part 2 as a whole class, nominate
students for the roles of A and B to read the sen-
tences and respond respectively. Upon completion
of the exchange, student A will reveal his or her
choice of intonation to confirm the correct re-
sponse.

Conclusion

This activity works well as an effective introduction
to intonation, as the explicit teaching and practice
will help students notice this feature of pronuncia-
tion. The low-stakes listening comprehension and
repetition exercises provide practice where students
can rely on each other for assistance. The speaking
exchange exercise provides a degree of autonomy
within a controlled practice activity. This is a useful
exercise for students who are beginning to speak
independently.

Appendices

The appendices are also available from the online
version of this article at https:// jaltpublications.
org/tlt/departments/myshare.

Appendix A: Diagram

Rising Falling
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Appendix B: Statement Paper

The follow sentences are all statements. 1f read
with a falling intonation, they will sound like facts.
However, if they are read with a rising intonation,
they will sound uncertain, or like questions, as if the
speaker is asking for clarification.

Part1
(Steps 2 and 3 guide in parentheses)
o Sarah failed her test. (falling - certain statement)

o It’s already 6 o’clock. (rising - I can’t believe it - 1
thought it was earlier.)

o He ate all the ice cream. (rising - 1 can’t believe
it — that was a lot of ice cream.)

Part 2

The Language Teacher ® JALT Praxis: My Share

o The office closes at 1:30. (falling - certain state-
ment)

o We aren’t going out for dinner tonight. (rising -
I'm surprised - 1 thought we were going out.)

o She has eight cats. (rising - I can’t believe it -
that’s a lot of cats.)

o They don’t like chocolate. (falling - certain
statement)

o It’s going to snow tomorrow. (rising - I didn’t
know that and can’t quite believe it.)

o There’s no more money. ( falling - certain state-
ment)

 John got an A in math. (rising - I'm surprised - 1
didn’t think he was a good student.)

(These sentences are provided to students. Students are instructed to choose whether to read the sentence
in a rising or falling intonation, and their partner must identify the appropriate intonation and respond

appropriately.
Set 1
Student A (Choose to read with a | Student B (Listen carefully and respond with the correct option.)
rising or falling intonation.) . ; T )
If you hear a rising intonation: If you hear a falling intonation:
1 | We're going to have a vocabulary test | Yes, everyone knows. Haven't you | Right, I'll make sure to be ready.
tomorrow. been studying?
2 | Nobody knows the password. | guess not. We'll have to call someone. | That's not good.
3 | Taro ate 50 plates of sushi. Yes, he did! | guess he was hungry. Wow! | can't even imagine that.
4 | He's not coming back. No, | guess not. Well, then we'll have to do it ourselves.
5 | The test takes three hours. Yeah, didn't you know that? I've heard. | guess it's going to be a
long day.
Set 2
Student A (Choose to read with a | Student B (Listen carefully and respond with the correct option.)
rising or falling intonation.) T ) T )
If you hear a rising intonation: If you hear a falling intonation:
1 | Class will finish 30 minutes early today. | Yes, the teacher told us yesterday. That's great news.
2 | The train’s going to be late. Yes, they just made an announcement. | Oh no. | hope it doesn't take too long.

3 | The cafeteria is going to be closed for | Don't you remember? They told us | | know. What a shame.

the rest of the semester. about this months ago.
4 | Mr. Smith is 40 years old. | couldn't believe it either — he looks | Wow! | thought he was much younger
quite young. than that.
5 | The kids stayed up until 2 AM. Yes, they did. And now | have a | Oh my!|hope they'll be alright today.
headache!
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Peer Feedback in
Speaking Classes Using
Google Forms With Doc
Appender

Richard Thomas Ingham
The British Council, Japan

hilst research relating to EFL writing class-
W es suggests that peer feedback is effective

in providing students with a sense of
audience and helping them to better organise their
writing (Hyland & Hyland, 20006), the efficacy of peer
feedback in speaking classes is a relatively under-re-
searched area. However, a study by Saito (2013)
found that in addition to conventional teacher-cen-
tred feedback, peer feedback in speaking classes can
provide students with meaningful learning opportu-
nities. By using Doc Appender with Google Forms,
educators may find a useful method for learners to
provide fast and easily accessible feedback to their
peers.

The Development of a Peer Feedback
Mechanism for Online Classes

In early 2020, all of my classes switched from
the classroom to online. Because of this, the pa-
per-based feedback collection method that 1 had
previously used in debate classes was no longer
possible. Students seemed more reluctant than ever
to give direct verbal feedback to each other in my
Zoom classes, and 1 was unsure whether students
were listening to their classmates’ debates or not.

As aresult, I started to look at more effective ways
for students to give feedback to their peers in an on-
line environment. At first, I began to use a simple
Google Form to gather feedback from the learners.

I would then cut and paste the information from

the resulting Google Sheet into the Zoom chat box
to pass the feedback on to each individual student.
Whilst this proved to be useful, it was time consum-
ing—care had to be taken to ensure that the correct
feedback was being given to the correct student.
Therefore, 1 began to search for an alternative way
to provide feedback to students.

What is Doc Appender?

DocAppender is an add-on for Google Forms that
sends responses to a specific Google Doc using pa-
rameters that the user sets up ahead of time. Once
the initial set-up is complete, you have a form that
will send each response to a specific (student-des-
ignated) Google Doc. This form can then be used
multiple times to create an ongoing record of feed-
back for students. It has the initial benefit of being
more-or-less instantaneous, so students can read all
the feedback from their peers in one place shortly
after they have finished their speaking task.

Although it is easier to use this method with
Google Classroom, it is entirely possible to use this
system simply by using Google Drive in the steps
outlined below.

Step 1: Set up Your Google Forms to Receive
the Data

The first step is to create a folder—I have named
it JALT DocAppender test—then create blank Google
Docs that use your students’ names as titles with-
in the folder. It should be noted that these target
documents all need to be grouped together in one
Google Drive folder. In the example below in Figure
1,1 have created four Google Docs for Students A,
B, C, and D. The Google Form that you will create
later will send the appropriate information to each
individual Google Doc.
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Figure 1

Example showing four Google Docs in a Google Drive
folder

The Language Teacher ® JALT Praxis: TLT Wired

L Drive

New

Q  searchin Drive -

MyDrive > «- > Debate > JALT docappender test ~

Name owner

®

Priority

Student A me 0:06 me

®

My Drive

Student 8 me 0:06 me

Recent Student ¢ me 0:07 me

Starred
Student D

8
Shared with me 8
8
8

& % © Dk

Step 2: Install Doc Appender

The next stage is to install the add-on called Doc
Appender. Open a blank Google Form, click the
three vertical dots on the right and choose “Add-
ons”. Figure 2 below shows how to do this.

Figure 2
Blank Google Form

Untitled form

nEo+we

Next, search for and install Doc Appender, which
you can see in Figure 3.

Figure 3

Finding and Installing Doc Appender

B o > - 8 ¢ O
=0 Q. Doc Appender x 808 x

Search results for Doc Appender

“ B Form .
Approvals
—— - </> l

Once installed, the add-on button will appear as a
jigsaw piece icon in the top right of the screen, next
to the customise icon. Click this and choose Doc

Appender each time you want to use it on a Google
Form (Figure 4).

Figure 4
Choosing Doc Appender on a Google Form

B uedrom

Questons  Respanses

lmgo+we

((((((((

Step 3: Set up the Google Form and Link it to
the Google Docs With Doc Appender

To set up the process, click the jigsaw piece icon,
choose “Doc Appender”, and the “Open in sidebar”
option. Then choose the folder containing the
Google Docs that you set up previously, (e.g., in
my example, the folder named JALT Doc Appender
test). Then, choose the question (e.g., in my exam-
ple, “Who are you giving feedback to?”). You do not
need to type the names in manually; Doc Appender
will automatically put the names of the files here
(e.g., in my example, Student A, B, C, & D). Figure 5
depicts this process.

