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In this month's issue . . .

Language Teacher. 1 hope your semester is going
smoothly and that you are enjoying the beauty of
summer.

D ear readers, welcome to the July/August issue of The

This issue contains three Feature Articles. The first is from
Kazuma Fujii, who discusses the impact of paper vs. elec-
tronic book formats on university students’ learning process
and outcomes in an extensive reading English program. The
second is from Kieran Enright, who investigated Information
and Communication Technology use by English-speaking
Assistant Language Teachers in Japanese schools. In the third
piece, Katsuhiro Yamauchi explores the benefits of imple-
menting multiple mini-bibliobattles in an extensive reading
course at a Japanese university.

In addition to these three articles, the issue also includes
two interviews: one with Kensaku Yoshida, by Peter Fergu-
son, and another with John Creswell, by Michael Holsworth.
Please be sure to check out our many regular JALT Praxis
columns as well.

In closing, as always, I would like to thank the many TLT
contributors without whom this publication would not be
possible and, of course, our dear readers for their continued
support. I hope you enjoy the issue and find it useful.

—Irina Kuznetcova, TLT Co-editor
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The JALT Peer Support Group (PSG)
aims to collaboratively assist writers in working
through the writing process in order to develop
their manuscripts to a (hopefully) publishable
level. Our experienced Peer Readers will do their
best to provide you with feedback and sugges-
tions to improve content, clarity, and organiza-
tion. However, they do not usually edit for gram-
mar, punctuation, etc. as part of the process.

Submitting a Paper for Review
Please visit https://jalt-publications.org/contact
to start the process. Once a paper is submitted,

it may take a month or more for two rounds of
feedback.

Becoming a PSG Peer Reader

PSG is always recruiting new Peer Readers!
Benefits include: improving your writing skills,
learning more about the academic publishing
process, networking, and providing a valuable
service to the academic community.
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org to find out about becoming a Peer Reader.
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FEATURE ARTICLE

Effects of Book Medium Preferences in
Extensive Reading on Learners’ Reading

Volume, Vocabulary Size, and Reading
Strategies: A Case Study From a Hybrid Class “

Kazuma Fujii
Nagaoka University of Technology, Japan

Extensive reading (ER) is an established instructional strategy
in English classrooms. While previous studies explored the im-
pact of ER on various learning outcomes, the mediating role of
the book medium (paper vs. electronic formats) in the process
remains understudied. The present study aimed to bridge
this gap by examining the differences in Japanese universi-
ty students’ reading volume, increase in vocabulary size, and
reading strategies in a semester-long ER program in a hybrid
English course. Fifty-eight students from two English classes
were classified into three groups based on their book medium
preferences: those who read paper books only (PBO; n = 32),
those who used electronic books (e-books) for more than half
of their reading (EB>H; n = 6), and those who used e-books
for less than half of their reading (EB<H; n = 20). The results
indicated that book medium preferences did not significant-
ly impact the reading volume and vocabulary size. However,
PBO students were more likely to find a book interesting than
those in the EB>H group, and students in the EB>H group
were more likely to consult a dictionary if they encountered
unknown words than those in the PBO group. The practical
implications of these findings are discussed along with poten-
tial areas for further investigation.

%5 (ER) 1&. HEBOHRETHIISNIIEBHEE TH 5, (RO
ZTCIE ERAE EEERFERBICRETHEIHEINTCVDIN F
DBRRICHITZEEENR (READETERE) ONTERNFERENCDONT
& ARARE LTHEARE LTV S, Aigld BEKSSAERDEAXRD
I KT IV—TTD I Te1 B ARZ—DEZFARE(ICH LT MDA
DHIHCEFHTORFEE (PBOBE n = 32) & BFHERELFTHEEHD
50%LL EFBLIZFEE EB>HEE \n = 6) . BFRIEH 2555528D50%
FEMALIEEEE EB<HEEn = 20) DBITC St fs. S8
SEEHA XD LEEBE. HEDFHAIOEVDECTehERE LIS
KT D, APEDIER. FEEDEDEARDIF I, 1ZAXZ—ED
FA T BE YA RO LREICERGEFES S G o,
LA L. PBOBDFEEIL EB>HEDFEBELYEEAVALHER 2
LRIE LG ERICEL. e EB>HEDFBEL, PBOEDFE
BERVEORHBICHR SERICEE TR ERAHNERICEV T EHR
TNfce INSDBROERAN GRS T5GELMEDOTTREE A ZR
ERCE

https://doi.org/10.37546/JALTTLT47.4-1

thor’s university in 2021, a hybrid class format

was adopted. This format was a combination
of face-to-face and remote modes of instruction.
In English classes that used this format, teachers
brought computers to their classrooms, and con-
nected the computers to Zoom, an online video
conferencing tool. Some students attended these
classes in person, and some through Zoom. Within
the framework of an extensive reading (ER) program
implemented in a hybrid English classroom setting,
students were presented with two options for obtain-
ing reading materials: paper books borrowed from
the university library or electronic books (e-books)
accessed through Maruzen eBook Library (MeL.), an
e-book distribution service developed and operated
by Maruzen-Yushodo for academic and research in-
stitutions. To ensure accessibility for both in-person
and remote students, the former group was advised
to read paper books, whereas the latter was recom-
mended to use e-books. However, students were
allowed to use their preferred book medium regard-
less of their mode of participation.

T o prevent the spread of COVID-19 at the au-

A substantial portion of previous ER studies
utilized print medium as their mode of reading
(Fujii, 2020; Fujita & Noro, 2009; Powell, 2005).
With the latest advances in technology and more
readers switching to electronic reading sources,
more studies have explored the use of e-books (Bui
& Macalister, 2021; Chen et al., 2013), although this
area of research has received significantly less atten-
tion compared to studies on paper books. There is a
dearth of studies focusing on the impact of a hybrid
ER program in which learners have the option to
choose between print or electronic materials as
their preferred reading medium. To address this gap
in the research, this study aimed to examine the
influence of each learner’s preferred book medium
on their reading volume, vocabulary size gains, and
reading strategies within the context of a hybrid ER
program in an English course.

Y
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Literature Review

The practice of ER involves individual silent
reading of a large quantity of books that are at an
appropriate level for each learner (Nation & Waring,
2019). This approach to reading has been widely
adopted in educational institutions in Japan, and its
benefits have been both theoretically and empirical-
ly established in the literature. Krashen (1985) pos-
tulated the significance of obtaining a large volume
of comprehensible input through reading. Empirical
studies have substantiated the effectiveness of ER
in improving reading fluency (Fujita & Noro, 2009),
fostering positive reading attitudes (Powell, 2005;
Takase, 2010), and increasing vocabulary size (Chen
et al.,, 2013; Day et al., 1991; Webb, 2007).

Research about the impact of ER on incidental
vocabulary learning has shed light on various factors
that contribute to the process, including frequency
of exposure (Waring & Nation, 2004), contextual
information (Webb, 2008), and reading strategies
used to make sense of unfamiliar words, such as
dictionary use (Nation & Waring, 2019) or selec-
tive attention to unknown words (Fujii, 2020). The
choice of book medium should also be considered as
a critical contributor to the learning process because
the medium has the potential to influence read-
ing strategies, which, in turn, may impact learners’
reading volume and vocabulary acquisition. Mangen
et al. (2013) found that print readers outperformed
digital readers in terms of comprehension, and
Hamdi (2015) demonstrated that electronic dictio-
naries were associated with increased frequency of
word look-ups. These findings highlight the impor-
tance of examining the impact of book medium on
reading volume and vocabulary acquisition in ER
programs, as increased comprehension may lead to
greater reading volume (Takase, 2010), and the use
of ER dictionaries may improve vocabulary (Hulstijn
et al., 19906). To comprehensively investigate the use
of reading strategies by e-book readers, it is cru-
cial to consider the functional attributes of e-book
platforms, as they may substantially influence reader
engagement and performance.

Previous studies on the impact of online materials
on reading process and outcomes have been limited
in scope, primarily examining only a select number
of platforms such as specific websites (Bui & Macal-
ister, 2021; Chen et al., 2013; Peterson, 2022), and
the Xreading platform (Yamada, 2020). Despite the
widespread use of the MeL in Japanese universities
for electronic resource access, there has been a scar-
city of research exploring the effects of utilizing this
platform. Furthermore, prior studies have primarily
focused on either paper or e-book formats and did
not analyze the role of book medium preferences,

The Language Teacher ® Feature Article

with the exception of Peterson (2022) and Yamada
(2020). Peterson investigated the effects of hybrid

ER in Japanese on reading rate development by
allowing learners to choose between print books and
e-books accessed through a created database. Yamada
employed Xreading to address limited student en-
gagement with ER outside of class, offering students
the choice of reading books in print or electronic
formats. However, neither study explored the ratio of
print book to electronic book usage and the potential
impact of varying medium preferences.

The present study aimed to address these research
gaps by investigating the relationship between each
learner’s preferred book medium in a hybrid English
class and their reading volume, vocabulary acqui-
sition, and reading strategies, with a focus on the
Mel platform.

Method

Research Questions

This study explored the impact of different modes
of ER in a semester-long ER program conducted in a
hybrid English course at a Japanese university. Specif-
ically, it examined learners’ reading volume, vocab-
ulary size, and reading strategies in relation to their
use of either a print or digital book medium. This
study was guided by three research questions (RQs):

RQ1L. Did the preferred ER medium impact the
number of words, books, and book types
learners read?

It was hypothesized that students who read paper
books would read more words, books, and book
types. This hypothesis was grounded in the study by
Mangen et al. (2013), which suggested that paper of
might facilitate a deeper understanding of the text,
thereby leading to a greater likelihood of continued
reading.

RQ2. Did the preferred ER medium impact

learners’ reading strategies?

It was hypothesized that students who read
e-books use a dictionary to look up unknown words
more frequently, as indicated by Hamdi (2015).

RQ3. Did the preferred ER medium have an
impact on the learners’ vocabulary size?

It was hypothesized that students who read
e-books would have greater increases in their vo-
cabulary size. This was premised on the assumption
that if e-book readers use dictionaries more fre-
quently, as hypothesized in RQ2, it would positively
impact their vocabulary learning, as suggested by
Hulstijn et al. (1996).

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

In total, 58 Japanese English as a Foreign Lan-
guage (EFL) learners from two English course sec-
tions participated in this study, all of whom were
third- and fourth-year undergraduate students
majoring in engineering at a national university
in Japan. Only those students who participated in
pre- and post-assessments of vocabulary size were
eligible for inclusion in the study. Prior to the start
of this study, students took the English Language
Proficiency Assessment (ELPA) proficiency test.
The results of this test indicated that the profi-
ciency of the participants ranged from a Common
European Framework of Reference for Language
(CEFR) Al to Bl level, and that the average profi-
ciency was at the A2 level.

Procedures and Materials

The ER program was conducted in English classes
for one semester from April to July 2021. In-class
ER sessions were conducted 11 times during the
semester and lasted between 15 and 20 minutes.
The ER sessions comprised approximately one-fifth
of the total English classes. The remaining portion
of class time was primarily dedicated to intensive
reading utilizing a university-level English text-
book, which included a range of activities designed
to reinforce vocabulary, knowledge, and grammar
skills. Although ER was not assigned as homework,
participants were encouraged to read autonomous-
ly outside of the class. The class was taught using
a hybrid format, with approximately half of the
participants attending in-person and the other half
attending on Zoom.

Guidance on methods for engaging in ER and
its expected benefits was provided before the start
of the ER program. Participants were encouraged
to start with easy books that suited their interests
which did not require frequent dictionary use.
However, they could look up unknown words in
a dictionary as long as doing so did not negatively
affect their reading time and volume.

Three types of books were available to the stu-
dents. The first type was Graded Readers (GRs),
books written specifically for EFL learners. GRs use
a limited range of vocabulary and are designed to
facilitate better comprehension. The second type
was Leveled Readers (LRs), originally written to
guide English-speaking children to increasingly
difficult and complex texts through varying levels
of syntactic structures and types of vocabulary. The
third type was Children’s Books (CBs), designed for
English-speaking children, which include picture
and chapter books as well as literature for young

n Learners’ Reading Volume, Vocabulary Size, and Reading Strategies —

adults (Takase, 2010). Books and series that presum-
ably suited the participants’ tastes and levels were
occasionally introduced during the semester to
maintain their interest in ER.

N

Students who attended class in person were
instructed to borrow several books from the
university library, which holds more than 4,000
ER titles. Those attending classes via Zoom could
read e-books on the MeL platform online. The
Mel interface design offers basic functions such as
book navigation through the table of contents and
changing text size. However, it is not optimized for
ER purposes, as it lacks essential features such as a
built-in dictionary, text-to-speech, highlighting and
note-taking (Figure 1).

g

Figure 1
MeL’s Interface
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The following books were available on the MeL
at the time of this study: 99 titles of Macmillan
Readers, 42 titles of Foundations Reading Library, 50
titles of Cengage Page Turners, 25 titles of Cambridge
Discovery Readers, and 16 titles of Building Blocks of
Math & Physical Science. All the series are GR, except
Building Blocks of Math & Physical Science which is
CB. Although the number of e-books available on
the MeL was limited compared to other online ER
platforms (e.g., Xreading), it was chosen based on
zero renewal costs once e-books were purchased
and the variety of subject areas available to readers.

Instruments

Participants were instructed to maintain reading
logs with the title and Yomiyasusa Level (YL) refer-
ring to the readability level for Japanese learners of
English on a 100-point scale (YL 0.0 to 10.0, with
0.0 being the highest readability) (Takase, 2010).
These logs included word count, series, and book

THE LANGUAGE TEACHER 47.4 o July / August 2023 5 ‘




medium (i.e., paper or electronic) when the partici-
pants finished reading a book.

The Mochizuki test (Mochizuki, 1998) was used
to gauge the difference in vocabulary size among
participants. The test was developed for Japanese
learners of English. It comprises seven levels rang-
ing from 1,000 to 7,000 words. Test-takers choose
English words corresponding to 26 Japanese words
for each level. It is suitable for beginners because
they are asked to select words that correspond to
Japanese translations and definitions, unlike the
format wherein the definitions are provided in
English. There are three versions of the test, all
with identical levels of difficulty. In this study, two
versions of the Mochizuki test were used to assess a
vocabulary size of up to 6,000 words, based on the
assumption of the participants’ proficiency level.

At the beginning of the ER program in April 2021,
the Mochizuki test VST11 (Vocabulary Size Test, 1,000-
word level, version 1) to VST61 (6,000-word level,
version 1) was administered as a pre-test (Test 1). A
different version, VST 12 (1,000-word level, version 2)
to VST 62 (6,000-word level, version 2), was admin-
istered as a post-test at the end of the ER program in
July 2021 (Test 2). To avoid the inaccurate measure-
ment of vocabulary size due to correct answers being
selected by chance, participants were instructed to
leave a blank response if they had not encountered the
word before. They were further informed that the test
results would not count toward their grade, but that
they should diligently observe their progress.

After Test 2, a revised version of a questionnaire
from Fujii (2020) was administered. It is comprised
of 22 questions that address reading strategies re-
lated to vocabulary acquisition and English learning
motivation for the purpose of investigating po-
tential factors that may influence these strategies.
Participants responded to the questions (written in
Japanese) on a five-point Likert scale with 5 = strong-
ly agree and 1 = strongly disagree (see Table 4 for the
questions). The research purpose was explained to
the participants, and verbal consent was obtained
from all of them.