Figure 5

uuuuuuuuuuuuuuu

Peer Feedback Form

Who are you giving feedoack to? B © wmlechoce

sssssss

nnnnnnnn

P 3

addopt

Setting Up the Google Form

Next, choose the information from the form to be
sent to each Google Doc (Figure 6). In the exam-
ples here, 1 have only created one question: “What
feedback would you like to give your classmate?”
This appears as a check box option, so 1 choose this
option. The final step is to choose the layout for the
data to appear in each Google Doc. The form is then
ready to use.
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Figure 6

Selecting the Information to be sent to each Google
Doc
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Student A X
Student 8 M8 bocappeNDER i
Student ¢ X step3: Fomm values to be acded to
target Docs on form submit
Student D X
Timestamp
Add option o Add "Other aw
givetoyour dassmate?
O @  requied @
What feedback would you ke to give to your classmate?
Step 4: Format for appended responses
Long-answier text =
Sepaat alte s

The Google Form can then be shared with the
students, who can complete it by providing appro-
priate feedback and sending it using the “Submit”
button. Students can fill out the form as many
times as needed to provide feedback to one or more
peers. The comments will appear in the designated
Google Doc file within the drive, which can be ob-
served by each student individually, allowing them
to access the feedback from their peers.

Conclusion and Other Possible Uses

Overall, I have found this to be a highly effective
method for providing students with feedback from
their peers in my debate classes. 1 use the same form
as the students to provide my own feedback. 1 hope
to continue using this method when, and if, we
return to the classroom in the future.

Whilst 1 have used this method in my debate class,
1 envisage it being used for several other potential
purposes. For example, it could be used by the teach-
er to give feedback to individual students, or even for
students to give feedback to the teacher. Although
I have primarily used it for feedback in speaking
classes, it could also be used to provide peer feedback
in writing classes. This add-on offers various poten-
tial applications. Furthermore, using Google Forms
eliminates the need to provide paper-based materials,
which also makes it environmentally friendly
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Using PeerEval for
Peer Feedback in Oral
Presentations

Joe Kakitani

Utsunomiya University / Lancaster Uni-
versity

ral presentations represent one of the most
O popular speaking activities in language

classrooms. One way to implement oral
presentations in the classroom is using simultaneous
presentations in which students give presentations
in small groups. These types of oral presentations
have several benefits, such as giving students more
speaking time and reducing speaking anxiety, which
is a pervasive problem in public speaking (Woodrow,
20006). One drawback of simultaneous presenta-
tions is that it is nearly impossible for the teacher to
monitor all the concurrent sessions and evaluate the
students individually. For this reason, many teach-
ers adopt some sort of a peer feedback procedure to
involve the students in the feedback process. In this
article, I will introduce PeerEval: a simple and cus-
tomizable mobile-based system that allows students
to evaluate their peers and give individual comments
in real time.

Benefits of Peer Feedback

Peer feedback has several potential benefits for
both students and teachers. First, peer feedback can
promote greater student involvement in the presen-
tations. As students become “evaluators” in the peer
feedback activity, they are likely to develop a sense
of responsibility and autonomy in the learning pro-
cess (Topping, 2009). Second, effective implementa-
tion of peer feedback can help the teacher save time
on giving feedback to individual students. Research
suggests that through training, students are able to
acquire an ability to make judgments of their peers’
performance in a similar manner as the teacher
(Patri, 2002). Students’ feedback may also be richer
and more individualized than teacher feedback,
especially in simultaneous presentations in which
the teacher is often unable to attend to the details
of the presentations. Finally, peer feedback can
help students to increase meta-cognitive awareness
about the assessment criteria (Saito, 2008). In other
words, the act of evaluating their peers can assist
the students in realizing the purposes and objec-
tives of the learning task. This in turn may enhance
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their learning process and lead to improvement in
their speaking performance.

Advantages of PeerEval Over Paper-Based
Peer Feedback

Although peer feedback could be a valuable asset
to classroom teaching, the traditional paper-based
peer evaluation has some drawbacks, such as having
to collect and manage substantial paperwork, the
delay in the feedback process, and the lack of ano-
nymity. PeerEval addresses these problems effec-
tively. With PeerEval, the teacher can collate and
store all the evaluations in real time on an online
platform. PeerEval also provides the students with
immediate access to their evaluation results, which
is one of the most attractive features of PeerEval
from the students’ perspective (Gobel & Kano,
2019). If they wish, students can take a screenshot
of their evaluation results on their smartphone
and keep a record for later reference. PeerEval also
protects students’ anonymity, as all the individual
marks and comments are sent anonymously via a
non-face-to-face medium. The anonymity in the
peer feedback process may contribute to reducing
the students’ pressure in giving honest and critical
feedback to their peers (Wu & Miller, 2020). In the
next section, I will describe how to set up PeerEval
and use it in the language classroom.

Overview of PeerEval
Initial Setup

PeerEval (https://peereval.mobi) consists of two
components: (1) a website for the teacher to set up
the class, and (2) a mobile app or a browser-based
system for the students to use in the classroom.
Teachers can use PeerEval for free for a one-time
use only with time-limited access to data, or pay
a fee for permanent access. To set up PeerEval for
classroom use, the teacher should follow the steps
below:

1. Create a class on the teacher website

2. Input a student list manually or by uploading a
.csv file

3. Setup asession (e.g., “Presentation #1”)

4. Choose an assessment rubric

An assessment rubric can be chosen from the
sample rubrics provided on the website, or teachers
can customize their own using 4-point and 5-point
Likert-scale measures (Figure 1).
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Figure 1
Rubric Setup
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In-Class Procedure

In the classroom, students will use the iOS app or
the browser-based system that can be used on any
electronic device. To use the system, students must
enter the access code and username provided by the
teacher. Note that the username must match the
name pre-inputted by the teacher during the initial
setup (otherwise an error message will appear). At
the start of each student presentation, students will
select the name of the presenter. During or after
the presentation, students will evaluate their peer’s
presentation by tapping the numerical scores and
writing individual comments. Students can revise
their evaluations at any time if necessary (the pre-
vious submission will be overwritten). Once all the
presentations are finished, the teacher can view the
results on his or her computer. Students can also
check their individual scores and comments by tap-
ping the gear icon on the top right corner (Figure 2).

Using PeerEval for Group Presentations

Although PeerEval is designed to be used for
individual presentations, 1 have found it useful for
group presentations as well. To adapt for group pre-
sentations, the teacher would need to add the group
names to the student list. For instance, if there are
three groups, the teacher would add Group 1, Group
2, and Group 3 (or using names of one’s own choice)
in the same way as in adding individual students.
When evaluating each group presentation, students
would then choose the group as the presenter. Once
all the presentations have been finished, students
should log out of their student account and re-login
using their group’s account (by inputting the group
name). This way, students can collectively access
and view the feedback results as a group.
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Challenges with PeerEval

Teachers should be aware of some potential
challenges in using PeerEval (these also apply to
paper-based peer feedback). First, students often
tend to rate their peers leniently. This could be due
to social power relations (Wu & Miller, 2020) or stu-
dents’ lack of confidence in assessing their peers’ oral
proficiency (Cheng & Warren, 2005). To elicit more
appropriate and accurate peer evaluations, some
sort of training might be necessary (Saito, 2008;
Patri, 2002). Another concern with peer feedback
is that some students might fail to see the value in
the peer feedback activity. Moreover, distrust in the
peers’ ability to give accurate feedback could result
in dissatisfaction with the peer feedback process
(Zhou et al., 2020). Hence, it might be beneficial to
discuss with the students the purposes and objectives
of peer evaluation as well as basic manners in giving
feedback to their peers. The issues of manners and
respect might be especially important considering
the anonymous nature of PeerEval.

Conclusion

PeerEval is a useful mobile-based peer feedback
system that has the potential to increase student
engagement during in-class presentations. By allow-
ing for real-time and anonymous feedback, PeerEval
provides solutions to some of the practical problems

The Language Teacher  JALT Praxis: TLT Wired

that traditional paper-based peer feedback poses. By
understanding its strengths and unique features, in-
structors can use the system in a way that best serves
their classroom teaching and encourages learners to
be actively involved in collaborative learning.
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Getting Started on Critical
Thinking
James W. Porcaro

Toyama Kokusai Gakuen
porcaro@pa.ctt.ne.jp

I'm not interested in your opinions, so 1 don’t

want to hear or read your opinions.” This is my

introduction to critical thinking for my first-
year high school students. I then go on to say that
rather they engage in a higher level of thinking and
expression called critical thinking, in which they
will employ and develop more fully their English
language skills, cognitive skills, as well as general
academic skills.

There are many features that define critical
thinking (Facione, 2020; Edwards, 2013). To get
students started 1 tell them, in a simple way, that
critical thinking involves their ability, first of all, to
understand an issue—to consider it from different
points of view, in particular the pro and con sides,
and then to express clearly, concisely, correctly, and
convincingly a number of points on both sides of
the issue.

In numerous policy statements for nearly two de-
cades, MEXT has asserted the necessity for Japanese
high school students to develop critical thinking
skills and has mandated such a focus in the English
language curriculum (Mulvey, 2016).

Getting Students Started

How can students get started on this task of de-
veloping their critical thinking skills in a way that is
manageable, meaningful, and motivating for them?
The following is the outline of a concrete, workable
scheme I have carried out for a number of years
with demonstrated success. It is a plan that other
teachers may find suitable and effective at their
high schools and possibly for third-year junior high
school students.

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 editors at the address below. We also
welcome questions about teaching, and will endeavour to answer them in this column.

Students get started on critical thinking in the
early weeks of their first year at the high school.
After the short explanation of critical thinking, they
begin working with lesson topics that are simple,
easy to understand, and related to their immediate
school and personal lives. Students respond well to
this approach.

/L STIDILYV J

The first topic is the issue of students being
required to clean their classrooms and other parts
of the school building, a chore they have done since
their elementary school days. No research whatso-
ever is needed for students to think of pros and cons
on this matter. The topic can be briefly presented to
the class and then, with an attractive handout that
includes a cute graphic, students working in pairs
are tasked to list five good and five bad points in
complete sentences for this school policy. Together
they must communicate, negotiate, and decide on
the wording for exactly the same points which they
write on their own paper. They always speak solely
in English and are not permitted to use dictionar-
ies. For social issues that are presented later in the
course, however, 1 include on the worksheet a list of
some key words they may not know but are likely to
need.

k

Of course, they have already been trained and di-
rected from earlier lessons in the course on how to
do pair work and are well-practiced at it. Students
readily understand the task and can accomplish it
within the 50-minute class period. Some typical
listings include, for good points: Students experience
the benefit of working together. Students take respon-
sibility for doing a task. And for bad points: Students’
uniforms get dirty. Some students play and don’t do
much work.

SNOO4 1vr
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1 find that pair work is far more effective and pro-
ductive than group work. Two students sitting side-
by-side or face-to-face instinctively understand that
they must focus entirely on each other to accom-
plish the task. This instructional mode promotes
responsible and autonomous practice and achieve-
ment of the goals of cooperative learning (Johnson
& Johnson, 1999). Students readily perceive that
they are interdependent with their partner yet, at
the same time, they recognize that each of them is
individually accountable for the performance of the
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tasks. The cooperative interaction also assists the
development of personal relationships and social
skills essential for their mutual success in carrying
out the tasks.

When students have finished their lists, 1 collect
the papers and write a short comment on the rele-
vance and the quality of their points and correct the
English. The papers are returned to the students the
following week.

In the next lesson, continuing with the theme of
students’ school life experiences, the second topic
for critical thinking is one that is special for Toyama
Prefecture students—14-sai no chosen (“14-year-old
challenge”. In the second year of junior high school,
students are away from school for one week while
engaged in a work experience at various locales
or participating in welfare or volunteer activities.)
Again, it is a topic experienced by the students and
requires just a short introduction. Students work in
pairs to list five good points and five bad points for
students undertaking this “challenge”.

Moving beyond school life to students’ everyday
experience in family life, in another lesson, students
take up the issue of whether or not it is important
for family members to eat dinner together. I started
using this topic some years ago after reading a
newspaper article, which 1 show to the classes, that
reported on a survey that found only 26% of fami-
lies in Japan eat dinner together every day, and only
about one-third of households eat dinner together
even two or three times a week. Again, the issue is
readily understood after a short, clear introduction
and the listing of five statements for the importance
and five for the non-importance of family members
eating dinner together requires no research whatso-
ever, just good pair work.

Introduction to Academic Writing

Now, at some point into the second term—as stu-
dents have many other lessons in my course besides
those that employ critical thinking—they step up
to a higher stage of critical thinking by considering
another real experience in their school life.

As about half of the International Course high
school students go abroad to study for one year, a
very appropriate and important issue for them to
consider is the advantages and disadvantages of
study abroad for one year for Japanese high school
students.

Again, during pair work, they list these points
at sentence level on the worksheet prepared for
the lesson. They are now very well accustomed to
engaging in this kind of task. After completing it,
they will explain and give examples of each of their
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listed points first in speaking with their partner—as
always only in English, and following that, they
will write out what they have discussed in distinct
paragraphs as individual work. With this, however,
a problem arises for most students which must first
be addressed. As Mulvey (2010) states, “There seems
to be no evidence of systemic, cohesive academic
writing instruction at the high school level [in Ja-
pan], either in the L1 or L2” (pp. 5-6). Thus, “There
is a demonstrated need to provide basic instruction
in how to organize, and to present one’s arguments
or exposition in ways conducive to achieving per-
suasion and understanding” (p. 7).

It is very important, therefore, that students
receive a basic introduction to academic writing.
So, before they begin the task of speaking and then
writing to explain and give examples of their listed
points, they receive a model for the short para-
graphs they will write which, in fact, form the body
paragraphs of an argumentative essay. The model is
presented in the form of a dictation for three points
on one side of the issue, for example, explaining and
giving examples of the advantages for Japanese high
school students to go abroad to study for one year.
The dictation can be between 200 to 250 words. 1
regularly give dictations, so students are well-prac-
ticed in the skills and manner of doing this. At the
end of the exercise, they are given the text of the
dictation to read and carefully check the accuracy
of what they wrote. As well as providing a model
for paragraph writing, the dictation includes many
other benefits—for listening, spelling, grammar,
vocabulary, reading, auditory memory, and thinking
in English.

Thereafter, students in pairs proceed to explain
their points on the other side of the issue, for exam-
ple, the disadvantages for study abroad for one year,
that they had written together. Next, individually
they write paragraphs for three points in the style
modelled in the dictation text. I select three of the
most commonly mentioned points and include
them as the topic sentence of each paragraph on
the carefully organized writing sheet provided for
the students. The most challenging aspect of this
writing task is to stay entirely focused on the topic
sentence of each paragraph and not stray off to
include extraneous points. This focus is one of the
targets for my comments on the content of their
paragraphs, along with the relevance of their exam-
ples and the quality of the English itself.

Ending the first year

Near the end of students’ first year, they move
forward again with at least one simple, easy-to-un-
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derstand, and relevant social issue for critical think-
ing, instructed in the same manner as for the study
abroad topic already described.

For some years, in the build-up to the 2020 Tokyo
Summer Olympics and now with the Sapporo bid
to host the 2030 Winter Olympics, consideration
of the arguments for and against Japan hosting
the Olympic Games is a topic of immediacy and
interest. Another example is the issue of Japan
having lowered the voting age (in 2016) from 20 to
18. For some students that time will arrive before
they graduate from high school or at least soon
thereafter. The Appendix shows the worksheet for
the latter topic which presents the framework for
students’ paragraph writing.

No research by students is ever needed or allowed
for any of the critical thinking topics they work
on. With a short, carefully prepared introduction
from the teacher, the topics are readily and fully
understood. All students at the school have an iPad,
so if research is permitted, very likely students
will simply copy what they find on the Internet in
English or use Google Translate for what they find
in Japanese rather than communicate with their
partners and exercise their independent thinking
and expression in English, which are the fundamen-
tal aims of the critical thinking lessons.