Analysis

Among the 58 participants, 32 used only paper
books and 26 used at least one e-book. Among the 26
who used at least one e-book, the amount of read-
ing done on e-books ranged widely, from 4 to 100
percent. To investigate the differences in outcomes
based on book medium preferences, the participants
were classified into three groups: (1) the paper book
only group (PBO), comprising 32 participants who
exclusively used paper books; (2) the high e-book
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use group (EB>H), consisting of six participants who
used e-books for more than 50% of the total words
read, with an average utilization rate of 89.7%; and (3)
the low e-book use group (EB<H), comprising 20 par-
ticipants who used e-books for less than 50% of the
total words read, with an average utilization rate of
16.9%. The study avoided classifying participants into
two distinct groups, i.e., paper-only versus mixed/
electronic or mixed/paper versus electronic-only, due
to the considerable variability observed in the ratio of
e-books to paper books among participants who used
at least one e-book (4 to 100%). Additionally, only
one participant solely relied on e-books, rendering

it unfeasible to categorize participants into only two
separate groups.

For RQ1 and RQ3, the inter-group difference in
the number of words and books learners read for
each of the three book types, as well as the differ-
ence in the Mochizuki test results, were measured
using a one-way analysis of variance (ANOVA).
For RQ2, questionnaire results were analyzed us-
ing the Kruskal-Wallis test. Mann-Whitney tests
were performed for multiple comparisons, with
Bonferroni’s adjustment for the level of signifi-
cance. The significance level chosen for this study
was set at p < .05.

Results and Discussion

RQ1: The impact of book medium preference
on the number of words, books, and book
types read

Tables 1 and 2 present the results of a one-way
ANOVA analysis of the number of words and books
that the participants in each group read during the
semester, including the breakdown of the three
book types (GR, LR, CB).

Contrary to our hypothesis, the ANOVA results
indicated that there were no statistically significant
differences among the three groups with respect to
the total number of words or the total number of
books learners read for each of the three book types.
Although the present study did not investigate the
relationship between printed books and enhanced
reading comprehension, the results suggest that
both paper and electronic books were comparable
in terms of participants’ volume of reading in the
context of this hybrid ER program.

RQ2: The impact of book medium preference
on reading strategies

Table 3 presents the questionnaire results. The
questions were in Japanese and translated into
English by this manuscript’s author.
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Table 1
Number of Words Read
Total GR LR CB _
M (SD) Max Min

EB>H 32,736 30,919 1,008 809 53,042 7,150
(n=06) (22,247) (22,279) (1,981) (1,982)
EB<H 36,451 23,363 8,274 4,963 61,299 5,455
(n=20) (18,601) (19,938) (8,915) (11,880)
PBO 33,703 21,970 8,281 3,330 101,500 3,089
(n=32) (22,359) (20,290) (12,698) (10,455)
F 0.13 0.48 1.22 0.39
p .88 .62 30 .68
e .01 .02 .05 .02

Table 2

Number of Books Read

Total GR LR CB _
M (SD) Max Min

EB>H 15.2 11.3 2.5 13 22 9
(n=0) (54) (5.9) 4.3) (3.3)
EB<H 24.6 12.8 9.6 2.3 42 8
(n=20) (8.8) (9.9) (8.9) (4.8)
PBO 19.6 9.9 8.6 1.1 43 2
(n=32) (10.5) (7.8) (10.9) (3.2)
F 2.85 0.67 1.24 0.53
p .07 Sl .30 .59
7 10 .03 05 .02

Two question items (#3 and #106) showed signifi- [EB<H] < [PBQO]). This difference suggests that a rich
cant differences among the three groups, indicating  ER environment that gives access to varied books
that the PBO group was more likely to find books should be provided, in line with the argument
interesting to them than the EB>H group, and that ~ made by Takase (2010). Books that participants
the EB>H group was more likely to consult a dictio- ~ find interesting play a key role in leading learners
nary when encountering unknown words than PBO  to long-term autonomous ER, since readers select

students. books based on their level and interests. Another

A potential explanation for the result for item #3  potential explanation of this difference might be the
may be the different number of titles available in mode of participation in the ER program: Most stu-
print and electronic formats. The university library .del.'lts who chose to read paper books pgrtmpated
had more than 4,000 paper books, whereas MeL. in in-person classes where they saw their classmates

had approximately 230 e-books, most of which are With many books and sometimes exchangeq infor-
also available in the library in print. This difference ~ mation about books that they found intriguing.

might have affected the probability of encounter- The result for item #16 supported our hypothesis:
ing books interesting to students, as indicated by Students who read more e-books than paper books
the higher ratio of e-book usage leading to lower search for unfamiliar words in a dictionary more

probability of finding an interesting book ([EB>H] <  frequently. This may be because EB>H students

L SNDO4 1vr L SIXVd 1TVF J\
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Table 3
Questionnaire Results (5 = strongly agree; 1 = strongly disagree)
# Question items EB>H EB<H PBO H p
M
1 like English. 2.67 2.55 2.88 1.18 .55
I want to improve my English. 433 435 428 0.48 79
3 lencountered an interesting book. 317 340 3.97 7.68 .02%
[PBO] >
[EB>H]

4 lenjoyed ER. 3.80 3.80 4.09 157 46

5 1think ER is a good way for me to learn English. 3.50 3.55 3.75 0.73 .70

6 1found a series that I liked. 3.50 3.55 3.78 147 48

7  lread books that I could read fluently. 417 3.65 3.97 2.54 .28

8  1read books for content and meaning, rather 3.67 3.90 3.81 0.49 78

than grammar and syntax.
9  lread books in a specific series. 4.17 3.85 4.06 0.91 .64
10 1read books with specific readability (YL). 3.67 3.50 341 0.59 75
11 1read books wherein I could understand more 417 4.05 428 1.04 44
than 70% of the content.

12 1was bothered when 1 encountered unknown 4.50 440 4.16 2.05 .36
words while reading.

13 1did not feel comfortable skipping unknown 3.50 3.50 3.50 0.01 99
words.

14  1guessed the meaning of unknown words while 417 4.00 3.88 0.55 .76
reading.

15 After guessing the meaning of unknown words,1  3.50 340 344 0.03 99
checked if my guess was correct.

16  1looked up the unknown words in a dictionary. 433 3.65 3.16 4.22 .04

[EB>H] >
[PBO]

17 1tried to remember the words encountered while ~ 3.67 3.25 341 0.86 .65
reading the book.

18 1found interesting words or expressions in the 417 3.60 397 2.56 .28
book.

19 I encountered many unknown words through 4.50 4.05 4.09 1.81 41
ER.

20 1made alist of words 1 wanted to remember in 2.00 2.10 1.97 0.45 .80
ER.

21  1learned new usages of words that I already 4.17 4.05 3.72 2.65 27
knew.

22 1learned new vocabulary through ER. 4.50 4.15 3.94 3.70 16

*p<.05
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had easier access to a web dictionary when reading
e-books. While our study did not examine the mode
of dictionary usage, it is likely that students who
utilized e-books relied heavily on online dictionar-
ies, given that the MeL platform lacked an integrat-
ed dictionary function. The use of online dictionar-
ies might have made the process of searching for
unfamiliar words easier and more efficient. Con-
versely, PBO students would be required to tem-
porarily interrupt their reading process to access
either an online or paper dictionary for word clar-
ification. This difference in accessibility may have
led to the different frequencies of dictionary use.
On average, more students agreed that they used a
dictionary while reading in the EB>H group (mean
=4.33) than in the EB<H group (mean = 3.65).

RQ3: The impact of book medium preference on
vocabulary size gains

The Mochizuki test revealed no statistically signif-
icant difference in vocabulary gain among the three
groups (Table 4). Vocabulary size at the beginning
and end of the ER program was not significantly dif-
ferent either. This finding contradicts our hypoth-
esis that students who read predominantly e-books
will show greater gains in vocabulary size. This may
be due to the insufficient reading time and volume
(approximately 35,000 words in a semester) in the
ER program, which were below the recommended
standards for ER programs in prior research (Nation
& Waring, 2019; Takase, 2010).

Conclusion

The present study investigated the role of book
medium preferences on reading volume, vocabulary
size, and reading strategies in a hybrid ER program
at a Japanese university. The results suggest that
reading volume, book selection tendencies, and

vocabulary gains did not differ significantly in the
semester-long ER program based on students’ book
medium preferences. Learners were less likely to en-
counter books they found interesting in an online
ER environment with a limited number of titles.
Also, reading e-books increased the likelihood of
readers looking up unknown words in a dictionary.

Pedagogically, these results confirm the impor-
tance of providing students with a wide variety
of reading choices in ER programs. In situations
where choice is limited (as was in case of the MeL
platform), incorporating activities to share inter-
esting books among students may help broaden the
range of book selection and increase the likelihood
of students discovering books that align with their
reading level and taste. The lack of impact of book
medium preferences on important outcomes such
as vocabulary gains, reading volume, and reading
strategies (apart from the use of dictionary) implies
that using e-books in ER programs might be a viable
alternative when paper books are not available.

The results of the present study should be consid-
ered in light of its limitations. First, improvements
in vocabulary size must not be attributed purely to
ER, since it is impossible to specify to what degree
ER contributed to it in a semester-long ER pro-
gram—especially because intensive reading instruc-
tion was part of the curriculum. It is possible that
educational factors other than ER affected vocab-
ulary gains to a certain extent. Second, the study
was limited to a single platform (MeL) for accessing
e-books. Further studies exploring other ER plat-
forms are required to determine whether the results
of this study can be generalized. Third, the study
did not examine students’ actual reading practices,
including the mode of dictionary usage. Fourth, the
program duration and reading volume may have
been inadequate to permit meaningful differentia-
tion between students with varying preferences for

Table 4
Mochizuki Test Results
Test1 Test 2 Gain
M (SD)
EB>H (n = 6) 3,301.3 (591.6) 3,871.8 (478.3) 570.5(249.8)
EB<H (n = 20) 3,134.6 (557.4) 3,619.2 (552.0) 484.6 (364.3)
PBO (n=32) 3,352.2 (652.0) 3,682.7 (688.3) 330.5(473.2)
F 0.78 0.37 1.32
p 47 .69 28
7 .03 .01 .05
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different book media. Further examination of these
variables is necessary to enhance the implementa-
tion of hybrid ER programs in the future.
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FEATURE ARTICLE

The Use of ICT Tools by ALTs in
Japanese Classrooms

Kieran Enright

Domestic and International Affairs
Division, Tottori Prefectural Government

With the proliferation of electronic devices in daily use and the
migration towards communicating online, the way languages
are taught has changed dramatically in the last few decades.
Information and Communication Technology (ICT) has had a
significant impact on English teaching classrooms, with tablet
computers, presentation screens, and web-cameras gradually
replacing pencils, textbooks, and blackboards. In Japan, that
change has been somewhat delayed relative to some other
developed countries. However, in recent years there has been
a movement to modernize English teaching curriculums. First-
ly, investment in ICT has steadily risen. Secondly, the number
of first-language English-speaking Assistant Language Teach-
ers (ALTs) employed to help with communication skills has
increased. Through a mixed-methods approach combining a
digitally distributed survey and online interviews to investigate
ICT use by ALTs, this study sought to determine how technol-
ogy helps these often novice teachers increase the commu-
nicative skills of students in Japanese classrooms. The study
concludes with some suggestions of how ICT implementation
could be improved in the Japanese English education system.

BFT/I\AADFBYA >V T4 @GR EDEMICEEFTL, D
TERICEEHRBORZ FIFBIMICEL LT, 3% HREL BRI
BTy MR, TAV I R—E DT TAASITIRLICE TR, 1B
RBERM (CT) [FEEBOBEICKELRZEFES Lic, BATIE
ZTOEEIIMDIERTLNZENENENTZEDD, TOEREE
HEDH)F 2o LERULT BB EN DS, ICT\DFREDZHEIEN
IRV EED O 2 27— aVEEN A BB DN EEIEEF

(ALT) OEEIBR TEe, AMZETIE BFEIAIC IV ER LIRS
T oA AR 21— ABEEAFEDETOREMR A EZEBL T ALT
DICT FERABEEETV. TIDEDALTRAEDEL ST 0./ 0I—EFOT,
HADHZCTEEDIZT 2y —aVE%=R LS 82 %HEL
foo BT BERDEEBHE VAT LICHIFBICTEAIC DV HESRF
DD e LT LT W5,
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technology (ICT) tools in the classroom in

recent years has naturally led to changes in
the way that languages are taught. Examples of ICT
tools include hardware, such as data-projectors and
mobile devices, as well as social media applications
and video-conferencing software. These tools give
learners more opportunities for genuine interaction
with speakers of their target language than ever

T he arrival of information and communication

before. They also provide educators with a myriad of
new resources for developing their teaching meth-
ods. Keeping pace with the capabilities of technology,
however, requires teachers to pay attention to tech-
nological developments and to maintain a working
knowledge of the tools at their disposal—a challenge
that is arguably best suited to younger teachers who
have themselves been educated with ICT.

Concomitant with the proliferation of ICT tools,
another measure intended to foster greater commu-
nication in language lessons in Japanese classrooms
has been an increased presence of Assistant Lan-
guage Teachers (ALTs). Typically, young and often
proficient with ICT, ALTs are thus well positioned
to take the lead in their team-teaching partnerships
as innovators in using technology in the classroom.

ICT in Japanese Education

Despite its image as a leader in information tech-
nology, in 2018, only 33% of secondary students in
Japan reported using ICT tools in foreign language
classes, the lowest figure among countries in the
Organization for Economic Cooperation and De-
velopment (OECD) (Programme for International
Student Assessment [PISA], 2018). In recent years,
however, there has been increased investment in
ICT tools in the Japanese education system (Min-
istry of Education, Culture, Sports, Science, and
Technology [MEXT], 2020). Despite agreement
that investment in ICT is necessary, critics such as
Aoki (2010) and Lockley (2013) have argued that the
increase in spending and the rhetoric behind the
resulting curriculum shift have not been met with a
clear plan and implementation strategy.

In its 2020 report on ICT progress, MEXT noted
that 96.6% of Japanese classrooms had high-speed
internet access, and 60% of classes had large elec-
tronic display screens. Moreover, 50% of Japanese
teachers nationwide had attended school-sponsored
ICT-specific training. Nevertheless, research by
Joshi (2010) and Mitomo (2018) has shown teachers
in Japan to lack confidence in their technology use,
with the former suggesting that ICT training for
teachers should be increased.

SIXVdd LIVl

SNOO4 1vr

L

THE LANGUAGE TEACHER 47.4 o July / August 2023 11




ICT and Communicative Language
Teaching (CLT)

Recognizing the advantages ICT presents to
building communicative skills, MEXT (2011) out-
lined its plans to revise the national English educa-
tion curriculum, including five proposed measures
to “truly cultivate Japanese people with English
abilities” (p. 2). Specifically, its third proposal was
to “provide students with more opportunities to
use English through effective utilization of ALTs,
ICT and other means” (p.7). The Ministry suggested
a host of affordances that ICT could offer English
language classes, including the following:

o expanded opportunities for students to come
across practical English in the course of
team-teaching

e audio-visual and drill materials that can provide
iterative learning

o digital textbooks and instructor-made teaching
aids that can make lessons more comprehensible

e cooperative learning and international ex-
change activities that promote language learn-
ing outside the classroom

e deeper cultural understanding and higher stu-
dent motivation through a broader variety of
teaching methods (MEXT, 2011).

These measures not only recognize the vast po-
tential that ICT has for language education but also
present opportunities for greater ALT input, par-
ticularly in the areas of practical English, cultural
understanding, and instructor-made teaching aids.
However, effective utilization of these resources
would require a curriculum shift to allow for this
innovation. To achieve such a shift, professional
development for both Japanese teachers of English
(JTEs) and ALTsS is essential.