There is a further and deeper reason for the
selected topics presented to students for critical
thinking. As Cummins (2003) observed, “there is
an inseparable linkage between the conceptions of
language and human identity that we infuse in our
classroom instruction” (p. 1). In the context of the
instructional choices we make, he notes that we
must examine “the extent to which the classroom
interactions we orchestrate build on and affirm
the cultural, linguistic, intellectual and personal
identities that students bring to our classrooms” (p.
5). 1 believe that our English language instruction in
Japan needs to be based on such a humanistic and
communicative approach. Students need mean-
ingful opportunities to formulate and express their
thoughts and feelings, and to relate experiences and
knowledge, drawn from their own lives and the so-
ciety in which they live. The aim is to enhance their
self-awareness and their awareness of their society
and culture, and from there to widen and deepen
their capacity to understand other people, cultures,
and issues on a global scale.

Conclusion

At the conclusion of the first year, | am confident
to say that students have got off to a good start
with a successful introduction to critical thinking,
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having developed some of the necessary basic skills
for this intellectual and academic exercise. Into
their second and even third year, if 1 am assigned

to teach their classes, students move on to other
social issues within Japan that, while more complex
and challenging for critical thinking, still require

no research, just a carefully prepared and presented
20 to 30-minute factual and background introduc-
tion. Examples of such issues include the lay judge
system (saiban-in seido) and the government’s plan
to open “integrated resorts” with casino gambling in
the near future. With these topics, students exercise
and advance their critical thinking and academic
writing skills in the form of a full argumentative
essay, including an introduction and a conclusion
paragraph along with the three body paragraphs

for the points from either side of the issue as they
choose.

While some academic writing may require
research, | believe it is best to get students started
on critical thinking in the manner 1 have described.
Furthermore, this approach is beneficial for stu-
dents who will face this kind of writing task on
tests such as TOEFL and the entrance exam for
recommended students now given by many leading
universities.

A final point to note is the power of critical
thinking for students not only as “a liberating force
in education [but also] a powerful resource in one’s
personal and civic life” (Facione, 2020, p. 27). Teach-
ers will do well to get students started on develop-
ing this skill for their lifelong benefit.
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Appendix
NAME:

school in Uganda. He taught
ESL in Los Angeles for many
years and came to Japan in 1985.
After mandatory retirement
from his university professor-
ship, he has continued teaching
at the university’s affiliated (fu-
zoku) high school. He has mas-
ter’s degrees in African Studies

It is NOT GOOD that the voting age in Japan was
lowered from 20 to 18.

o First, most 18- and 19-year-olds do not have
enough knowledge about politics and public
issues.

«  Second, many young people may be influenced
to vote in one way by their parents or friends.

and TESOL and has published many articles on his
teaching in areas that include Japanese-to-English
literary translation, English for Science and Tech-
nology, African Studies as CLIL, and high school
English.

o Third, most 18- and 19-year-olds are students
and should focus on their studies not politics.

JALT PRAXIS] BOOK REVIEWS

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: jaltpubs.tlt.reviews@jalt.org
Web: https://jalt-publications.org/tlt/departments/book-reviews

This month’s column features Deepti Mishiro’s review of
21st Century Communication: Listening, Speaking and
Critical Thinking 1.

21st Century
Communication: Listening,
Speaking and Critical
Thinking 1

[Lida Baker and Laurie. Heinle ELT; 2017.
(Audio/Video and Student Workbook avail-
able Online) pp. ix + 184. ¥3,168. ISBN:
9781337275804 ]

Reviewed by Deepti Mishiro, Osaka Met-
ropolitan University

four-level series of EFL textbooks appropriate

for low-intermediate to intermediate level
students. This textbook aims to enhance students’
critical thinking and communication skills. The
robust collection of inspiring TED Talks aids in

2 Ist Century Communication is the first of a

building students’ critical
thinking, presentation,

and note-taking skills. The
text effectively assists in
preparing students to speak
confidently and gives them
an opportunity to demon-
strate their technical skills
in the final task of each
unit, thereby building the
necessary skills required for
academic success.

2% ..o

- COMMUNICATION

 LISTENING, SPEAKINE, AND ERITICAL THINKING

The textbook is organized into eight theme-based
units with appealing visuals and clearly stated goals.
Each unit includes two parts, Part 1 focuses mainly
on listening skills and learning new vocabulary to
familiarise students with the theme. Part 2 includes
TED Talks that aid in developing students’ presen-
tation skills and critical thinking. Recently, TED
Talks have served as an excellent tool for activating
learning and promoting thinking about topics af-
fecting society and the world (Martinez et al., 2018).
Each unit begins with picture prompts and two
Think and Discuss questions that spark interest and
contextualize the topic. Part 1 has three sections:
Pre Listening, Listening, and Post Listening exer-
cises; encouraging students to predict, learn new
vocabulary, and reflect by confirming their com-

38 THE LANGUAGE TEACHER Online e https://jalt-publications.org/tlt


https://jalt-publications.org/tlt
mailto:jaltpubs.tlt.reviews@jalt.org
https://jalt-publications.org/tlt/departments/book-reviews

prehension through discussions. Students further
enhance their final presentation skills by practicing
pronunciation exercises given at the end. Part 2 has
a similar structure of three sections: Before you
watch, Watch for Main ldeas, and Details including
TED Talks video in section 2 will allow students to
think critically and give their views on the ques-
tions related to the unit’s TED Talks in section 3. In
addition, it prompts them to think about how their
perspectives can be different from their classmates.

Universities in Japan opt for teaching strategies
that would aid in building learners’ communica-
tive proficiency and speaking skills (Thompson
& Millington, 2012). This book allows teachers to
fulfill this aim by focusing on developing the stu-
dents’ ability to communicate and express them-
selves through real-world assignments. Most of my
students favored group work using the whiteboard
while expressing their opinions and views. Addi-
tionally, pair-work facilitated sharing of personal
anecdotes and life experiences while answering
questions. The final task in each unit, individual
presentations, can be time-consuming and may
become repetitive. Therefore, assigning varied tasks
such as interviews, videos, poster presentations, or
surveys would further build on and expand stu-
dents’ communication skills.

This series can be used by teachers both for
hybrid and blended classes. Students have access to
the online workbook which includes all the audio
and video material. It was difficult to cover all topics
from the text since it was used in a 50-minute class
that met five days a week, hence, additional home-
work from the student book was assigned as well.
The student book includes an independent student
handbook that is a useful resource providing strat-
egies for listening, common phrases for presenta-
tions and classroom communication, note-taking
strategies, and TED Talk summary worksheets for
each unit with a vocabulary index. There are also
rubrics for evaluation that are useful for supporting
students in preparation for the final tasks of each
unit. Students can share peer feedback using this
rubric as a guide. However, they may need to be
customized depending on the type of final task the
teacher has chosen to fit students’ needs.

My students were highly inspired by various TED
Talk speakers in this book. Throughout the text,
students are exposed to a variety of topics rang-
ing from the environment to music which evokes
Japanese students to think from a more global
perspective. This book certainly assists students
in building confidence and overcoming their stage
fright with presentations after each unit. Many
students relished the opportunity to use the Inter-
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net to research given topics and prepare slides and
the opportunities to process linguistic and content
information it affords (Kasper, 2000). Moreover, the
scaffolding of each unit with effective vocabulary
activities assisted students in learning and using
these newly acquired words in their final task. How-
ever, some students found listening challenging at
times, as they struggled to understand the content.

Overall, I recommend this book to instructors
wishing to strengthen their students’ communi-
cation and critical thinking skills in particular. It
is a fun and creative text, filled with a variety of
activities connected to the real world that instruc-
tors would enjoy teaching. However, since this text
mainly centers on listening, students would further
benefit if the text provided audio transcripts in the
appendices. In addition, students would benefit fur-
ther if they are given opportunities to work in pairs
and groups on the final task.
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Recently Received

Julie Kimura
jaltpubs.tlt.pub.review@jalt.org

A list of texts and resource materials for lan-
guage teachers is available for book reviews
in TLT and JALT Journal. Publishers are invited
to submit complete sets of materials to Julie
Kimura at the Publishers’ Review Copies Liaison
postal address listed on the Staff page on the
inside cover of TLT.

Ryan Barnes will be stepping down temporarily from his po-
sition as coeditor. Ryan has been a great colleague to work
with, thanks to his attention to detail and being a great sound-
ing board. | wish Ryan the very best with his endeavours and
look forward to working with him again soon.
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An up-to-date index of books available for review can be
found at https://jalt-publications.org/tlt/departments/
recently-received

* = new listing; ! = final notice — Final notice items will be
removed on August 31. Please make queries by email to the
appropriate JALT Publications contact.

Books for Students (reviews published in TLT)
Contact: Julie Kimura — jaltpubs.tlt.pub.review@jalt.org

Penguin Readers—Penguin Books, 2019. [Penguin Readers is
a series of classics, contemporary fiction, and non-fiction,
written for learners of English.]

The hound of the Baskervilles—Doyle, A. C. [Retold by A.
Trewin. Sir Charles Baskerville is dead. Can Sherlock Holmes
and Doctor Watson stop the hound from killing again? Lev-
el: Starter, CEFR Pre-A1.]

Tales of adventurous girls—Retold by F. Mackenzie & F.
Mauchline. Four folk tales tell the stories of brave girls from
four different countries: Zanzibar, Japan, India, and China.
Level: 1, CEFR A1]

Boy—Dahl, R. [lllustrated by Q. Blake. Retold by E. Dowsett.
The story of the famous writer Roald Dahl when he was a
boy. Level: 2, CEFR A1+.]

Dracula—Stoker, B. [Adapted by H. Holwill. Jonathan Hark-
er visits Count Dracula to buy a house in England. While
he is there, he discovers terrible things about his client. As
strange things begin to happen in England, Jonathan sees
that Count Dracula must be stopped! Level: 3, CEFR A2.]

Pride and prejudice—Austen, J. [Retold by C. Degnan-Ve-
ness. Elizabeth Bennett meets Mr. Darcy, a rich man who
owns land. At first, she hates him, but slowly her feelings
start to change. Can she fight her pride and find happiness?
Level: 4, CEFR A2+.]

Wuthering Heights—Brontg, E. [Retold by A. Trewin. A man
rides through Yorkshire to visit a house called Wuthering
Heights, where he learns about Catherine, who lived there
years before. Her story of love and sadness still affects those
in the present. Level: 5, CEFR B1.]

New getting into English—Cronin, J., & Bray, E. Nan'un-do,
2021. [This coursebook was written for Japanese learners
of English who need to review what they learned in junior
high and high school. The text is filled with enjoyable, com-
municative activities, so students will have opportunities to
improve speaking, listening, and pronunciation skills. Audio
download available.]

I Shape it! It's your world—Cochrane, S., Lewis, S., Reid, A,,
Thacker, C., Vincent, D., & Wilson, M. Cambridge Universi-
ty Press, 2020. [Through a combination of learner training
and project work, this four-level series of coursebooks helps
high school students become more confident and indepen-
dent learners. Materials include textbook and workbook
for students as well as classroom audio, teacher’s book and
project book with a digital resource pack.]

* Teaching and learning haiku in English—McMurray, D. The
International University of Kagoshima, 2022. [The practice of
writing haiku in second language classrooms is demonstrat-
ed in this English language education text for students in
elementary school through high school. The book provides
examples of how students can learn to write English in the
classroom, suggests ways to teach haiku in English using
information and communication technologies (ICT), and ex-
plains how to organize contests by and for students.

JALT Praxis: Book Reviews

* Teaching English in secondary school: A handbook of es-
sentials—Siegel, J. Studentlitteratur, 2022. [This book pro-
vides a summary of the fundamental concepts in the field of
second language acquisition. Topics covered include com-
municative language teaching, the psychology of language
learning, as well as the four main skills: listening, speaking,
reading, and writing. This book serves both as an introduc-
tion to novice second language instructors as well as a ref-
erence for practicing teachers.]

Books for Teachers (reviews published in JALT
Journal)
Contact: Greg Rouault — jaltpubs.jj.reviews@jalt.org

*Research questions in language education and applied
linguistics—Mohebbi, H., & Coombe, C. (Eds.). Springer,
2021. https://doi.org/10.1007/978-3-030-79143-8

*Understanding L2 proficiency: Theoretical and meta-ana-
lytic investigations—Jeon, E.H., & In'nami, Y. (Eds.). John
Benjamins, 2022.

*Research methods for digital discourse analysis—Vasquez,
C. (Ed.). Bloomsbury, 2022.

Performance in Education SIG

Registration is open for the
4th Performance in Educa-
tion: Research & Practice
Conference and Student
Showcase (Face-to-face/
Online hybrid) to be held at
Nanzan University, Nagoya,
Japan on July 29-31 and is co-sponsored by
Okinawa JALT. Register at https://tinyurl.com/
d3hbfett Deadline: July 24.

This Performance in Education (PIE) confer-
ence topics include research, practical activi-
ties, student and teacher showcase of presen-
tations and performances (e.g., drama, oral
interpretation/readers theatre, podcast/radio
drama, debate, dance, presentations, speech-
es, music, student-created films (for festival
and contest), and other topics. It will be a hy-
brid event, with all Saturday, July 30, talks and
events being streamed online and all concur-
rent sessions and talks by expert speakers on
Sunday, July 31, also being streamed online
(synchronously or asynchronously). The event
this year will feature eight amazing experts in
the field of performance and education whose
presentation styles we have been extremely
impressed by. All attendees to the event are
guaranteed an interesting and useful experi-
ence. For any questions, see https://jaltpiesig.
org/conferences-events/ or email jaltpiesig@
gmail.com for information.
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UALT PRAXIS] TEACHING ASSISTANCE

David McMurray

Email: jaltpubs.tlt.ta@jalt.org

This column offers an insightful essay on global issues
and suggests a high school excursion destination to
help tomorrow’s classroom teachers come to grips with
teaching about war and peace.

Get Some R & R on a Field
Trip to Kagoshima
David McMurray

The International University of Kagoshima

nuclear crisis in Fukushima roused language

teachers in Japan to reimagine and redesign
the delivery of lessons outside their school’s brick
and mortar walls. For example, the president of
International Christian University, Shoichiro Iwakiri
(2022),tried to instill courage in the graduating cohort
from International Christian University by convey-
ing his last “hope that each of you will play your part
as a peace-builder in this world.” In his presidential
address, he girded graduates by stating, “Abnormal
things include natural disasters, nuclear accidents,
terrorism, viruses, wars . . . They seem sudden to us,
but in fact they may have already been there with
their destructive powers, simply invisible to our
eyes—only to suddenly and visibly encroach upon our
daily lives” (Iwakiri, 2022). This essay suggests that in
the last century, pedagogy designed by global peace
educators—instructors who teach how to resolve
conflicts around the globe and train people for living
in peace in the world—can assist language teachers to
reset and refit their lessons today (Cates, 1990).

T he war in Ukraine, Covid-19 pandemic, and the

School Excursions

According to Kyodo (2022), school excursions are
one of the many educational events that are affected
by global issues. Teachers-in-training today face the
lingering fallout from war, virus, and meltdown,
which will affect school trips for years to come.
Overseas study destinations from A to Z—Australia

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.

to Zimbabwe—were canceled one after another
in 2021—suffering a 98 percent drop. In contrast,
domestic study trips to places in Japan that avoid-
ed the three Cs (crowds, close contact, and closed
spaces) surprisingly persisted.