Professional Development in ICT

Several studies have investigated the experiences
of ALTs and have found widespread under-uti-
lization of the significant cultural and linguistic
resource that they represent (Ohtani, 2010; Kano,
2015; Reed, 2015). A recurrent theme in the liter-
ature is the recommendation that ALTSs receive
more training in team-teaching (Crooks, 2001;
Kano, 2015), materials development (Birch, 2017),
and lesson planning (Ohtani, 2010). The growing
presence of educational technology in Japanese
classrooms presents another area in which ALTs
require training. However, technology itself offers
several opportunities for ALTs both to develop their
teaching skills and to increase the contribution they
make to their team-teaching partnerships.

The Language Teacher ® Feature Article

ICT offers teachers opportunities to collaborate
on materials, obtain feedback on their teaching,
share resources, and develop a more effective ICT
pedagogy together (Romeu, 2015). The development
of online communities in which teachers can learn
from each other has also been shown to increase
confidence in ICT implementation (Romeu, 2015).
For ALTs, many of whom lack teaching experience
and qualifications, online collaboration presents an
invaluable outlet for developing professional skills
and building confidence. Furthermore, ALTS own
educational experiences outside of Japan, often
including ICT, position them to provide alterna-
tive approaches to established Japanese teaching
methods.

The Present Study

MEXT clearly endorses ICT tools as an effective
way to expand opportunities for students to inter-
act in English. With as many as 20,000 ALTs work-
ing in Japanese schools (MEXT, 2019), ICT tools
represent a significant resource for making English
education more communicative, yet no studies to
date have examined how ALTs make use of them in
their classes.

This study aimed to investigate the experiences of
ALTs using ICT tools and to determine the effec-
tiveness of these tools in increasing CLT methods
in Japanese classrooms. The study addressed the
following research questions:

1. To what extent do ALTs in Japan have access
to and make use of ICT tools and resources in
their classes?

2. What are the perceived benefits to ALTs of
using ICT tools in English classes in Japan?

3. What are the perceived challenges to ALT's that
limit the successful implementation of ICT in
English classes in Japan?

Methodology

The present study used a mixed-methods ap-
proach, combining a survey and semi-structured
interviews. ALTs from around Japan were recruited
through Facebook ALT groups, with 72 ALTs com-
pleting the survey. The survey generated a signifi-
cant volume of open-ended responses, suggesting a
need for additional, contextual data. Thus, to both
illustrate and further explain the survey responses,
40-minute follow-up interviews were conducted
with four randomly selected ALTs to explore some
of the issues that they had raised.
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Survey

Conducted on Google Forms, the survey (see
Appendix) began with a short series of demograph-
ic questions and then followed with three main
sections: 1) perceptions of ICT use, 2) advantages of
technology use, and 3) barriers to technology use.
Each section presented 7 to 10 statements to which
the respondents were asked to agree, disagree, or
indicate neutrality. Each section concluded with an
open-ended question to provide respondents with
an opportunity to qualify their answers.

Interviews

A semi-structured interview schedule was
designed to further investigate open-ended re-
sponses from the survey, highlighting areas where
ICT seemed to impact the role of the ALT. Issues
particularly warranting attention included access
to materials and affective concerns such as teacher
confidence.

Interviews were conducted with four random-
ly selected current ALTs who were recruited as
participants from Facebook groups after complet-
ing the survey: “Ken,” a fifth-year ALT working at
four high schools in Shiga prefecture; “Delwyn,” a
second-year ALT working at a high school in Tottori
prefecture; “Rita,” a third-year ALT working in a
mixed junior and senior high school in Tokyo; and
“Vera,” a second-year ALT working at a junior high
school and four elementary schools in the Kyoto
area. The interviews were transcribed using Otter
speech-to-text transcription software (Otter.ai,
2021). The interview data were then classified into
three categories matching those of the survey data
sections.

Results

Perceptions of ICT Use

The survey showed that the majority of ALTs
had access to ICT tools in their classes, with digital
projectors and presentation software being the
most commonly used. A total of 57% of respondents
reported that they regularly used presentation
software (e.g., PowerPoint) in their classes, indicat-
ing that ALTs frequently create their own lesson
content to supplement the curriculum.

In her follow-up interview, Delwyn said she felt
that these tools were integral for conducting her
lessons, explaining “without those PowerPoints, 1
couldn’t really carry my lessons out how 1 would
like to.” She further said that, as a novice teacher,
she initially found it difficult to maintain students’
attention when using conventional tools such as the

Enright: The Use of ICT Tools by ALTs in Japanese Classrooms

textbook and whiteboard, but she discovered some
techniques to make the classes more appealing by
experimenting with PowerPoint. Other respondents
cited the engaging teaching materials, the diversity
of teaching methods, and the reduction in lesson
planning time as key reasons for using ICT in their
classes.

Advantages of ICT Use
ALTs Leading Classes

Another key reason why ALTs used ICT in their
lessons was to take a more active role in their
team-teaching relationship. Rather than having
the JTE translate the ALT’s lesson instructions,
the increased independence that ICT offered ALTs
meant that activities and content could be present-
ed primarily in English with visual guidance on the
screen, thus reducing the need for Japanese lan-
guage use in the class.

Figure 1

Survey Responses to the Statement “ICT tools are useful
in helping me lead the class by myself.”

4%

m Agree
Neutral

m Disagree

As Figure 1 shows, 72% of the survey respondents
agreed that ICT helped them lead their classes. Ken
was among those who agreed that ICT was useful
for this purpose, and in his follow-up interview he
was asked to explain why. He responded that by
connecting his computer to the interactive white-
board in his class, he was able to use presentation
software to run his classes. “It helps me to introduce
topics or vocabulary or give directions. I can model
things quickly by animating things on the screen
while the students follow along.” By leveraging the
technology to communicate instructions to the
students rather than relying on his JTE to translate
into Japanese, he claimed not only that his classes
progressed more smoothly, but that ICT provided
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him with more confidence in leading classroom
activities as well.

Accessing Teaching Resources

Many of the survey respondents reported being
challenged with an expectation to produce class-
room games and practical communication activities
on demand. Most ALTs relied on the internet for
both ideas and activities, as shown in Figure 2.

Figure 2
Survey Responses to the Statement “Using technology
makes it easier to access teaching materials.”

3%

10%

m Agree
Neutral

m Disagree

87%

The data showed that 87% of respondents be-
lieved technology to be useful for accessing teaching
materials, indicating that the practice of accessing
teaching materials online is commonplace. Ken
agreed with this statement, and in his follow-up
interview he was asked to explain why. He shared
that when he began as an ALT, he was overwhelmed
with planning lessons, stating, “1 used a few online
resources, like [now defunct] ‘Englipedia’ was great,
they had everything broken down by textbook
level.” He relied upon these websites for proven
activities that were targeted at Japanese learners.
Many other survey respondents indicated having
searched for ideas across multiple different databas-
es, Facebook groups, and websites.

Barriers to Technology Use
Security and Privacy Constraints

An issue that emerged from the data collec-
tion was the matter of security and privacy rules
preventing access to ICT resources. Respondents
reported trouble in accessing the internet, using
hardware, and sharing materials with colleagues,
which increased the difficulty of the lesson planning
responsibilities they held.

The Language Teacher ® Feature Article

Limitations on how ALTs could use the internet
on their school computers prevented some respon-
dents from completing simple lesson planning
tasks. Vera was one of the survey respondents who
reported trouble in this area, and in her interview,
she explained her frustrations by saying, “l am not
allowed to use my own USB drive to upload things
onto the school computer. 1 can’t even download
pictures.” This sentiment was echoed by the other
interviewees, who all agreed that security measures
were extremely strict.

Another security issue was the revocation of
access to resource-sharing sites and cloud-sharing
portals that ALTs used to share lesson ideas. Ken
also reported trouble in gaining access to online
teaching materials, and he was asked to clarify this
issue further in his interview. He explained that in
his prefecture, ALTs had uploaded their teaching
materials to a cloud-sharing portal to help newcom-
ers. After contributing several hundred lesson plans
and activities, however, ALTs were blocked from ac-
cessing the platform because of the perceived threat
that file-sharing could pose to network security.

Limited Training for ALTs in ICT Use

Many Japanese classrooms incorporate techno-
logical tools, which ALTs are in turn expected to use
in their teaching. However, as Figure 3 illustrates,
many ALTs had limited opportunities to learn how
to do so.

Figure 3

Survey Responses to the Statement “Sufficient guidance
and support is given to me from administration about
how to make use of ICT tools.”

7%

mAgree
Neutral

m Disagree

The survey data showed that only 7% of respon-
dents found the guidance given to them about
utilizing ICT to be sufficient. ICT tools are intended
to help increase communication in English classes.
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However, very few ALTs seemed to be aware of the
connection between ICT and CLT.

Figure 4

Survey Responses to the Statement “Information has
been provided to me explaining the opportunities ICT
offers in teaching communicative English.”

Enright: The Use of ICT Tools by ALTs in Japanese Classrooms

Figure 5

Survey Responses to the Statement “I have confidence
in teaching with ICT tools.”

25%

m Agree
Neutral

54%
m Disagree

21%

5%

10%

mAgree

Neutral

m Disagree

L

85%

As Figure 4 shows, only a quarter of respondents
indicated having received information about using
ICT to teach communicatively. Although I1CT is
increasingly being used by ALTs in the classroom,
some open-ended comments suggested concerns
about the lack of training. One respondent stated,
“As an ALT, | have received no training or support
whatsoever in regard to ICT. My town’s Board of
Education seems to think that if you just put an
iPad into each student’s hands then they’ll automat-
ically learn more.” These findings suggest that ALTs
require more guidance from education authorities
in incorporating ICT into their classes.

ALT Confidence in Incorporating ICT

Despite limited training in how to use technol-
ogy in language teaching, 85% of survey respon-
dents reported being confident in teaching with
ICT tools (see Figure 5). Moreover, it appears that
confidence and expertise in using ICT in general
allowed them to make a unique contribution to
their team-teaching partnerships. As one survey
respondent stated, “Teachers don’t know how to
use ICT and are nervous to try. They often ask for
ideas from their more 1CT-savvy ALTs,” suggesting
that the practice of delegating technological tasks
to ALTs is common.

The interviewees were asked if they were entrust-
ed by their JTEs to create ICT content and, if so, to
provide some examples of how they did this. Rita
explained that she was asked to locate videos and
images to show at the start of her lessons to set an
enjoyable tone for the class. Ken explained that his
students loved playing interactive games he creat-
ed using PowerPoint, and that his team-teaching
partner liked the way that lower-level students who
had previously often been uninterested in class
were now actively trying to solve English problems
to help their team win.

SIXVdd LIVl

<

SN204 L1vr

Vera described a problem-solving activity that she
had created for her classes, where students worked
in groups to exchange audio messages through their
iPads. She explained, “You could see them excited
and working together to complete [the activity].

It was great to see technology making learning
more effective.” She shared that her co-teachers
were impressed to see that ICT tools could be used
to stimulate greater communication between the
students.

Discussion
Collaboration

One clear benefit of ICT apparent in the findings
came not while actually teaching, but rather in
class planning, as 87% of respondents used com-
puter networks to share ideas and resources. This
practice appears to be widespread, demonstrating
that ALTs were active in locating diverse learning
content and activities for students. The website
that Ken described, on which ALTs in his prefecture
share teaching materials, illustrates the potential
of online databases to promote cooperation be-
tween ALTs, who are largely novices in the field of
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teaching. The development of these communities
corroborates Romeu’s (2015) suggestion that online
collaboration allows teachers to develop a more
effective ICT pedagogy together. As ALTs essential-
ly learn how to do their jobs as they go, working

in tandem with others is crucial in helping them
develop their teaching skills.

Training

Japanese teachers are offered training in teaching
with technology. However, the study results showed
very few respondents to have felt that they had
received sufficient opportunities for professional
development in using ICT. MEXT (2011) advocated
that ICT should present opportunities for greater
ALT input in practical English, cultural under-
standing, and instructor-made teaching aids, yet
the study data here showed that ALTs were given
very limited information about how to practically
achieve those goals.

With the need for further ICT training for ALTs
established, it is imperative to consider the content
of the training. Although technical skill develop-
ment and idea-sharing are valuable, theoretical
principles of teaching with technology should also
be communicated to maximize the potential of ICT.
Many study participants described ICT use as sim-
ply displaying content on a screen. Glover and Mill-
er (2003) describe this practice as didactic teaching,
in which information is delivered to students who
passively receive the lesson content. Although
pedagogically accepted, this method of instruction
is teacher-centric and does not radically change the
way that classes are taught, meaning that classes are
not necessarily becoming any more communicative.

Development of methods that make use of in-
teractive practices will allow technology to have a
greater impact on students’ communicative abili-
ties. An example of the theoretical perspectives in
which teachers in Japan need further training is
offered by Warschauer and Meskill (2000), who call
for the use of more enhanced interactive methods,
whereby students’ cognitive and social development
is stimulated.

Innovation

The study results showed that ALTs were regular-
ly entrusted with providing teaching materials that
used ICT tools. This responsibility gives ALTs the
opportunity to introduce more innovative activities,
which in some instances better fulfill the need for
more enhanced interactive teaching methodologies.

Vera’s example of using iPads to exchange audio
messages between groups is a clear illustration of

The Language Teacher ® Feature Article

how technology can be used to facilitate interac-
tion between students. It also demonstrates how
ALTs can assume the role of technological activa-
tors, using their creativity and 1CT-savvy status to
introduce and spearhead activities that make better
communicative use of the technological tools that
are available.

Security

Cybersecurity in Japanese secondary schools is
exceedingly strict, and for ALTs who are trying to
create interesting lessons with content relevant to
young English learners, not being able to access
and share materials is particularly frustrating. One
of the goals of the ALT role is to promote Japanese
learners’ cultural understanding, and an important
pathway to achieve that goal is through display-
ing typical foreign educational practices, such as
teaching with technology. The limits enforced in
Japanese schools appear overly stringent and coun-
terproductive for ALTs who want to create lessons
with modern tools.

Recommendations

One recommendation is to offer ALTSs training
and basic information about using ICT in their
classes. Many ALTs may be confident and skilled at
using technology in creative ways, but this confi-
dence does not mean that their methods are nec-
essarily pedagogically sound. Many of the teaching
examples that surfaced in the present study were
representative of a didactic methodology, which
is not the most conducive to the development
of communicative competence. MEXT currently
distributes training videos via YouTube for ALTs to
promote recommended practices and examples for
team-teaching, and similar videos could be pro-
duced for teaching with technology.

Another recommendation is to advocate and
leverage online ALT collaboration and material
sharing. A potential way to promote this collabora-
tion would be to establish online portals on which
ALTs can share content ideas and suggest improve-
ments for existing teaching materials. As ALTs
often work alone at their schools, communicating
with ALT peers about teaching matters can help
them become more adept and confident in their
roles. Furthermore, as ALTs routinely use technol-
ogy to access lesson ideas, websites have become
indispensable for planning their classes. Providing
online spaces specifically for ALTs would not only
foster improved quality in their lesson content but
also allow for sharing ideas that relate specifically
to the familiar contexts that ALTs teach in. This
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online collaboration would help to promote a more
reflective and iterative pedagogy and contribute to
a raising of the standard in teaching practices of
ALTs.

A final recommendation is to make adjustments
to the security systems within school networks to
allow ALTs access to the resources necessary to
plan and teach their classes. These changes do not
require compromising security; rather, some of the
technological capabilities that are already available
to Japanese teachers (such as proxy servers) could
simply be extended to ALTs.

Limitations of this Study

One limitation of this study is the small scale of
the data collection, especially the number of par-
ticipants in the follow-up interviews. Perhaps even
more important, however, is the lack of any data
regarding the opinions and experiences of JTEs.
Further studies could include investigations of JTE-
ALT pairs to give a more complete picture of how
they negotiate ICT implementation in their lesson
planning.