Junior and senior high school teachers in Japan
prepare school excursions one year or more prior to
commencement. This is because seniors are pressed
to focus their efforts on entrance exams. Second
graders in their schools get to embark on five-day-
long sightseeing trips—an early gift and a chance
for rest and relaxation on the road to senior-year
graduation. The pandemic, however, forced travel
agents to replace international travel destinations
and prefectures in states of emergency with safer
domestic locations. Even though students in Tokyo
and Kanto region went to Kyoto and Nara, some
school buses from Tohoku and Hokkaido headed for
Tokyo and Osaka but avoided Disneyland and Uni-
versal Studios. Students from Chugoku and Shikoku
schools went to Kyushu and vice versa. Surprisingly,
Nagasaki became the most popular destination of all
high school trips taken in 2020 according to a survey
by Japan School Tours Bureau (Nippon Data, 2021).
Hiroshima rose eight spots to rank third, and Ka-
goshima jumped to tenth: peace memorials became
top-ten destinations from among Japan’s forty-seven
prefectures. This repositioning and redeployment to
Hiroshima and Nagasaki’s peace memorial muse-
ums avoided coronavirus hotspots and aligned with
tourism development policies to promote interna-
tional peace and Japan’s hinterland (Sharpley, 2020).
Concomitantly, the purpose of school excursions
changed from a travel reward to fieldwork on histor-
ical spots at which students were required to write
diary-style reports. 1 can substantiate this change
in aim because schoolteachers assigned the writing
of haiku in English following these fieldtrips—over
35,000 haiku in English were submitted by students
in Japan to me for judging in the annual Itoen Ocha
Shinhaiku, Junior and Senior High School Student En-
glish Haiku Contest in Kagoshima, and Setouchi-Mat-
suyama Photo-Haiku contests in 2021. In previ-
ous-year contests, there were far fewer submissions
of haiku about visiting historical spots.
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See how it hovers
In these streets of yellow fog

A human shadow

This haiku by the celebrated novelist and English
teacher in Kumamoto, Soseki Natsume (1867-1916),
was penned when he was studying abroad in Lon-
don. It was cited in the posthumously published
memoirs of Shigeo Imamura (1922-1998) in a chap-
ter about studying English at Matsuyama Junior
High School (Imamura, 2001, p. 170).

Fieldwork at Chiran Peace Museum

Readers might recall Imamura coined the name
“The Japan Association for Language Teaching”
while serving as JALT’s president from 1991 to 1993.
He was born in California but returned to Japan
with his parents when he was ten. After college, at
21 years of age, he volunteered to train with the Im-
perial Japanese Naval Air Reserve. Not long thereaf-
ter, in February 1944, he was ordered to retrain as a
fighter pilot for a special attack unit based in 1zumi,

Kagoshima, located near Chiran—the departure tar-
mac for hundreds of final sorties by kamikaze pilots.
Paradoxically therefore, Imamura was an American
kamikaze during World War 11. The dust jacket of
his 221-page book shows him wearing dashing pilot
gear standing in front of a Zero fighter in Kagoshi-
ma. Luckily, he never took off on a final mission.

Figure 1
Photograph of Shigeo Imamura, Former JALT Presi-
dent, on the Cover of His Memoir
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Today, Chiran is a farming village in Minamiky-
ushu City, encircled by mountains and ocean at
the tip of Kyushu. The village is renowned for its
green tea, sweet potatoes, and its connection to
the kamikaze pilots of World War 11. The Chiran
Peace Museum for Kamikaze Pilots (Chiran Tok-
ko Heiwa Kaikan) is a popular memorial site for
school trips. Real and replica airplanes are curated
and a touch-panel media system with headphones
displays photos of the young men who mounted
suicide attacks. Museum-goers 1 have observed are
most attracted to the pilots’ final letters, poems,
and songs. | have read their English translations by
Takeshi Kawatoko (2008), a museum official and
retired Japanese Army Colonel. His English guide-
book Mind of the Kamikaze explains the feelings of
kamikaze pilots and why the Imperial army started
suicide attacks. To help students understand archaic
kanji terms, the Japanese transcriptions are accom-
panied by kana notations to indicate pronunciation.

Figure 2

Photograph of Chiran City High School Students
Cheering a Kamikaze Pilot

Note: On April 12,1945, Chiran Municipal High School’s
Nadeshiko Corps waved cherry blossoms to cheer a fight-
er pilot. This photo is in the public domain (Wikimedia

Commons, 2020, Jan. 27).

Global Education

Global education methodology grew from the

study of three global issues reminiscent to those
of today: nuclear disaster (the 1986 Chernobyl
meltdown), contagion (the 1981 HIV/AIDS pandem-
ic), and a world at war (the 1990-91 Gulf War). In
response, language teachers began to incorporate
global issues into their classroom content. Cates
(1990) called upon English language teachers to
rethink and respond to this question: “Global
education, what’s it all for?” Peaty (2004) cautioned,
“There are certain risks inherent in global educa-
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tion. These include inadequate teacher knowledge
of the subject, tension between the traditional
curriculum and the more progressive elements of
global education, and the risk of indoctrination.”

Practicing teachers can sidestep indoctrination
concerns by heeding UNESCO’s (2015) agenda
for sustainable development aims, “By 2030, [to]
ensure that all learners acquire the knowledge
and skills needed to promote sustainable develop-
ment, including, among others . . . promotion of
a culture of peace and non-violence.” To achieve
this goal, a world program providing education
for youth is currently in the final phase of imple-
mentation. School excursions are covered by the
United Nations’ (2015) Declaration on Human
Rights Education and Training adopted in 2011
to define human rights education and training as
comprising “all educational, training, informational,
awareness-raising and learning activities aimed at
promoting universal respect for and observance of
all human rights . ..”

Evaluation of the Chiran Museum for High
School Excursions

Public opinion of the kamikaze pilots remains
diverse and divided. Controversy surrounding Japan’s
military role in the Pacific War, specifically how
the kamikaze phenomenon is commemorated and
interpreted reveals a significant degree of disso-
nance. Sharpley (2020) suggested that “one objective
of Japan’s recent tourism development policy is the
enhancement of mutual understanding and the
promotion of international peace” (p. 1). Referring to
Chiran Peace Museum as a heritage site saddled with
difficulties, he concluded that a meaningful oppor-
tunity to enhance international understanding had
been missed because only a “selective narrative of
heroic sacrifice [is] presented within a wider revision-
ist history of the Pacific War, but also no attempt is
made to acknowledge the prevailing cultural context
that might underpin a more nuanced understanding
of the kamikaze.” Inazuka (2016) claimed that the
militaristic ideas promoted by the museum “are cou-
pled with ambiguous pacifist discourse, presumably
for pragmatic reasons” (p. 1). Political and economic
considerations play important roles in the establish-
ment and maintenance of commemorative sites. For
example, memorial services for the war dead regu-
larly held at Chiran Special Attack Peace Kannon-do
attract over 800 people, including the town mayor,
local businessmen, and bereaved families from all
over the country.

Imamura (2001) likely felt relief but not regret for
defending Japan when he wrote, “In war, we fight
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for our country; in peace, we all work together” (p.
144). After the war he became an English transla-
tor and interpreter. He studied linguistics at the
University of Michigan, taught in the Michigan
State English Department, and directed its English
Language Center (ELC) before returning to Japan
to teach English at Himeji Dokkyo University until
his death. Three years later in 2001, sales of “Shig:
The True Story of an American Kamikaze” did not
have much time to take off before the September 11
suicidal airplane attacks against the US by mili-
tant al-Qaeda Islamist terrorists. Prospective book
buyers may have questioned whether the kamikaze
pilots were dedicated samurai or deluded fanatics
little different from modern-day terrorists who
flew planes into buildings. The author’s wife Isako
established the Shigeo and Isako Imamura Graduate
Fellowship in English Language Teaching to provide
graduate assistantship support for teaching English
to international students, which the benefactors
believe will nurture cultural empathy and ultimate-
ly peace (Paff, 2010).