Concluding Remarks

Device use and online communication is a
natural way that young learners interact with the
world around them, so it is essential that language
teaching methods adapt to the contexts that its
learners experience. This research indicated that
the shift towards 1CT-integrated language learning
is progressing in Japan, yet it also confirmed calls
for further advancements by authorities as well as
for additional professional development not only
for ALTs but for all teachers using ICT.

Thanks to the valuable input from the partic-
ipants in this study, it is clear that ALTs have an
important role to play in influencing the way ICT is
leveraged in classes in Japan. ICT offers the poten-
tial to make better use of the technological abilities
and creativity that ALTs possess. Greater utiliza-
tion of these assets could ultimately result in more
communicative teaching methods being adopted
and further justify the increase in ICT investment
in Japanese education.

References

Birch, G. C. (2017). JTEs’ and ALTS’ views on textbook
usage and teaching materials. Journal of the Chubu
English Language Education Society, 46, 9-16. https://
www.jstage.jst.go.jp/article/celes/46/0/46_9/_pdf
https://doi.org/10.20713/celes.46.0_9

Enright: The Use of ICT Tools by ALTs in Japanese Classrooms

Crooks, A. (2001). Professional development and the JET
programme: Insights and solutions based on the Sendai
programme. JALT Journal, 23(1), 31-46. https://doi.
org/10.37546/jaltjj23.1-2

Glover, D., & Miller, D. (2003). Players in the management
of change: Introducing interactive whiteboards into
schools. Management in Education, 17(1), 20-23. https://
doi.org/10.1177/08920206030170010701

Joshi, A. P. (2010). Role of computers in educating young
children: U.S. and Japanese teachers’ perspectives.
Computers in the Schools, 27(1), 5-19. https://doi.
0rg/10.1080/07380560903536249

Kano, A. S. (2015). Barriers to effective team teaching with
ALTs. In P. Clements, A. Krause, & H. Brown (Eds.),
Focus on the learner (pp. 74-82). JALT. https://jalt-
publications.org/files/pdf-article/jalt2015-pcp_011.pdf

Lockley, T. (2013). Answers to outstanding questions
about Japanese student ICT competencies and a
glance into a mobile future. The Asia-Pacific Education
Researcher, 22(4), 603-617. https://doi.org/10.1007/
540299-013-0063-3

Ministry of Education, Culture, Sports, Science
and Technology-Japan. (2011). Five proposals
and specific measures for developing proficiency in
English for international communication. https://
www.mext.go.jp/component/english/__icsFiles/
afieldfile/2012/07/09/1319707_1.pdf

Ministry of Education, Culture, Sports, Science and
Technology-Japan. (2019). FFITCAF B [ 3555 80F E ik
WA 4EZ [Outline of the 2019 English Education
Implementation Survey]. https://www.mext.go.jp/
content/20220513-mxt_kyoiku01-000008761_2.pdf

Ministry of Education, Culture, Sports, Science and
Technology-Japan. (2020). fHIUCAEERICHBIT
HHEDEMALD KEFITH T 2AERE R [ICT in
education progress report]. https://www.mext.go.jp/
content/20201026-mxt_jogai01-00009573_1.pdf

Ohtani, C. (2010). Problems in the assistant language
teacher system and English activity at Japanese public
elementary schools. Educational Perspectives, 43(1),
38-45. https://files.eric.ed.gov/fulltext/E]912113.pdf

Organization for Economic Co-operation and
Development. (2018). Programme for International
Student Assessment (PISA) results from 2018. https://www.
oecd.org/pisa/publications/PISA2018_CN_IDN.pdf

Otter.ai. (2021). Otter (Version 3.20.0) [Computer
software]. https://otter.ai

Reed, N. (2015). Pedagogical teacher training for ALTs in
Japanese public schools. In P. Clements, A. Krause, &
H. Brown (Eds.), Focus on the learner (pp. 83-89). JALT.
https://jalt-publications.org/files/pdf-article/jalt2015-
pep_012.pdf

Romeu, T., Guitert, M., & Sangra, A. (2015). Teacher
collaboration network in higher education: Reflective
visions from praxis. Innovations in Education and
Teaching International, 53(6), 592-604. https://doi.org/1
0.1080/14703297.2015.1025807

Y

L SNDO4 1vr L SIXVd 1TVF

THE LANGUAGE TEACHER 47.4 o July / August 2023 17



Warschauer, M., & Meskill, C. (2000). Technology
and second language learning. In J. Rosenthal (Ed.),
Handbook of undergraduate second language education
(pp- 303-318). Lawrence Erlbaum.

Kieran Enright received his
Master’s Degree in Applied
Linguistics from Massey Uni-
versity in New Zealand. With
12 years teaching experience in
Japan, including 6 years work-
ing as an ALT, his research in-
terests center in teaching with
technology, and leveraging
ICT to promote intercultural
exchange. He currently works
as a Coordinator for Interna-
tional Relations at the Tottori Prefectural Govern-
ment and is involved in Youth Exchange programs
between students in Tottori and their Sister Regions
in Westmoreland, Jamaica, and Vermont, USA.

Appendix
Survey

I am currently doing a research project on the
use of information and communication technology
(ICT) in the classroom by ALTs in Japan.

With the growing influence of technology in educa-
tion, | am interested in investigating how tools such as
tablet computers, interactive whiteboards, and projec-
tors are used in classes, and whether ALTs believe they
are effective in promoting communication.

I am sending invitations to participate in this
study to current ALTs working in Japan. You can
participate by answering the questions in the sur-
vey. Doing so implies your consent.

You are under no obligation to accept this invita-
tion. If you decide to participate you have the right
to decline to answer any particular question.

Opening Questions

For how many years have you been working as an
ALT?

e Lessthanl e Between3and4
e Betweenland?2 e Between4and5
e Between2and3 e Over5

What school level do you teach at? (Select as many
as apply.)

o Kindergarten »  Junior High School

e Elementaryschool ¢ High School

The Language Teacher ® Feature Article

How would you rate your Japanese language skills?
Little to none o Daily conversational
e Basic conversational e Relatively fluent

Do you have any teaching qualifications? (Select as
many as apply.)

o TEFL Certificate

o CELTA certificate

o Bachelor’s degree in education

e Master’s degree in education

o Other: (Please specify)

Do you have your own computer at your base
school (i.e., the school where you teach most fre-
quently)?

e Yes, 1do.
e No, but I have access to a shared computer.
e No,ldon't.

Usage of Instructional Resources

Please indicate the frequency with which you use
the following teaching tools:

o Inalmosteveryclass ¢ Almost never

o Several timesaweek e Never

e Around once a week

1. Whiteboard

2. Printed materials (worksheets, pictures, books)
3. Textbooks

4. Television/Video

5. CD Player

6. Digital Projector / TV screen

7. Presentation software (Powerpoint, Keynote)
8. Digital textbook (interactive software accompa-

nying printed textbook)
9. Web camera
10. Interactive Whiteboard
11. Tablet computers
12. Other (Please specify):

Perceptions about the Use of ICT
Please indicate the extent to which you endorse the
following statements:

o Agree e Neutral e Disagree
1. 1use other resources more than I use ICT. (such

as books, worksheets etc.)
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I am confident in teaching classes that use ICT
materials.

I am confident in creating my own classroom
presentations that make use of ICT tools. (Such
as Powerpoint, YouTube etc.)

I want to use more ICT tools to teach English
in the classroom.

The more 1 use ICT tools in class, the more
competent 1 become in planning activities that
use ICT.

I think that usage of ICT makes it easier to pre-
pare course materials (activities, games etc.).

I think using ICT allows me to contribute more
in class as an ALT.

ALTs should be provided with more training to
make more use of ICT tools in class.

ALTs should be provided with more ICT mate-
rials and resources to teach classes.

ALTs should be provided with more online
spaces for collaborating on resources.

Advantages of Technology Usage

Please indicate the extent to which you endorse the
following statements:

e Agree o Neutral e Disagree

1. 1think the use of ICT increases the interest of
students toward learning English.

2. 1think that ICT tools are useful in presenting
cultural information to the class.

3. 1think that ICT tools are useful in presenting
practical and real-life English to the class.

4. 1think that ICT tools are useful in helping me
lead the class by myself.

5. 1think that ICT tools are useful in helping me
explain difficult concepts to the students.

6. 1think that ICT tools are useful in helping me
give instructions to the students.

7. 1think that technology supported teaching
makes learning more effective.

8. 1think that using technology makes it easier to
access teaching materials.

9. 1can address the different learning styles of my
students by using ICT.

10. 1am aware of the opportunities that ICT offers

in teaching communicative English.

Enright: The Use of ICT Tools by ALTs in Japanese Classrooms

Please answer the following open-ended question
or move on to the next section.

Are there any other ways in which ICT use in your
class is useful or effective?

Barriers to Technology Usage

Please indicate the extent to which you endorse the
following statements:

Neutral

Agree

Disagree

I have sufficient time to prepare materials that
make use of ICT.

I have access to ICT hardware (computer, pro-
jector, interactive whiteboard etc.).

The ICT hardware available to me is modern
and easy to use.

There is an adequate number of hardware units
(computer, tablet etc.) for effective use of ICT.
The infrastructure and layout of ICT tools
allow for teaching communicative classes.

The ICT software available to me is adequate
for teaching communicative English classes.

1 have sufficient guidance and support by
administration about how to make use of ICT
tools.

I have opportunities for professional develop-
ment to gain knowledge and skills about using
ICT in classes.

I have opportunities to see how other ALTs
make use of ICT tools in class.

I have opportunities to share ideas and collabo-
rate with other teachers on ICT resources.

Please answer the following open-ended question
or move on to the next section.

Are there any other barriers you face to using ICT in
your classes?

Final Question

Are there any other comments you would like to
make in regard to ICT use in your classes?

This is the end of the survey. Thank you for your
time and your valuable responses. Your coopera-
tion is greatly appreciated.

Y
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FEATURE ARTICLE

The Benefits and Challenges of Multiple
Mini-Bibliobattles in a Single Extensive
Reading Course

Katsuhiro Yamauchi
Hiroshima University

The popular book presentation contest Bibliobattle and
its simplified version, Mini-Bibliobattle (MBB), has spread
throughout Japan, but they are neither commonly imple-
mented in extensive reading (ER) classes nor generally held
more than once in a single course. This study explored the
effects of multiple MBBs on university students’ perceptions
of successive presentations in an eight-week ER course. In
their post-MBB survey responses, the students reported mak-
ing their presentations more engaging for their audiences,
altering their rate of speech, being more responsive to other
presenters, and being more satisfied with their performance.
They expressed an overall positive attitude toward MBBs and
an inclination to read books introduced by other participants
as well. However, they also suggested a need for sufficient
preparation time and adequate feedback to ensure the qual-
ity of their experience. These findings highlight the potential
benefits of implementing multiple MBBs in a single ER course
and provide guidance for proceeding successfully.

KUCASTEAREBN LTRVWESET VAN MNP Z DEBHRDI =
EZ7 VA NV (MBB) IZAFTIECER LTV 2D, SHlEE TEES
N2 EIDEL EEETERRIRBEIND C EE—MKIITIEEL,
AR TIE SEBDZFHREICH N BHREIDMBBYIAFEDFE
IS 2B SRS EZRE LT, MBBEDT > — Tl F&ET
B3 BRDHERDBRICEOTINBINICE O, EBIREZZER
fe  tIDRREICRIGT BLOICE e BRDORERICHLTHEEL L
Hiofe. BB LTz, e MBBICK L TRMEMICIFRERI TH Y, thiED
BN LR zFid e Bofc L EEE RL TV S, LD L. EXRDBEZS
DBDITIFTAEEFBRABE BTG T — PN\ IDRETCHBHIE
LTRBENTC, TNSDBRIG. —DDEFHIREN TEHDMBBZ R
T2 EDBENGH RERBEL BYIOED Do DIEHERHET S
HDTH Do

https://doi.org/10.37546/JALTTLT47.4-3

ccording to Nation (2007), a well-balanced
A language course should include four strands:

meaning-focused input, meaning-focused
output, language-focused learning, and fluency
development. Extensive reading (ER), a learning
approach involving lots of easy material in the target
language (Bamford & Day, 2004), can play an import-
ant role in developing such a well-balanced course as
it provides second language learners with abundant
content- and fluency-focused input enabling them
to use what they already know (Nation & Waring,

2020). However, ER alone is insufficient for this
purpose (Nation, 2007) as it fails to provide opportu-
nities for language-focused learning and meaning-fo-
cused output, the value of which is often neglected
in a typical ER course (Nation & Yamamoto, 2012).
Although output naturally plays a minor role in ER
itself, productive activities such as book reports can
be introduced to link reading to speaking or writing
(Nation & Waring, 2020), thus enabling learners to
explore their understanding of and practice with lan-
guage items encountered in their reading (Hyland,
2019). ER can also provide seeds for communication,
namely interesting topics for learners to discuss
afterward (Bamford & Day, 2004).

One way of leveraging ER to push learner output
is through a book report game called Mini-Biblio-
battle (MBB) (Fujii, 2018, 2020). Thus, this study in-
vestigated the effects of using MBB in an ER course.

Literature Review
Bibliobattle and Mini-Bibliobattle

Invented by Tadahiro Taniguchi in 2007, Bibilo-
battle is a book presentation contest that has since
become highly popular in schools and libraries
throughout Japan (Kimura & Kondo, 2021). The of-
ficial contest rules, as established by the Bibliobattle
committee, are as follows: Learners (1) come togeth-
er with a favorite or interesting book, (2) introduce
the book for five minutes, and (3) answer questions
from other participants about the book for two to
three minutes. After the presentations, (4) partici-
pants vote for a “Champion Book,” meaning the one
that they want to read the most. Bibliobattles allow
participants to share book content, develop their
speaking skills, discover new books of interest, and
form a community (Taniguchi, 2013).

When using Bibliobattle in their classrooms,
however, instructors must also take into account
their learners’ language proficiency levels (Fujii,
2020). Thus, with elementary school students or
second language learners, a simplified version of
Bibliobattle, known as Mini-Bibliobattle, or MBB, is
usually adopted. MBB has the same rules as Biblio-
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battle, except that the five-minute presentation is
shortened to three minutes, and the three-minute
Q&A discussion is reduced to one minute. Such
shorter durations can lower barriers for presenters
to continue talking (Taniguchi, 2013).

Bibliobattle and Language Learning

A number of studies have examined the effective-
ness of Bibliobattles or MBBs in language learning.
For instance, Kondo et al. (2015) held Bibliobattles
for university students twice in a one-year period
outside the classroom. Those who took part in both
events indicated more positive attitudes toward
Bibliobattles as well as an improvement in their
language use on the second occasion. They also
reported overcoming difficulties they had faced the
first time, such as those related to time manage-
ment and clear communication.

Other studies (e.g., Fujii, 2018; 2020) have em-
ployed MBBs in ER courses. In an investigation of
their effects on students’ attitudes toward reading,
Fujii (2018) implemented MBBs once at the end of
each of two semesters in a one-year ER course for
technical college students and found that the partic-
ipants read more carefully, selected a wider variety
of books, and recognized the importance of MBBs
for developing their productive skills. Fujii (2020)
implemented an MBB in an ER course for university
students, who judged the activity to be enjoyable
and meaningful. They also indicated improved
English presentation skills as a result of preparing
their speeches, listening to others’ presentations, and
receiving feedback from other participants. In short,
Fujii (2018, 2020) demonstrated the benefits of MBB
implementation once per semester.

Although these previous studies have suggested
the potential of Bibliobattles or MBBs for improving
language use and presentation skills as well as atti-
tudes toward reading, the effects of multiple MBB
implementations on learners’ perceptions of their
own presentations in a single, short-term ER course
are still unclear, which the current investigation
sought to elucidate.