In 2022, the reference to “special attack missions,”
brings to mind the euphemism “special military
operation” that Russian newspaper editors use to
describe the invasion of Ukraine (Bubola, 2022).
Teachers in European schools are on the frontline in
their classrooms, such as a seventh-grade teacher in
Norway who summarized the war as simply a ques-
tion of right and wrong. Answering questions after
alesson is also tough, such as this one by an eleven-
year-old: “Would you like to stay and fight for your
country?” Bubola (2022) observed the teacher pause
to think of what to respond to such a hard question
and then replied to her primary school debating class
in Horsham, a town in the south of England: “My
instinct would be to protect you,” confirming, “Yes, 1
think 1 would fight for my country.”
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Conclusion

Students and teachers struggle when coming to
terms with global issues, such as war, pandemic,
and nuclear disaster. Global education pedagogy,
developed by teachers thirty years ago, can assist
tomorrow’s teachers. Values diverge in peacetime
and war. Teachers can frown upon discriminating
against people based on characteristics, such as
race, sex, sexual orientation, and gender identity
but can allow other global issues to be debated
openly. Universities can offer fertile ground for
teachers in training to restudy and rebuke positions
during debate. When readying themselves for the
job market, tomorrow’s teachers might be tempted
to align with popular opinion to avoid criticism.
Some of the most interesting and inspiring con-
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versations, however, can flourish from disagree-
ment. High-school-age students who are shielded
from these exchanges miss vital opportunities to
refine their critical thinking skills and better un-
derstand the world we live in. Well-planned school
excursions to destinations that foster balanced
inquiry into global issues can help tomorrow’s
teachers become peacebuilders in this world.

Sprouting grass—

asking why and why

little girl

The above haiku was penned by a former high

school teacher of English in Nagoya, Satoru
Kanematsu (McMurray, 2022).
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JALT PRAXIS] WRITERS WORKSHOP

Exploring APA: Strategies
to Improve Your Writing

logical Association (APA) is the official stan-

dard upon which many journals in our field,
including those within JALT, base their style and
formatting guidelines. Now in its 7th edition (2020),
the APA manual is more than a simple reference tool
for looking up how to format citations. It is a verita-
ble academic writing textbook containing staggering

T he Publication Manual of the American Psycho-

1 Notable changes in the 7th Edition were detailed in a previ-
ous Writers’ Workshop column (Gallagher, 2022).

Jerry Talandis Jr. & Rich Bailey

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

Email: jaltpubs.tlt.writers.ws@jalt.org ® Web: https:/jalt-publications.org/psg

amounts of detailed, authoritative information for
improving academic writing skills. In addition to
reference style examples for virtually any situation,
topics covered include advice for writing and gram-
mar, bias-free language, journal reporting standards,
and a full step-by-step breakdown of a research
paper’s typical path to publication. Given its high
value and relevance to TLT readership, I thought

it would be helpful to begin an occasional series of
Writers’ Workshop columns that highlight some of its
useful content. From time to time, 1 will dive deep
into a section, summarize the content, then connect
it more explicitly to our needs here in Japan-based
ELT. I hope this series will encourage you to get more
out of this invaluable resource.
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Strategies to Improve Your Writing

This section, which begins on page 125 in Chapter
4, stood out to me for a few reasons. First, at two
pages, it is quite short and markedly different in
scope to other parts of the book. Most of the 400+
pages are filled with detailed examples and specific
advice, but the content here is broadly written, as
it needs to appeal to as wide an audience as pos-
sible. Some of these common-sense suggestions
also touch upon topics we have covered in previ-
ous columns, which 1 will happily point out when
appropriate to facilitate some review. After briefly
summarizing each strategy, 1 aim to bridge the
gap in our field with more detailed additions and
suggestions.

Reading to Learn Through Example

Reading is a great way to improve writing be-
cause it enables vicarious learning. For example,
if you need to write a literature review, then pay
special attention to these sections in longer papers.
Likewise, if you need to present complex data in a
table, study how other authors in your area do so. In
the end, this type of conscious reading will not only
help you learn about your topic, but also give you
examples for how you can convey your information
more effectively.

This common-sense bit of advice is a point the
JALT Publications editors have been making for
years as part of our annual Getting Published in JALT
Publications presentation at the international con-
ference. Each of our journals are unique, so careful
reading is encouraged to pick up the correct style
and tone. Naturally, this holds true for whatever
journal you may target for publication. Sending in
papers blindly without being aware of the journal’s
approach greatly reduces your chances of success.
Typically, journal editors are sticklers for submis-
sion guidelines. If these are not followed to the
letter, then your chances for acceptance decrease.
Editors are looking for content that fits within their
remit, and this extends beyond topic choice to in-
clude how a paper is written. Spending time reading
in your area should therefore be a standard part of
your overall academic writing workflow.

Writing From an Outline

Before you write your first draft, create an outline
and then use it as a map to guide you along. Doing
so ensures your paper will reflect the logic of your
research and ideas. In general, outlines help orga-
nize your thoughts in coherent fashion and help
you avoid unnecessary tangents or omissions. The
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process of outline writing also helps you create the
headings and subheadings that help to organize
your work. There are different forms an outline can
take, so explore various types and use whichever
feels most comfortable.

Fortunately, creating outlines in any common
word processing app is easy to do. Various styles are
available, so check the Help menu or search You-
Tube for tutorial videos if you are not sure how to
go about it. Another great way to generate outlines
is via mind maps, which were developed in the 1960s
by Tony Buzan initially as hand-to-paper thinking
tools, but are now primarily done via computer
software (Frey, 2007). Modern mind-mapping
software apps offer writers a number of usabil-
ity features that make it easier to explore ideas,
integrate your workflow, and even collaborate with
colleagues. A quick search for “best mind mapping
software” will bring up many options. 1 can person-
ally vouch for MindMeister (www.mindmeister.com),
which I have been using for years. Figure 1 shows
part of the mind map 1 used to create this column.
Mind-mapping has become a basic part of my writ-
ing workflow. It helps me generate ideas, take notes,
prioritize, and organize information. When it comes
time to write, 1 just follow my map, and the process
becomes much easier.

Figure 1
MindMeister Mind-Map Used Used for This Column

Note: A full-size version of this figure is available in the
online version of this article at https://jalt-publications.
org/tlt/departments/writers-workshop

Rereading the Draft

If you reread your work after setting it aside for
a while, you will be able to view it from a fresh per-
spective. This can help you spot unnoticed errors or
make improvements. Reading your paper aloud is
also recommended, as is reading out of order, con-
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clusion first, introduction last. Building time into
your schedule for careful rereading will increase the
overall quality of your work.

According to Meacham (2021), reading aloud
should be an integral part of the writing process be-
cause it makes your work “real,” draws your focus to
each word in turn, improves your grammar, and en-
ables you to confront your entire piece as a whole.
In the end, reading aloud will help you produce a
more engaging paper. A similar approach is to listen
to your writing by copying and pasting text into a
free text-to-speech website such as Naturalreaders
(www.naturalreaders.com). This is my preferred
technique, as it is an easy and relaxing way to
review my progress. Proofreading is quite intensive
mentally, so take a break and accomplish this job by
sitting back and listening to yourself. Be sure to try
out various accents for a bit of fun!

Seeking Help From Colleagues

After you have completed a draft of your paper,
ask a colleague or two to read it over to obtain a
critical review. 1deally, these readers have already
published in your area and can provide some useful
feedback via their expertise. English students
working on academic writing assignments are also
advised to solicit comments from their instructors
and classmates.

While the APA advice is strong, 1 also know it is
not always possible to find colleagues with just the
right level of expertise, let alone time to help. In
fact, it can be quite a chore to find anyone willing to
read your work. It is a big ask, after all. What should
you do? Well, if you are a JALT member, we have
you covered. Simply head over to the JALT Publica-
tions website (jalt-publications.org) and select Peer
Support Group (PSG) from the JALT Info dropdown
menu (Figure 2). From here you will be able to read
up on services provided and access a contact page
to get in touch with the PSG coordinator. Please
include a short self-introduction, some background
on your paper, and your desired publishing goals.
You should also add the title of your paper and a
short abstract if you have one. The coordinator will
then find some volunteer reviewers to help you out,
and you can work collaboratively from there. Note
that PSG services are not only meant for novice
writers, nor are they limited to JALT Publications. If
you are an experienced author in need of a fresh set
of eyes, please consider stopping by, as this service
is one of the many benefits of JALT membership.
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Figure 2
Accessing the PSG on the JALT Publications Website
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Working With Copyeditors and Writing
Centers

Novice and non-native-speaking writers can
benefit greatly from extra help with their academic
writing. It is possible to hire a professional copyed-
itor to review and proofread your paper before sub-
mission. Some universities also have writing centers
where such assistance can be found. An experienced
copyeditor can help you with idiomatic language
use, organization, among other aspects of academic
writing. Use of these services is highly recommend-
ed, especially if you find yourself struggling to get
published. Students also need to be aware of any
academic integrity guidelines or policies that deter-
mine what levels of assistance are acceptable.