Research Questions

This study targeted the following three research
questions:

RQL. Do students’ perceptions of their presenta-
tions change after participating in MBBs?
RQ2. What benefits and challenges do learners

perceive throughout MBBs?
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RQ3. What activities and materials do learners
find useful in preparing for MBB presenta-
tions?

Method
Participants

The study participants were 35 students at a na-
tional university in Japan, all of whom were enrolled
in an eight-week online ER course taught by the
author on Zoom. Thirty-three of the students were
sophomores majoring in informatics, and two were
seniors, one majoring in literature and the other in
engineering. Based on their TOEIC scores (M = 516,
Mdn = 540, range: 270-765), their English proficien-
cy could be characterized as lower intermediate.

Extensive Reading

The learners read e-books on the ER website
Xreading (https://xreading.com), which contains
over 1,000 titles and helps instructors monitor
student progress. The course involved two lessons
per week: one focusing on fluency development and
the other on output activities in preparation for the
MBBs, which provide the focus of this paper.

The learners were assigned to read 12,500 words
per week, for a total of 100,000 words over the
eight-week period. To maximize preparation time
for the MBBs, all reading was completed outside
of class. The learners had to read various books
and list them with their comments in a forum on a
learning management system, which later served as
a reference for their MBB preparation. On average,
they spent 12.5 hours reading 94,004 words in 23.5
books, or 10,500 words in 2.9 books over 1.5 hours
per week.

Instruments

The data for this study were collected via two
online surveys composed in Japanese in Microsoft
Forms. The first survey, administered immediately
after each of the three MBBs (Survey A), was a 15-
item instrument designed to measure the students’
perceptions of their MBB preparations and per-
formance, with one to five items in each of five cate-
gories: presentation content, presentation manner,
listening manner, self-satisfaction, and presentation
timing (see Appendix A). With the exception of the
single, three-option multiple-choice question in the
final category, all of the items were statements to
be endorsed on a five-point Likert scale (1 = strong-
ly disagree, 2 = disagree, 3 = neutral, 4 = agree, 5 =
strongly agree).

The second survey, conducted only after the final
MBB (Survey B), was an 8-item instrument adapt-
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ed from Fujii (2018, 2020) and designed to assess
the learners’ perceptions of the enjoyability and
usefulness of MBB as well as their interests in the
books presented by others and their motivation for
reading (see Appendix B). The survey was divided
into four sections: the first, on overall perceptions,
containing five Likert-scale items similar in style to
those on the previous survey; the second, on read-
ing frequency, containing a single multiple-choice
question; the third, on class activities, containing a
single multiple-choice question allowing multiple
responses; and the fourth, on benefits and challeng-
es of MBBs, containing two open-ended questions.

General Procedure

The activities in each weekly lesson are summa-
rized in Table 1. MBBs were assigned as a part of
student evaluations in Weeks 5, 7, and 8. Through-
out the course, every lesson started with the
learners giving one-minute talks in pairs about their
daily lives or favorite books. In Week 1, they were
informed of the research methods and objectives
and then asked for permission for the confidential
use of their data. After providing informed consent,
they received an orientation on ER. In Weeks 2 and
3, they experienced MBBs in Japanese to familiar-
ize them with the rules and timings. Before each
Japanese-language MBB, the learners completed a
preparation sheet about their chosen book, discuss-
ing its content and sharing their opinions. To learn
about MBBs, in Week 2 they also took a quiz, and
in Week 3 they watched a YouTube video in Japa-
nese by a university student who won the national
Bibliobattle competition.

In Week 4, the learners began preparing for their
first MBB in English. Weeks 4 and 6 were designat-
ed as preparation periods for the first and second
MBB, which were held in Weeks 5 and 7, respec-
tively. No in-class preparation time was allotted for
the third MBB, which was held in Week 8. In the
preparation weeks, the learners gave one-minute
talks about their favorite books with three different
partners in a book report format as described in
Bamford and Day (2004). After the book reports,
they prepared a presentation of at least 300 words,
practiced reading it to their partner, and received
feedback on its content and vocabulary from their
partners. To encourage planning, and, thus support
language learning, presentation scripts were al-
lowed. However, as script use can result in a lack of
expressiveness when describing a book’s appeal, the
learners were instructed to memorize their scripts
and were prohibited from reading them during the
actual MBBs.

Table 1
Lesson Schedule and Activities
Week Lesson Activities
Week1 ER 1-Min. Talk (Life), ER
Orientation Introduction, Xreading
Registration
Week 2 Japanese 1-Min. Talk (Life), Rule
MBB 1 Quiz, Preparation Sheet,
MBB
Week 3 Japanese 1-Min. Talk (Life), Cham-
MBB 2 pion Video, Preparation
Sheet, MBB
Week 4 MBBI1 1-Min. Talk (Book),
Preparation Preparation Sheet, Draft
Writing, Pair Practice
Week 5 English 1-Min. Talk (Life), Re-
MBB1 hearsal, MBBI, Survey A
Week 6 MBBI1 1-Min. Talk (Life), Class
Feedback, Feedback, Champion
MBB2 Videos
Preparation 1-Min. Talk (Book), Draft
Writing, Pair Practice
Week 7 English 1-Min. Talk (Life), Re-
MBB2 hearsal, MBB2, Survey A
Week 8 English Rehearsal, MBB3, Survey
MBB3 A, Survey B

Mini-Bibliobattle

Each MBB lesson began with rehearsals in pairs.
The learners were given time to ensure that their
presentations were under three minutes, followed
by questions and feedback about the presentation
from their partner.

After the rehearsals, MBBs began in groups of five
or six students using Zoom’s breakout function.
The presenting students were told to watch their
audience, and the audience members were told to
respond by nodding or smiling. Each group then
began their MBB and Champion Book selection, all
of which they video recorded. Finally, the students
submitted their presentation scripts and group
videos through a learning management system and
completed Survey A. Additionally, they completed a
final, general survey (Survey B) in Week 8.

By the start of the lesson following each of the
first two MBBs, the learners all received individual-
ized instructor feedback regarding their English ac-
curacy, book summary, and presentation structure.
In Week 6, they were shown the survey results and
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videos of two Champion Book presentations from
the first MBB to help them improve their presenta-
tions in the next one.

Results

Effects of MBBs on Learner Perceptions of
Their Own Presentations

Table 2 lists the mean scores for all of the Likert-
scale items on all three administrations of Survey A
and the raw differences between them. To answer
the first research question (“Do students’ perceptions
of their presentations change after participating in
MBBs?”), a one-way analysis of variance (ANOVA)
with an alpha level of .05 was performed on each sur-
vey item by survey administration, with a Bonferroni
correction applied to each result to protect against
alpha slippage from multiple comparisons.

The Language Teacher ® Feature Article

In the area of presentation content, statistically
significant differences were found on Items 1 and
5.1tem 1 (My introduction engaged the audience)
showed no difference between Administration
Times 1 and 2 but an increase between Times 2 and
3, resulting in a statistically significant net increase
from Time 1 to Time 3. Item 5 (1 asked questions
or included background knowledge) showed an
increase from Time 1 to Time 2, but not from Time
2 to Time 3. Still, the net increase from Time 1 to
Time 3 was statistically significant.

In the area of presentation manner, only Item 7
(The pace of my speech was appropriate) showed
any difference of statistical significance: a net de-
crease from Time 1 to Time 3 despite the absences
of any statistically significant differences between
Times 1 and 2 or Times 2 and 3.

Table 2
Post-MBB Learner Self-Perceptions of Their Presentations
Survey ltem Mean Change
Timel Time2 Time3 Time2- Time3- Time 3-
Timel  Time?2 Timel
Presentation Content
1. My introduction engaged the audience.  3.63 3.83 4.23 0.20 0.40*  0.60%*
2. 1 presented the story well. 3.86 4.17 4.03 0.31 -0.14 0.17
3. The presentation structure was clear. 3.89 3.89 3.83 0.00 -0.06  -0.06
4. The presentation included my opin- 4.00 4.26 423 0.26 -0.03 0.23
ions or ideas.
5. 1 asked questions or included back- 3.23 3.80 3.80 0.57% 0.00 0.57%
ground knowledge.
Presentation Manner
6. 1 used simple vocabulary or expressions. 4.23 4.26 4.26 0.03 0.00 0.03
7. The pace of my speech speed was 431 4.14 3.89 -0.17 -0.25 -0.42%
appropriate.
8. Each sentence was short and simple. 3.77 4.06 4.06 0.29 0.00 0.29
9. 1 kept talking without any breaks. 340 3.57 346 0.17 -0.11 0.06
10. 1 kept watching the audience. 3.34 3.74 3.66 0.40 -0.08 0.32
Listening Manner
11. 1 kept watching the presenter. 4.09 431 4.31 0.22 0.00 0.22
12. 1 kept nodding during the presentation. 291 3.46 3.94 0.55% 048 1.03%%*
13. 1 asked relevant questions. 3.91 417 434 0.26 0.17 0.43
Self-Satisfaction
14. 1 was satisfied with my presentation. 3.1 3.86 340 0.75* -046*  0.29

Note. n =35, Max =5, *p < .05, **p < .01
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In the area of listening manner, Item 12 (I kept
nodding during the presentation) showed a statisti-
cally significant increase from Time 1 to Time 2 but
not from Time 2 to Time 3. Still, the net increase
from Time 1 to Time 3 was statistically significant.

Finally, Item 14 (I was satisfied with my presenta-
tion) demonstrated an inverted V-shaped change.
Student satisfaction statistically significantly in-
creased from Time 1 to Time 2 but then statistically
significantly decreased from Time 2 to Time 3, for a
net change of zero between Times 1 and 3.

Item 15 was about time management. As can be seen
in Table 3, most students after all three MBBs reported
finishing their presentations within 10 seconds of the
prescribed 3 minutes. However, noticeably fewer stu-
dents indicated finishing within the target time range
in the third MBB, for which no immediately prior
in-class preparation time was provided.

Table 3

MBB Conditions and Student Presentation Finishing
Times

Finishing Time*
< —_~ g)o
—_ S .
E s = Z 5z =
= 8 & v =2 %
hog < Q = = M e
/M o = = vf:_, — [0
= g o 8 0 w
= & = = =a 8
First + ++ 5 29 1
(Week 5)
Second + + 2 30 3
(Week 7)
Third - - 6 25 4
(Week 8)

Note. * + = in-class preparation given, - = no in-class
preparation time given. ® ++ = class and individual feed-

back given, + = individual feedback given, - = no feedback
given. “number of students.

Y

Benefits and Challenges

In answer to the second research question (“What
benefits and challenges do learners feel through-
out the MBBs?”), Figure 1 provides a breakdown of
the responses to Items 1 through 4 on Survey B. It
shows that most learners claimed to have found
the MBBs enjoyable and meaningful. They also
expressed interest in the books presented by their
classmates. Notably, nearly half of them indicated
that they were strongly interested in other books.
Additionally, more than two thirds indicated a mo-
tivation to read more books in the ER course.

Item 5 on Survey B asked about the frequency
of reading books introduced by other participants.
As Figure 2 shows, 86% of the participants claimed
to have read at least one book introduced through
their classmates’ MBBs, and more than one third
reported having read three or more. Only 14% (n =
5) indicated not having read any other books from
the MBBs.

Yielding additional insights into the perceived
benefits of MBBs are the open-ended responses to
Item 7 of Survey B, categorized by the researcher
and displayed in Table 4. The most frequently men-
tioned perceived benefits were in the area of pre-
sentation skills (n = 13), such as the ability to speak
more slowly or to use simple English. The second
most frequently cited benefit was confidence (n =
8), principally with regard to presenting without
concern for making mistakes.

As to the challenges presented by MBBs, the
open-ended responses to Item 8 of Survey B were
likewise categorized by the researcher. As also
shown in Table 4, the most frequently mentioned
challenge was that of writing a script (n = 12). Some
students specifically noted the considerable time
and effort required to write 300 words three times
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in just a few weeks. Another frequently cited chal-
lenge was actually presenting (n = 11). For instance,
students mentioned the difficulties of speaking
without reading a script, maintaining eye contact
on camera, and summarizing their book within
three minutes. Finally, multiple students indicated
struggling with language issues, particularly English
expressions (n = 8) and the answering of questions
(n=3).

Figure 2
Reading Books Introduced by Classmates
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14%

3%
five or more
three or four

37%
one or two
46% ® none
Table 4
Benefits and Challenges of MBBs
Benefits n Challenges n
Presentation skills 13  Writing a script 12
Confidence 8 Presenting 1
Presentation 4 English 8
Structure Expressions
Expressions 3 Answering 3
questions
Enjoyment 2 Other 3
Pronunciation 2
Summarizing 2
Other 3

Note. N = 35. Multiple answers allowed.

To answer the third research question (“What
activities and materials do learners feel are useful in
preparing for MBB?”), Item 6 of Survey B provided
the students with a list of options allowing multi-
ple answers. As shown in Figure 3, more than half
of the students indicated appreciating the post-
MBB teacher feedback (n =21) and their classmates’
Champion Book videos (n =18) that were provided
to encourage reflection on their performance. Ap-
proximately half of the students cited the pre-MBB
preparation sheets (n = 17) and the one-minute
talks about a favorite book (n = 18) or daily life (n =
16) that were implemented to help them prepare.

Around one third of the students selected Bibliobat-
tle in L1 (n = 14) and Champion Video in L1 (n =11),
both of which were executed near the very begin-
ning of the course. Only eight students indicated
perceiving any utility in peer feedback.

Figure 3
Helpful MBB Preparation Activities and Materials*

Teacher Feedback 21
Champion Videos 18
1-Minute Talks (Book) 18

Preparation Sheets
1-Minute Talks (Life) 16
Bibliobattle in L1 14

——— | |

Champion Video in L1

Peer Feedback 3

0 5 10 15 20 25

Note.*Multiple responses allowed.

Discussion

This study found that conducting multiple MBBs
in a short ER course produced changes in learn-
ers’ perceptions of their own presentations. For
instance, the learners indicated including more
questions and real-world connections in their
presentations and making their introductions more
engaging. One possible contributing factor in these
changes is that these types of “hooks” are relative-
ly easy to grasp and implement. Another possible
contributor is the viewing of the Champion Book
presenters’ videos, for as Fujii (2020) notes, these
effective presentation techniques can be observed
more frequently in champion presentations. When
watching the recordings after their first MBB, the
learners may have noticed that the best presenters
had used these techniques effectively and thus de-
cided to try them themselves. In either case, in this
respect, having multiple MBBs in a single course
led to higher quality presentations than would have
resulted in a course with only one MBB.

The learners also showed a noticeable change in
their presentation delivery speed, especially from
the second to the third MBB. Ten students were un-
able to finish presentations within the appropriate
time range (i.e., between 2 minutes, 51 seconds, and
3 minutes, 9 seconds) in the third MBB, double the
number in the second MBB (see Table 3). A possible
cause for this backslide might have been inadequate
self-directed rehearsal as no in-class preparation
time was given prior to the third MBB. In short, the
students might have focused most of their prepara-
tion time on content at the expense of the pacing of
their delivery.

| 2
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Furthermore, the study found that nodding
increased among learners when listening to other
presentations, perhaps because of being online. As
video monitors restrict the visual field, thus making
it more difficult to see others’ body language online
than in person, the audience may have needed to
rely more heavily on nodding to demonstrate that
they were listening.

Lastly, there was a significant change in learner
satisfaction, increasing from Time 1 to Time 2 but
then falling to near-initial levels again at Time 3.
This reversal may be due to the lack of in-class
preparation time and feedback provided after Time
2 as opposed to Time 1 (see Table 3).

Overall, the students reported a positive impres-
sion of MBBs as fun and meaningful. MBBs ap-
peared to provide them with opportunities not only
to interact with other students but also to prepare
good speeches and to learn how to make good
presentations, all of which may have contributed to
their recognition of MBBs’ enjoyability and learn-
ing potential. Additionally, many students signaled
the role of MBBs in spurring their interest in other
books and actually starting to read them. Thus, hav-
ing multiple MBBs in a single course led students
to read books they might not have in a course with
only one MBB, especially since they were required
to present on a different book for each MBB but
allowed to use ones previously introduced by their
classmates. Consistent with the findings of previ-
ous studies (Fujii, 2018, 2020; Kondo et al., 2015;
Taniguchi, 2013), MBBs also appear to have helped
learners improve their presentation skills, composi-
tion structure, and speaking confidence. Moreover,
holding multiple MBBs in a single ER course stands
to enhance these benefits by creating a virtuous
cycle among learners: They read extensively, pres-
ent a chosen book in MBB, obtain information and
opinions about other interesting books from their
classmates, and extensively read new books for
another MBB.

In contrast to the benefits of MBBs, participants
also experienced some difficulties in sustaining
their efforts, most notably preparing scripts and
presenting, perhaps because of the additional time
requirement beyond their already substantial read-
ing load. Two suggestions for easing this burden
would be to allow sufficient preparation time and
provide adequate feedback. Teacher feedback can
help learners correct their script errors, and video
recordings of earlier MBBs may serve as models of
engaging presentations. Practicing with a one-min-
ute talk activity and using a preparation sheet might
also be beneficial.

Interesting to note is that relatively few students
expressed appreciation of any of the activities or
materials provided in Japanese (L1 Bibliobattle,
Champion Video, and Peer Feedback). This finding
may be explained by their purpose having been per-
ceived as to introduce the students to the concept
and rules of MBBs rather than to prepare them
for their presentations. Although they indicated
closely cooperating in pair activities (see Figure 1),
the students also reported generally perceiving peer
feedback as unhelpful, implying a possible need for
additional instructor intervention.

These findings suggest several implications for
an ER course. First, MBBs have the potential to
accelerate learners’ reading progress by introducing
them to interesting new books while also serving
as a social platform for enjoyably sharing their own
current favorites. Second, they may contribute to
a well-balanced language course by linking the re-
ceptive skill of reading to productive activities such
as presenting a favorite book. Furthermore, MBBs
should be implemented at least twice to allow
students to benefit from presentation practice and
boost their confidence. Subsequent presentations
are likely to include more engaging introductions,
questions, and background information to attract
and hold the audience’s attention.

It must also be noted that this study had a num-
ber of limitations. First, the book presentations may
have been less expressive because they were held
online and because script preparation was allowed.
As such, future studies should replicate the process
in face-to-face settings without scripts. Second, this
study used only self-reported data; future studies
should also include other means of data collection,
such as transcriptions of actual presentations, to
corroborate the findings. Third, the limited prepa-
ration time may have compromised the learners’
book selections. Being required to choose a book
even if they could not find an interesting one
may have adversely affected their enthusiasm for
presenting. Finally, the learners were shown the
overall survey results after the first MBB as a means
of prompting reflection and perhaps shaping their
attitude toward future presentations. However, this
measure could also have influenced the subsequent
results as they may have been conscious of what
would be asked.

Conclusion

This study explored the effectiveness of conducting
multiple MBBs over the duration of an eight-week
ER course. The results showed that multiple MBBs
impacted students’ perceptions of their own presen-
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tation content, presentation manners, listening man-
ners, and satisfaction. They also showed that learners
found MBBs fun and meaningful and started to
become interested in reading other books. However,
they equally suggested that to optimize the learner
experience, care must be taken to allow sufficient
preparation time and provide adequate learner feed-
back. Hopefully, this study will lead more instruc-
tors to implement MBBs in their ER courses, more
students to enjoy reading and presenting books, and
more researchers to analyze its impact.
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Appendix A

Survey A?
(Administered three times, once after each MBB)

For items 1-14, please indicate the degree (1 to 5) to
which you endorse each statement as follows®:

1. strongly 2. disagree

disagree

4. agree

3. neutral 5. strongly agree

Presentation Content

1. My introduction attracted audiences.
2. 1presented the story well.

3. The presentation structure was clear.
4

The presentation included my opinions or
ideas.

5. lasked questions or conveyed background
knowledge.

Presentation Manner

6. 1used simple vocabulary or expressions.
7. The pace of my speech was appropriate.
8. Each sentence was short and simple.

9. 1kept talking without any breaks.

10. 1kept watching the audience.

Listening Manner

11. 1kept watching the presenter.

12. Ikept nodding during the presentation.
13. 1asked relevant questions.

Self-Satisfaction
14. 1was satisfied with my presentation.

Presentation Timing

15. Did you finish your presentation within 10 sec-
onds of the required time? (Choose one.)

a. Yes.
b. No, more than 10 seconds later.
c.  No, more than 10 seconds earlier.

“Translated by the author from the original
Japanese.
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Appendix B
Survey B2
(Administered once, after the final MBB)

For items 1-4, please indicate the degree (1 to 5) to
which you endorse each statement as follows®:

1. strongly
disagree

2. disagree 4. agree

3. neutral 5. strongly agree

Overall Perceptions
1. The Mini-Bibliobattles were fun.

2. The Mini-Bibliobattles were meaningful for
learning English.

3. 1became interested in books introduced by
other students.

4. Mini-Bibliobattles led me to read more books in
Extensive Reading.

Reading of Books Presented by Classmates

5. How many of the books presented by your
classmates did you read? (Choose one.)

b. three or four c. one or two

a. five or more
d. none

Class Activities and Materials

6. What helped you prepare a better presentation?
(Choose all that apply.)

a. one-minute talks on favorite book
one-minute talks on daily life
preparation sheets

classmates’ champion videos
Bibliobattle champion video in Japanese
Bibliobattle in Japanese

partner advice or comments

teacher feedback after 1st and 2nd
Mini-Bibliobattles

F@ oo a0 o

Benefits and Difficulties

7. What did you learn or gain throughout
Mini-Bibliobattles?

8.  What difficulties did you face in Mini-Bibliobat-
tles?

‘Translated by the author from the original Japa-
nese.
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Welcome to the 2023 July/August edition of TLT Inter-
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fantastic interviews. The first is with Kensaku Yoshi-
da, Professor Emeritus at Sophia University. Professor
Yoshida was the Director of the Center for Language
Education and Research, the former Director of the
Sophia Linguistics Institute for International Communi-
cation, and the former Dean of the Faculty of Foreign
Studies. Since his retirement in 2021, he has been the
Honorary President of the Eiken Foundation of Japan.
Professor Yoshida has worked on several national level
government committees, such as the Planning Com-
mittee to Implement 4-Skills Tests at the National Cen-
ter for University Entrance Examinations, and on the
Foreign Language Committee of the Central Council
of Education. Professor Yoshida was also Chairperson
of the Committee of Specialists on Revision of English
Education, which was responsible for creating the new
2020 Elementary School English Course of Study. Pro-
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fessor Yoshida was interviewed by Peter Ferguson, an
associate professor in the Faculty of Economics at Kind-
ai University. Dr. Ferguson has earned a PhD from Tem-
ple University and wrote his dissertation on language
policy interpretation and implementation in Japanese
elementary schools. His research interests include ed-
ucational linguistics, language policies, EFL for young
learners, and language teacher development. So, with-
out further ado, to our first interview!

An Interview With Kensaku
Yoshida

Peter Ferguson
Kindai University
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Peter Ferguson:  was really happy when I saw that
you would be speaking at the JALT Conference and
talking about the Course of Study because I think
many people might not be familiar with that docu-
ment. Could you please explain what is the Course of
Study and why it’s such an important document?

Kensaku Yoshida: To begin with, the Course of Study
is a legal document, and it is passed in the Diet.
What that basically means is that all schools, which
are recognized by the Ministry of Education, have
to follow the Course of Study. There’s a difference
between public schools and private schools who
have more freedom in how to implement it, but the
basic principles have to be acknowledged and fol-
lowed. So, it’s an important document, not only for
English, but in all subjects. There are certain things
that relate to kindergarten, but it’s basically from
elementary school to senior high school. There’s no
Course of Study for university. So, you have to know
the Course of Study if you want to teach in those
grades or if you're interested in education in Japan.

I understand you were involved with the recent Course
of Study that just came into effect around 2020. Could
you please tell us your role and how the Course of
Study is created?

Well, the Course of Study is revised every 10 years
or so. About five years before the revisions actually
happen and the document is released, a committee
of specialists is convened by the Ministry of Edu-
cation. I was asked to lead the discussion on the
revision of English education. I was the head of the
English division, and I was also the representative
of the English teaching section in the more general
committee, which included representatives from all
the different subjects. This is the Central Council
for Education (W REEH# i chuo kyoiku shin-
gikai), which includes all the different subjects. 1
headed the first English education revision commit-
tee, and we had a lot of discussions with opinions
flying all over the place.

Were these discussions about what direction English
education should be going?

That’s right. What were the problems with the
Course of Study at that time and how should we
change it? And everybody had their own opinion
about it. There were a lot of heated debates. Then
in our second meeting, we focused more on the
basic principles of how the new curriculum should
be developed. And again, we had a lot of heated
discussions. But, it was during these two periods
that we decided what should be the basic principles
of how English education should be conducted.
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What were those principles?

Well, we decided to move away from the earlier
structural syllabus, which determines the elements
that have to be taught at different grades, and those
principles were based on the difficulty of structure.
For example, we start with the present tense, then
the present progressive. Then from the second

year, you get to the past tense, in the third year you
learn the present perfect, and so forth. This meant
each grade was divided based on the difficulty of
grammatical structures, and this was true for many
years. But about one or two Course of Studies
earlier, things began to change, and people started
to question this and ask, “Is it really important to
subdivide these structures into different grades?”
Even in the first year of junior high school, students
want to talk about the past, but if you say, “You can’t
talk about the past until you're in second year,” well
that doesn’t make much sense. So, what happened
is they changed it to a system where they said these
are the structures that should be taught in the three
years of junior high school. Where you taught them
depended upon the writers of the textbooks and the
publishing companies, but this was still based on
grammar structure.

And the recent Course of Study is different?

We said, “let’s get away from this idea of structure
being the most important thing in English.” Gram-
mar structure is something that is very important,
definitely, but it’s something that helps people to
communicate in the language—to use the language.
What’s more important is communicative ability.
What kind of criteria do we need to actually get the
students to use the language? And so, we had many
discussions about that and adopted the so-called
Common European Framework of Reference for
Languages (CEFR). CEFR refers to what you can

do at certain levels of English proficiency. We felt
that would be a lot more appropriate for getting
the students to communicate in English. So, we
changed the curriculum from being structure-based
to being communication-based using the Can-Do
Statements. Now, how objectively were these Can-
Do Statements tested? 1 can’t say for sure, but we
know they were tested at different levels ranging
from junior high to senior high school. Then what
they came up with were the Japanese versions of the
CEEFR criteria. Whereas the original CEFR had only
Al, A2, B1, B2, C1 and C2 levels, it was found that in
Japan you had to make subdivisions, such as Al-1,
Al-2, A2-1, A2-2, and so forth. And, the Japanese
version was subdivided even further to make sure
that the can-do statements would fit the different
grades in a more appropriate manner.
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And was that done for the students’ benefit or for the
teachers benefit? Perhaps both?

Both. The teachers had to know what to teach,

and they had to stipulate what they expected the
students to be able to do at the end of the first year.
As 1 said before, up to that time, it had been what do
the students know at the end of the first year, but
now it is what can the students do in English at the
end of the first year. So, these Can-Do Statements
underwent some changes from the original Euro-
pean Framework. That was obvious because they
should change depending upon the environment.
We adopted CEFR not 100%, but we relied on it
when creating the new Course of Study.

This sounds like a very difficult and challenging job.
How long did it take from start to finish? You men-
tioned before that the group first met several years
earlier.

Let me think, we started in late 2013, or early 2014,
and went all the way until the end of 2018. The
elementary school Course of Study was released at
the end of 2018 and later the junior and senior high
school Course of Study in 2019, so that is about 5
years, | guess.

How many people were involved in creating the new
Course of Study at the national level?

The discussion group at the beginning consisted of
about 20 to 25 people. There were a lot of people.
There were also people from testing companies
because we had to deal, to a certain extent, with

the entrance examinations. We were creating the
contents from which the new entrance exams were
supposed to be constructed. So, there were people
from different test developing companies involved as
well. After those discussions, we then broke up into
smaller working groups. 1 was in charge of elementa-
ry school-English, and another person was in charge
of junior high school and another person for high
school-English. These groups were made from about
12 or 13 people each. 1t included actual teachers from
schools, such as elementary school teachers and the
curriculum specialists from the boards of education.
These people were not part of the original discussion
groups. But when we broke up into these working
groups to start writing the Course of Study, these
people were called on because they actually knew
what was happening in the classrooms.

There have always been conversations among research-
ers and English teachers about the entrance examina-
tion system and how that might have a negative effect
on how English teachers conduct their lessons. Do you
think the entrance exams for English need to change?
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I think there have been some changes that have
already been implemented. One major setback

was that MEXT was bent on including writing

and speaking in the common university entrance
examinations for high school students that is
administered by the National Center for University
Entrance Examinations, and this was supposed to
happen in 2020. It didn’t happen. Two weeks before
the announcement, the Minister said, “No.” And
the main problem was because the National Center
does not have the resources and the personnel to
develop productive skills tests, especially speaking
tests, which are extremely difficult to develop.

/L STIDILYV J

And to evaluate?

To evaluate and administer. The main idea that
was followed from the earlier stages was to get the
help of private testing organizations, like EIKEN,
TOEFL, TOEIC, GTEC, and Cambridge, to use
these tests, which had the four skills, as a measure
for assessing speaking and writing. But of course,
once you get into that area, then a lot of opposition
comes in saying, “Why these private companies?
They're there to make money. And it’s too expen-
sive. How are the students going to pay for this?” 1
mean TOEFL is very expensive. IELTS is expensive.
It’s not that expensive to take EIKEN and GTEC,
and they can be administered nation-wide. But still,
if we take the college entrance exams administered
by the National Testing Center, all the national
universities and many of the private universities
provide the venues for the administration of these
tests, and that amounts to over 800. Now, it is very
difficult for the private companies to come up with
this number of venues, ranging from Okinawa all
the way up to Hokkaido, where the students can
take these tests on an equal and fair level.

That’s what always amazed me about this topic. If stu-
dents are required to take some sort of speaking com-
ponent for the entrance exam, how do you get raters so
that they are doing everything equal for thousands and
thousands of students? A tremendous logistical task
and extremely expensive.

L SNDO4 1Ivr J\

Yes expensive, but at least these private companies
had already prepared for it. For example, EIKEN
had hundreds of venues ready, and they had trained
hundreds, maybe even more than a thousand raters.
They were prepared and spent a lot of money.
GTEC spent a lot of money. TOEFL didn’t spend
that much money. They just said, “If you want to
take TOEFL, just come to us.” And TOEIC basically
said they couldn’t do it and they left. The private
companies were trying their best to accommodate
the students’ needs that were presented by MEXT,
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but still there were problems. Obviously, are the
results of these tests really equal? That was another
very critical argument that people came up with.
We tried to make sure that each test was correlated
with the CEFR criteria to make sure which score
related to which level of the CEFR. We didn’t do

it, but the companies did it themselves, and we
trusted the companies. And I was in charge of this. 1
was at the top as far as the development of English
tests were concerned. And when it went down the
drain... Wow! So, no more speaking and writing.

Do you think it will come back?