Previously, 1 suggested getting in touch with the
PSG to get help on your academic project. However,
with regards to detailed language fixing, a point
of clarification is in order (Writers’ Peer Support
Group, n.d.):

We will help you organize your writing and pro-
vide feedback on areas that can use more devel-
opment, more researchl,] or possibly less infor-
mation. We will not check your grammar and
comma usage; in fact, we feel that kind of work,
once the paper is to that stage in the process, is
better done one-on-one with a trusted friend or
colleague. (para 2)

If you are a non-native speaker seeking to pub-
lish in English, another idea is to bring on a native
speaker as a second author whose primary job is to
smoothen out the prose. This would be preferable
to asking someone at the last minute to help. Co-
pyediting is a time-consuming task, so at the very
least, budget in enough time to give your colleague
ample notice.
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Revising a Paper

Once you have completed a draft, the revision
process can begin in earnest. It takes great mental
effort to polish academic writing, so writers will
need to plan ahead to have enough time for this
important task. Having a plan of what to do can
really help. Here are some points to cover as you go
over your paper:
o Is the central point clear, and do your argu-

ments flow forth naturally and logically?

o Isthe paper well organized?

o For authors seeking publication, does your
manuscript fit the journal’s style and formatting
guidelines?

You will also need to be cognizant of the details.
For example, be on the lookout for grammar and
usage errors. While the spell and/or grammar
checking function on your word processor can as-
sist in dealing with such errors, these programs are
not perfect and are no substitute for astute human
attention. Also, remember that the APA sections on
grammar have been written to focus mainly on the
most problematic aspects of usage. For other gram-
mar questions, please consult a trusted reference.

In addition to grammar checking software ser-
vices such as Grammarly (grammarly.com), there are
other online tools available that can help. For exam-
ple, The Writer’s Diet website (thewritersdiet.com) is
a great way to identify unnecessary words that clog
up your prose (Talandis Jr., 2020). In addition, in the
previous edition of this column, Deutchman (2022)
introduced how various corpus-based tools can be
used for analyzing texts and improving academic
word choice. No matter which tool you use, keep
in mind that none of them can truly replace careful
attention on your part.
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Final Thoughts

The APA 7th Edition manual is more than a sim-
ple reference guide on how to cite sources. It is an
authoritative collection of academic writing advice
that can boost the skills of novice and experienced
writers alike. Going deep into this book provides a
degree of comfort because it is the standard many
publications follow, including this one. The writing
strategies provided in Chapter 4 are common sense
bits of advice that are applicable to a wide range of
fields. 1 hope this column has been able to add to
these ideas in useful ways. If you have not picked up
your copy yet, 1 highly recommend you do. It will be
a worthwhile investment in your career.
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[JALT Focus] SIG FOCUS

Mixed, Augmented, and
Virtual Realities (MAVR) in
Learning SIG

Robert Morel & Satchie Haga

JALT currently has 30 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 https://jalt.org main/groups.

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

Eric Hawkinson, Coordinator

Mehrasa Alizadeh, Treasurer

Josh Brunotte, Membership Chair

Roberto Figueroa, Publications Chair
—SIG Focus continues on page 49
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JALT MEMBERSHIP INFORMATION

The Japan Association for Language
Teaching (JALT)

A professional organization formed in 1976
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e Working to improve language learning and teach-
ing, particularly in a Japanese context
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e SIG and chapter newsletters, anthologies, and con-
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https://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
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 e Testing and evaluation
® Materials development
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JALT Partners

JALT cooperates with domestic and international partners,
including JALTIEFOERNDFREBIELTOED):

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
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e Student rate (FULL-TIME students of
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e Senior rate (people aged 65 and over) =7 RE(654%
M £a75):¥7,000
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Information

For more information please consult our website
<https://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 - T110-00168 RASEERXEER1-37-9
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Tel: 03-3837-1630; Fax: 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.
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sive technologies, such as augmented reality

(AR) and virtual reality (VR), due much to talk
concerning the Metaverse and Web 3.0, with many
considering it to be the Internet’s next frontier. The
ever-increasing relevance of immersive technology
literacy among educators, including those in the
field of applied linguistics has become undeniable.
Mixed, Augmented, and Virtual Realities in Learning
(MAVR) SIG members have been at the edge of this
wave of innovation for the past decade. If you are still
unclear on what immersive technology is, or what
the Metaverse is all about, please check the official
website (https://sites.google.com/view/mavrsig).

T here is more attention than ever in immer-

Who We Are

MAVR (pronounced “may-ver”) is a diverse group
of researchers and educators who are passionate
about exploring and furthering research related to
augmenting learning processes with emerging im-
mersive technology. Much of our work goes toward
the promotion of these technologies for language
learning purposes, as well as for exploring the use of
mixed reality (MR), AR, and VR-based activities for
general education. As a group, MAVR provides a plat-
form for individuals to share the latest in hardware
and software applications as well as personal endeav-
ors toward creating new technologies in this space.
Our group also promotes discussion of the ethical
considerations inherent when students’ digital data
and identity become increasingly part of the educa-
tional process.

We were founded in 2017 with Eric as the co-
ordinator. Since then, this small but active group
has been organizing unique and innovative events
showcasing applications involving extended reality
technologies for various educational purposes, most
especially for language learning. One such event of
note was an AR rally organized with 200 participants
that aimed to implement AR in student driven, gami-
fied, community engagement activities.

What We Do

MAVR’s membership is one of the smallest in
JALT, but members have been active in promoting
their projects at JALT events, with several winning
Best of JALT awards over the last few years. Almost
all of the MAVR officers have received recognition
from applying these new technologies. For example,
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a project by Eric won several international awards.
Most notably, his AR project was selected as a world
finalist by the United Nations World Tourism Orga-
nization (UNWTO) in which he was recognized as
a top innovator in digital solutions for the tourism
industry moving to the future.

In addition, Roberto Figueroa secured a grant
from the Japan International Christian Univer-
sity Foundation (JICUF) and led a hackathon on
creating virtual tours for the campus using a VR
application. Students who participated in the ac-
tivity realized how VR can be utilized to help share
location-based information to family and friends.
In March 2022, Mehrasa Alizadeh, in collaboration
with the Teaching Young Learners (TYL) SIG, held
an online event on a virtual platform that combined
video-conferencing with spatial audio and other
interactive features—one of the first of its kind.

What We Look Forward To

Despite the continuing disruptions of COVID-19,
which made logistics for in-person events extremely
challenging, we are very committed and optimistic
with the events that we have in store in the coming
months for members and fellow enthusiasts. The
field of immersive technology in education is accel-
erating even faster due to these global trends.

There are several technology development proj-
ects now open to larger participation from other re-
searchers, universities, and SIGs. The My Hometown
Project is a platform to supplement lost or canceled
study abroad programs with VR, and Reality Labo is
a collaborative media platform to develop creative
skills using AR.

The SIG is also honored and excited to help
sponsor Mehrasa as one of the plenary speakers at
PanSIG 2022 to be held in the University of Nagano
on July 8-10. Mehrasa’s talk, Reimagining technology
enhanced language learning: Looking back, mov-
ing forward, will touch upon the way immersive
technologies can influence technology enhanced
language learning by looking at the past and current
trends of research and practice within this field.

We expect to have more exciting events and
collaborations this year with Japan and the rest of
the world as technological change to disruptions
continue. We are very optimistic about the future
and we would like to invite fellow enthusiasts to
join us in continuing this adventure together. For
further information, please feel free to reach out to
us via jaltmavr@gmail.com.
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