I think that what will happen is that each individual
university, as part of their admissions policy, will
use the tests because they want students who are
able to use English for communicative purposes,

to use English for academic purposes because they
have affiliations with foreign universities overseas.
Maybe they have a lot foreign students coming to
their campuses, and they’re sending their students
abroad. The assumption was that these schools
would adopt these private tests as part of their
admissions policy anyway. Naturally, there will be
schools that'll say, “Ours is basically domestic, so
we really don’t need that kind of test.” For these
schools, maybe reading is important, but speaking is
not that important. For those schools, the National
Center for University Entrance Examinations has
come up with a very good reading and listening
test. It’s all based on the CEFR criteria and the new
senior high school English curriculum that we
created. The content of the test is quite commu-
nicative. They’re no longer just testing knowledge
of grammar or knowledge of vocabulary. Now, it’s
all embedded within the context in order to see if
the students really understand the structure and
the vocabulary included in the text. And in order
to answer the questions correctly, they have to
know the grammar and structures. That’s how the
test has changed. Before, in the older university
entrance examinations, there were questions that
people called “indirect speaking questions” which
were simply questions testing knowledge of pro-
nunciation. And fill-in-the-blank questions, which
was supposed to test writing. Now, that’s all gone
because those questions weren't really testing these
abilities. But the listening and reading sections have
been developed very well, so as long as these two
areas are there, those basic abilities can be guaran-
teed.

Do you feel there will be a positive washback or a posi-
tive effect that will compel high school English teachers
to change the way they’re conducting their lessons?
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I think it’s already happening, but one of the major
effects has been with the jukus or cram schools.
These teachers, who are on their own, have been
teaching their students to cope with the past en-
trance examinations—basically the old system. But,
the system has changed, and the tests have changed.
Now they don’t know what to do. They can’t teach
the students how to cope and to understand the
new test problems, so, the juku teachers are com-
plaining.

Because they prefer the old style of grammar-translation?

That’s right. As far as the schools are concerned,
they’re organizations so if the principal says, “We
have to adapt to this ,new system,” then they will.
But the individual juku teachers are having a dif-
ficult, time. But even there—in the jukus—I think
things are changing.

In your plenary talk, you brought up many interesting
points, but one thing that jumped out to me was you
quoted some data from a survey conducted by MEXT.
It had teachers ranking what they thought was import-
ant as they conducted English lessons. And even though
75% of teachers believed teaching in English was im-
portant, that was ranked seventh behind other factors
that focused on students. So, what are your views on
the policy of having teachers teaching in English?

1 think the major change that is being implemented
is not that it is simply using the language, which

is of course important, but what to do with that
language; what to talk about; what to write about;
what to read. In other words, the content. The con-
tent is now a lot more important. I've been looking
at the content and topics in the new textbooks.
Many of these textbooks now include the SDGs,
and there are topics and discussions about them.
These points are in the textbooks, but how the
teachers are including them in their lessons is a dif-
ferent problem. But still, the materials are changing
quite a lot. It’s a lot more global in perspective, and
I think a lot more international. And, if the teachers
are really aware of the kinds of changes that MEXT
is trying to implement, then they should be able

to understand why these topics are being included
and what they should be doing about it. So, it’s not
simply conducting a class in English. That could be
done by conducting 45 minutes of pattern practice.
That’s not going to bring about any positive effects.
So, what do we do? Well, we talk about it. And as we
saw from the questionnaire, the students are inter-
ested in these topics. That’s why the students want
to use English. That’s the main impetus for teachers
to really conduct classes using English: to try to
meet the needs and the interests of the students.

7
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I remember about 20 years ago when I was teaching at
the public elementary schools and English education was
just starting up there. I was at one of the MEXT-desig-
nated pilot schools, and at that time, one of the direc-
tives from MEXT was something like kodomo no kyomi
kanshin o soncho suru (T-E®H DB - B VA4 E 9 %)
meaning respect the students’ interests and incorporate
that in our lessons and materials that we were develop-
ing. 1 think it’s great this is finally going beyond elemen-
tary school and made its way into the junior and senior
high school curriculum taking into account what the
students want to do with the language.

I think that came about because we changed the
basic principles from the structural-based syllabus
to a more communicative one. Because when we
had structure as the basic goal, then people would
be teaching structure. Teaching grammar and per-
fection in grammar was the one thing the teachers
were interested in. But, once you start focusing

on communication, then the teachers are going to
say, “Communicate what? What do you mean by
communicating?” Simply greeting each other, is
that communication? Now that’s not going to last
45 minutes, so, what are we going to do about that?
Changing the basic principles has had a lot to do
with the fact that the teachers now have to admit
that they have to teach something that might be of
interest to the students.

One interesting change for elementary and junior high
school English is there are now more presentations
being done. The new Course of Study explicitly intro-
duced this point, and you mentioned in your talk how
speaking is now divided into conversation and presen-
tations. Students are talking more, and I think this is
one positive change.

Yes, 1 think its increasing. It’s definitely increasing.

But for elementary school teachers, who are new to
teaching English, many have told me that they pre-
fer doing presentations because it’s easier for them
to evaluate. Evaluating conversations is very hard.

Yes, elementary school teachers are having prob-
lems speaking English themselves in class, so it’s
very difficult for them to do that, but that is because
they're focusing too much on the structure, the vo-
cabulary and whether or not they’re saying it correct-
ly or not. But, once they start to focus on whether
they can communicate with their students and talk
to them and exchange ideas and so forth, then things
begin to change.

When teachers—at any level—teach students phras-
es like: “I don’t understand. Can you say that again?
Could you please repeat that?” then communication
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can happen more in classrooms. If students can use
these phrases and teachers can evaluate this skill is very
important. Not evaluating what was said, but how the
students are communicating.

J

1 talk about this a lot in my lectures when 1 meet
with teachers. 1 think there’s a lot being done on
teachers commenting on what the students are
saying: “Oh, that’s interesting. Very good.” And stu-
dents themselves commenting on each other’s pre-
sentations and saying simple things like, “I love it,”
or “Me, too,” or whatever. But, there is very little of
what we call negotiation of meaning in classrooms
concerning what you were talking about—things
like, “Do you understand what I mean?” or “What
do you mean by that?” These types of expressions
that are needed for negotiation of meaning are still
lacking. It’s assumed that whenever somebody says
something, everybody else will understand it, and
that’s why they comment on it. But if they don’t
understand, what are they going to do? That part is
not really emphasized as much, but it is becoming
more frequently emphasized at the higher levels,
like in senior high school and even junior high
school, but not really at the elementary school level.
Elementary school basically has expressions like: 1
like, “1 love it,” Good,” and “Wonderful.”

SATOILYV

J.

That’s true. Elementary school is great because the
students don’t have any inhibitions at all. It’s really

a wonderful age group. Do you think introducing
foreign language education in the elementary schools
and starting English earlier in Grade 3 is something
positive?

I think it’s very positive. And probably because they
have a lot more ALTs (Assistant Language Teachers)
now. The Japanese teachers are beginning to use
English to teach the kids. The children are encour-
aged to use more English and to play with English
in a sense—have fun with English. 1 think this is
providing a very positive influence on the students
to be more outgoing with English. Taking a more
positive role and communicating with people.

L SNDO4 1Ivr J\

Some people say one problem with foreign language
education in Japan is that it only focuses on English
and doesn't include other languages. Japan is diversify-
ing and more people emigrate to Japan speaking other
languages, such as Portuguese, Spanish, Vietnamese,
plus Korean and Chinese. So, how do policymakers bal-
ance encouraging people to learn languages other than
English while also trying to improve English education?

When the Course of Study was created after the
Second World War, it wasn’t just English; other for-
eign languages were included. For quite a long time,
until about the 1990s, the curriculum and the actual
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syllabus was introduced not just for English, but in
a very similar way for French and German as well.

Each language had their own Course of Study then?

Yes, there was a German syllabus, a French syllabus,
and an English syllabus, and they were basically well
matched. The problem was, beyond that stage, peo-
ple started to say that French and German aren’t the
only other foreign languages. “What are we going to
do about Korean, Chinese, Spanish, and all these oth-
er languages?” Well, we can’t create a syllabus for all
the languages. So, what happened was they created
the syllabus and curriculum for English and said the
same principles apply to any other foreign language
to be taught. The problem was they did not specify
what languages, which suggested that these other
languages were not that important to many peo-

ple. That wasn't the original idea, but that was the
unintentional message that was sent because none of
these other languages were given space in the Course
of Study with their own syllabi, and that is going on
today. But at least at the present time, I think, if |
remember correctly, there are over 100 senior high
schools, where languages other than English are be-
ing taught. However, the percentage of Japanese high
school students who are learning a language other
than English is about 1.5%. In Korea, I think that
number is 30%, which means that there are languag-
es other than English being taught, but there are very
few people in Japan learning them. Another reason
why is there aren’t any teachers. In other words, if
you take a look at the curriculum at the universities,
where they conduct pre-service teacher training pro-
grams, almost all universities have English teacher
license programs. Many, but not all, have French

and German, and now there are a few with Chinese.
There are very few with Spanish, and very few with
Korean, although Korean and Chinese are major
languages as far as Japan is concerned. This means
there are very few teachers being trained, so, what is
happening in many cases is that the English teachers,
who are licensed to teach English and who studied—
for example, French, Chinese, or Korean as a second
foreign language in university—are the ones who are
teaching these other languages in high schools. But,
at least they have a license to teach English, so they’re
official language teachers. Yet, they’re not necessarily
trained to teach that other language, but they learned
it themselves. So, it’s assumed that they have at least
some ability to teach the language. This is probably
true, but there’s still no official program, and there
just aren’t enough teachers.

Are there any plans for such programs in the future?
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For the past four years, MEXT has been providing
research grants for major projects, some of which
are still going on for people from universities,
boards of education, and the high schools to come
together to see what can be done with the teaching
of second languages [other than English]. The main
reason is because MEXT also wants to see how the
teaching of these foreign languages, other than En-
glish, can be included in the Course of Study. 1 have
been involved in that as well. I think they’re doing

a wonderful job, but after four years 1 don’t see any
conclusions yet. | was asked to write a short article
on that earlier this year, and | said these projects
are wonderful, they’re collecting data from the high
school students and from different teachers, and
they're trying to give us a clear picture of what’s
happening in these classrooms and lessons. But in
four years, it’s still expanding, and I can’t see the di-
rection in which it is trying to go. So, 'm afraid that
if this continues, the budget is going to be cut. But,
at least for next year’s budget, it’s still there. I was
happy to see that the Ministry still has it in their
budget proposal for next year. But for how long it’s
going to continue, 1 don’t know—if they don’t come
up with any conclusions. There has to be some
closure somewhere.

Another issue with English, or foreign language educa-
tion, is trying to get students to use and learn English
outside the classroom. What do you think MEXT, the
boards of education, and the schools can do to encour-
age students to engage with the language outside of
English class, such as reading, watching videos, listen-
ing to music, and to try to use English to communicate
outside the classroom?

1 think things are being done in that area. One is
the implementation of CLIL—content and language
integrated learning—where teachers are becoming
more aware of the need to include subject matter,
like science or other subjects, to get the students

to use English to study these other subjects. That’s
one way that changes are being implemented. The
implementation of IT and technologies in class-

es | think is another one. There are cases where
you now have very well-created software, and the
students are able to use this software for discussion
purposes. Students have tablets now, too.

Yes, elementary school students use tablets in English
class now.

Right, sometimes they’re using them in a very effi-
cient manner. But, things are beginning to change,
and I've also seen children in Japan communicating
with people from other parts of the world, espe-
cially Australia and New Zealand, where there’s not
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much time difference, making it much easier. I've
seen one school where the Japanese children were
communicating with children in Australia. This
was not part of the school curriculum, but it’s an
opportunity for them to see if they can use English.
Now, they didn’t really speak very much, but I think
they were able to understand what the children in
Australia were trying to say and at least there were
teachers, the ALT and the Japanese teacher helping
them communicate and understand. So, at least 1
think more opportunities are opening up. I think
there will be a lot more of that as we go on.

I think those type of exchange programs or opportuni-
ties are really good because when you think about it,
students are either speaking English to their classmates,
who they know, or they're speaking to an adult. But,
when we can provide opportunities for elementary
school or junior high school students to talk to kids

in New Zealand, for example, now they’re talking

to someone the same age, and that’s really big and
important for young leaners. That type of communi-
cation is very meaningful for students. You can see the
excitement on their faces.

But the only problem is, as 1 said in my talk, that
Japanese kids tend to be very quiet (laughs). So, it’s
going to take some time, but I think it’s catching on
a little bit at a time.

You had mentioned in your talk and just mentioned

it again about CLIL, and English as a medium of in-
struction—so do you think that at the university level,
rather than just teaching about English or teaching
TOEIC classes, university language programs should be
moving in that direction?

I think that at least the major universities are moving
in that direction definitely, but 'm not saying that all
universities are. There are close to 800 universities,
and so you can't say that for everyone. But at least the
top 100 or so are all moving in that direction. But,
these institutions are also teaching TOEIC and TOE-
FL as well because these kids need English in order
to find a good job or to go abroad and study. So that’s
still there, but at the same time, teaching content

in English is something that has become a lot more
popular now. And, I think it’s not only at the univer-
sities where the teaching of content is being done.
I've seen a lot of content lessons at the high school
level and some at the junior high school as well, and
as | introduced in my talk, a lot of things are being
tried out in elementary schools, too.

Yes, I've seen science classes and cooking classes. They
have the faculties. The home economics’ room is right
there, so let’s go do a cooking class. The kids can learn
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English while doing: wash, cut, turn over, how do you
say, “kogete iru ($£\FTW%)™? Oh, that’s burnt. It’s a lot
of fun for the students.

Exactly. As I mentioned in my talk, experiential
learning is very important. And communicating—
kids learning to communicate and trying to com-
municate in English—is very important.

Regarding English education and foreign language
education, what do you think needs to be done in the
future or what still needs to be addressed until the next
Course of Study?

The most immediate need that we have is to get the
teachers to understand what we did and what were
the changes. There’s still very little knowledge and
understanding of the actual changes and the actual
meaning of the changes that were implemented in
the new Course of Study, and that’s one major thing
that we've tried to do. And hopefully, if we can do

this in the next four or five years, before the start of
the discussions for the next curriculum begin, then 1
think we’ll be moving in the right direction. If nothing
happens within these four or five years, it’s going to

be very difficult to see how the next curriculum in the
Course of Study is going to change because people are
going to be looking at the data. MEXT comes up with
data every year from the English Language Education
Implementation Survey (3EHH EFERTLFIA [eigo
kyoiku jisshi jokyo chosa]) about how well the new
Course of Study is being implemented by the schools.
This comes out annually, so every year we see data,
percentages, and numbers. If those [numbers] don’t
change, then it means we're not going anywhere. So,
how are we going to make these changes and what

do these numbers mean? That’s another thing. Most
teachers just look at it as a piece of data, but they really
don’t understand what it means. So, our job—and also
the curriculum specialists in the boards of education,
their job is to try to get the teachers to understand the
meaning of these numbers: to see where the problems
still are and to see where we are going and to find out
what is making sense, and what is not making sense to
the teachers. And then try to spread the word.

Policy oversight.

Yes, so, we can say, “let’s move in that direction.” And 1
think that’s the most important thing. We’'ve made the
basic changes. Now let’s see how we're implementing
it. We have to start somewhere and keep moving.

Thank you very much for your time. It was wonderful
to see you again.

You're welcome. It was my pleasure.
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For our second interview, we bring you a wonderful
discussion with John Creswell, the senior research sci-
entist in the Michigan Mixed Methods Program at the
University of Michigan and a professor of family medi-
cine. Dr. Creswell splits his time between Ashiya, Japan,
and Honolulu, Hawaii, where he is currently an adjunct
professor at the University of Hawaii, Manoa. He was
interviewed by Michael Holsworth. Dr. Holsworth is an
associate professor at Kyoto Sangyo University in the
Institute of General Education, where he is a coordina-
tor for the general communications program. Now, to
the second interview!

An Interview With John
Creswell

Michael Holsworth
Kyoto Sangyo University

Michael Holsworth: Thank you very much for
joining the interview today. Would you mind sharing a
little bit of your background and how you got into SLA
(Second Language Acquisition)?

John Creswell: Right, well 1 started out in the field
of education with my PhD, where 1 actually spe-
cialized in leadership studies, but while 1 was doing
my doctoral work and leadership at the Univer-
sity of lowa, | became very interested in research
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methodology within education, but especially
within educational psychology, there’s a very strong
research methodology orientation. There were
many outstanding faculty in that area, and I started
talking to them, hanging around them, and taking
courses from them, so early on I had that inter-

est. When I came to the University of Nebraska in
Lincoln, which was in 1978, 1 was asked to teach a
research methods course which was helping doctor-
al students develop dissertation proposals. That was
something that 1 thoroughly enjoyed.

At that time, and for the next decade, students
were coming into the class and wanted to do quan-
titative projects, but some wanted to do qualitative
projects, and 1 was literally going back and forth
between the two. By 1985, I was teaching a qualita-
tive research methods course. Qualitative research
was around at that time and being discussed quite
extensively as a new methodology, so 1 was kind
of a second-generation research methodologist
in qualitative research. Students in my class were
going back and forth between quantitative and
qualitative, and 1 would say, “OK, tonight we're
going to talk about doing a research question. First,
here’s how we would design it quantitatively and
then here’s how we would design it qualitatively.”
It was around that time some students said, “You
know, you should take your lecture notes and turn
them into chapters.” So, | started writing my book
called Research Design: Qualitative and Quantitative
Approaches (Creswell, 1994), and by the late 1980s,
1 had my book pretty much worked up for publica-
tion. 1 had one chapter in there called Combining
Quantitative and Qualitative Research, and at that
time, 1 felt we could go back and forth between
quantitative and qualitative, but maybe there’s some
advantage of bringing the two together.

That book came out in 1994, and it became the
best-selling book in all the Sage Research Meth-
ods series. 1 think they sold 4,000 books in that
year, which shocked me, and shocked Sage as well.
But, really what it did was it launched my research
methodology career full steam. At that time, with
that type of response, other publishers were coming
to me to write on research methods. Sage publi-
cation started mapping out new books for me to
write. For example, in 1997, 1 wrote my first qual-
itative research book. You can see the progression
here starting from education and leadership, which
are very quantitative, moving to more qualitative by
around 1985 when 1 was teaching the course, and
by the early 90s moving into more mixed methods.
Over the years, what’s happened is that I've stayed
primarily with qualitative and mixed methods re-
search. I continued to help people with quantitative
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projects, but 1 think my specialty has been qual-
itative and mixed methods. I've kind of renewed
myself time and time again.

Another career renewal for me was after working
in education and writing that research design book
that was for the social sciences. By around 1998,

1 was being encouraged to work with the Health
Science researchers, and so I linked them with the
University of Michigan and became a consultant
who worked with them extensively on Health Sci-
ence projects. My trajectory has been across differ-
ent disciplines, and I continue to work with Health
Science. I'm actually in the Department of Family
Medicine at the University of Michigan right now.
After mixed methods took off in the social sciences,
it started taking off in the Health Sciences and there
has been a trajectory across different discipline
fields as well as methodology fields.

Thank you. 1 think people reading this know where you
are coming from now. You have quite an extensive list
of publications. I would like to know if there is one that
really stands out in your mind and why?

Well, I would say there are two. If you count all

my new editions as a separate book, 1 think I'm up
to my 34th book now, so I'm continually working
on new revisions. My colleague Mike Fetters of
Michigan says, “You kick out books the way people
kick out journal articles.” 1 think two books real-

ly come to mind. One is that book called the 30
Essential Skills of the Qualitative Researcher (Creswell
& Creswell Baez, 2020). Unquestionably, that’s the
most applied book I've ever written. 1 felt there was
a need for a good introductory qualitative book, so 1
brought my research assistant into my class, and he
took notes on every question a student asked about
the content of our class session. 1 designed that
book so that there are 30 chapters, and a person
could cover two chapters in every class for a typical
15-week semester class. 1 brought in a lot of my own
research examples from my articles and my expe-
riences working on projects, so I'm proud of the
applied nature of that book.

The second one would be the concise introduc-
tion book (Creswell, 2021). That book really came
out of my work at Harvard when I was a visiting
professor in public health in the School of Medi-
cine. During my time there, they asked me to teach
a mixed methods course, and so 1 started designing
a course that would be for health science research-
ers. They didn’t have a lot of time to spend with
a big 400-page book like my other book. I started
writing out my notes and coming up with this con-
cise introduction book. That book should be read in
two to three hours by an English-speaking person.
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I really wanted to focus on the key concepts and
mixed methods research—you know, to get rid of
alot of the detail, and just pulling in what a person
really needs to do mixed methods research. I was
very interested in having a short book that could
be translated into other languages, and it has been
translated into many languages now. I'm proud
that 1 came up with a very short book that is very
inexpensive. 1 told my publisher the cost needs to
be very low. I'm proud that it is a good overview for
the beginning and international researcher because
so much of my work, especially in the last 10 to 20
years, has been reaching out to different audiences
in different countries around the world.

/L STIDILYV J

This leads into my next question based on your book
the 30 Essential Skills for Qualitative Researcher. Is
there a specific skill that you think ranks at the top?

I'm especially proud of a couple chapters. One of
them is, “How do qualitative researchers think
about their problem they’re studying?” 1 talk about
typical ways that qualitative researchers think
that’s quite different than quantitative researchers.
Another chapter has an interview guide, a sam-
ple interview guide, and 1 came up with that after
looking at hundreds of them over the years and
really trying to put into that one guide my ideal
format that a person could use. Additionally, there’s
a coding chapter where I take the reader through
the steps 1 use when 1 code the data after 1 gather
the information.

My next question is if you were to explain mixed
methods research to someone very unfamiliar with the
concept, like a junior researcher or a master’s student,
how would you explain it?

That’s a great question, and 1 have given a lot of
thought to that, and you know, the way 1 would
explain it has certainly changed, developed, maybe
improved over the years. I would explain it this
way: If you're studying a research problem, you

can study that problem quantitatively, where you
send out a questionnaire and get scores on the
questionnaire, and there are some advantages to
that approach. You can generalize to a large sample;
you can see how a lot of people respond to that
survey. On the other hand, you may decide to do a
qualitative project where you are going to interview
some people and really get their detailed perspec-
tives. That’s an advantage too, to hear people really
talk about a problem, so if you have a chance to
gather both forms of data, you will realize that
both have strengths and will give you important
information. Now, you can get more information

if you start putting the two databases together in
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what we call integration, where you can find new
insights. A simple example would be a survey, and
you get some results that you expected but some are
unexpected, unusual responses. You could follow
up qualitatively and talk to some of those partici-
pants to help understand what they meant by those
unusual responses. This is mixed methods research:
you're gathering quantitative data, you're gather-
ing qualitative data, you're coming up with results
with both. When you put the two together—having
the qualitative explain the survey—you're going to
come up with more information, and that’s really
the value. If you have a chance to collect both forms
of data and can realize the strengths of each form
of data, you can go one step further and do mixed
methods research where you're bringing the two
databases together. That’s my simple definition, and
I think that’s the value that mixed methods brings—
that ability to go beyond what you learn quantita-
tively and qualitatively, to gain additional insight

by bringing the two databases together. 1 hope that
an undergraduate or student would then say, “Oh, 1
can see what you mean.”

Let me mention one more thing. In my presen-
tation, 1 talked about mixed methods being very
intuitive. Let’s say, for example, you are standing
on a street corner and watch an accident. Then the
police come and start taking the measurements of
the cars. They come up with the quantitative data,
but by talking to people standing in the crowd, each
person is sharing their story of what happened. The
stories are important, and the police measurements
are important, but when you put the two togeth-
er you have mixed methods research. In everyday
life, we see so many examples of mixed methods
research being enacted.

What common mistake or mistakes do you see being
made by new researchers to mixed methods research?

Well, new researchers need to take the time and
learn this methodology. They need to read some
books like introductory books on mixed methods,
they need to look at mixed methods journal articles,
and they could refer to my six major steps in doing a
mixed methods project. Another thing is gathering
quantitative and qualitative data and then bringing
the two together. It’s not rocket science, and begin-
ning researchers make it all too complicated. You
know, when 1 ask them to draw a diagram of their
mixed methods design or procedure, they come up
with an elaborate design where there’s quantitative
and qualitative data flowing in all different types of
places. Really, mixed methods, at its core, is a very
simple concept. It’s gathering quantitative and qual-
itative data, bringing the two together, and then
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coming up with some insights beyond what one
would learn with just quantitative or qualitative. |
see over and over these complicated designs, and
this is when 1 take the researcher back to which one
of these three core designs really is fundamental to
what you're trying to accomplish in your project. 1
think keeping it simple and straightforward is my
best advice. If you really think about it when you
read a good journal article and it reads so quickly,
we know the writers have streamlined. They’ve
simplified the process of thinking to make it easy to
read, and it’s not overly complicated.

How would you defend mixed methods research to
someone that was criticizing it for not being robust or
purely qualitative or quantitative?

1 think I would defend it by highlighting some

of the new procedural developments that have
occurred that make it very robust and sophisticat-
ed—for example, the various integration strategies
that we talked about: the ways to integrate data; the
complex mixed methods design, which even five
years ago we weren't talking about much, and the
use of joint displays, where you can display both
databases together in one table to make meta-infer-
ences. 1 think people might criticize it because they
don’t understand some of these foundational ideas.
1 would have to say, we've gotten a little bit better. 1
feel I've gotten better about explaining and sim-
plifying mixed methods so it can be easily grasped
by someone, and a critic might be able to see the
value of it. There are people that are trained in
quantitative research, and they stay as quantitative
researchers their entire career. The same is true for
qualitative researchers; there are some qualitative
researchers that would never venture into quanti-
tative research. Mixed methods people by and large
are very creative people that want to keep the door
open to many possibilities. 1 would encourage the
critic to open up to the possibility of a new meth-
odology coming along, try to attend a workshop or
conference presentation on mixed methods, where
they can learn a little bit about some of the funda-
mentals of it.

One more question about mixed methods in general.
Where do you see mixed methods research going in the
future, or where would you like it to be going in the
future?

Actually, I've just co-authored a chapter on that top-
ic. There’s a new handbook on mixed methods re-
search design coming out from Sage Publication. It’s
a huge book with maybe 40 chapters, authors writ-
ing from different international perspectives, and 1
had the privilege of writing the final chapter with a
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couple of authors looking at the future mixed meth-
ods research. So, 1 have given some thought to that,
and 1 think that the use of computers and computer
programs and mixed methods is really coming along
and being advanced. There are software programs
now that have pulled down mixed methods menus
that you can use. You can create these joint displays
of quantitative and qualitative data using computer
features. The whole technology area is expanding.

Something that I said in my plenary that I really
think is something that’s developing momentum,
and that is that for many years mixed methods was
a standalone methodology. Now, its’ procedures are
being used in other approaches, frameworks, and
processes like an evaluation study, a participatory
action research study, a social network study, a
geographical system study, a neuroscience study, or
a cardiology study. 1t’s linking to these other fields,
disciplines, and methodologies in very interesting
ways. Of course, in my own work, I'm trying to
promote an international understanding of mixed
methods research, especially for people where En-
glish might be a second language. | am very curious,
and I'm trying to follow up on this with some of my
own my own research projects. 'm absolutely curi-
ous about how the Western style of mixed methods
research, that really started in England and Ameri-
ca, is being adapted in other countries. For example,
here in Japan, qualitative research has been slow
going. Japanese people are not willing to bare their
soul to a stranger and speak openly, so qualitative
has been slow [to catch on]. There’s an adaptation
here of how we go about doing mixed methods re-
search in Japan. That’s an area 1 really hope to get a
large cross-cultural study going looking at the adap-
tation of mixed methods in different disciplines and
cultures. That’s a fascinating area for me. After all,
I'm participating in the Japanese culture, and then
in the summer and during the spring, 'm in the
Hawaiian culture. 1 bring my Midwestern culture
into the mix, and it’s something that intrigues me
quite a bit.

I've presented mixed methods research methodol-
ogies to new audiences in many countries: Indo-
nesia, Singapore, Vietnam, China, Japan, Australia,
and New Zealand. You really start picking up how
certain parts of the presentation need to be adjusted
and made respectful of a given culture. 'm inter-
ested in how it’s being adapted, and I've organized
a global conference on mixed methods research
which was last August. 1 organized the panel where
a Japanese scholar talked about the adaptation of
mixed methods in Japan, a South American scholar
talked about the application of it in South America,
a Caribbean scholar talked about it there too. I'm
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continually trying to bring in these different voices
into the mixed methods field to respect the cultural
orientations of different cultures. Those are some of
the future directions that are at the top of my list.

I'd like to ask a few questions about your plenary
speech before we finish up. In the plenary you men-
tioned your simplified mixed methods research model
with six steps. Among those steps, where do you find
most researchers struggle?

Great question! I would say there are two parts,
and both parts are relatively new discussions in the
mixed methods field. The part on integration and
what are the various integration strategies and how
do these link to designs. Integration is now starting
to appear in the mixed methods literature as a hot
topic for discussion, especially in the last five years.
A more recent one would be the meta inferences
component where there’s been very little discussed.
I personally feel that the insight that one gains from
doing mixed methods research is what’s going to
convince a new scholar, or an international schol-
ar, to maybe try out this methodology if they can.
They may come up with some conclusions, some
interpretations and some insights, by taking their
analysis of their data a little further. A book by my
colleague at Michigan, Dr. Fetters, has a chapter on
meta-inferences. This is a very new discussion for
the mixed methods field.

Now to my final question. In the plenary, you men-
tioned the different types of design choices out there
for mixed methods. You said one of them was explan-
atory sequential and that it was a good introduction
to mixed methods research, a good design for intro-
duction that might apply for SLA researchers here in
Japan. Why do you feel that design is a good choice?

Well, I'll go back to those two authors that I men-
tioned that have done some work in applied lin-
guistics. They were making the point that the field
has tended to be quantitative, so, a new researcher
deciding on what design to use in mixed methods
might be more comfortable starting a project with
quantitative, which is an explanatory sequential
design, and then follow up qualitatively. That’s

one reason a lot of people that come over from the
quantitative arena like this design. You're starting
with a survey instrument or measurement that
exists first; it becomes the primary first focus on
the project. Another reason why that’s valuable is
it has two phases over time, so you're not trying to
collect all the data at once. 1 think that is especially
attractive to graduate students that are working on
a project over time, and they can’t gather everything
at once such as in a convergent design. Those are
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JALT PRAXIS] MY SHARE
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

Welcome to My Share, the column where TLT readers
share their useful and creative activities for the benefit
of our community!

For this summer issue of My Share, we have four sim-
ple, fun, and versatile activities that are very easy to use
as warm-up activities, or to liven things up at any time.
They're great to have on hand for the end or beginning
of a semester!

First off, Jennifer Lee’s activity gives a fun twist to vo-
cabulary review by incorporating English flashcards to
Hebi Janken. Next, My Share’s own Heather Yoder of-
fers a simple, but effective, speaking activity that uses
visual prompts to support students’ communication
about emotions. After that, Pak Man Au provides a fun
warm-up activity in which students practice non-verbal
communication using gestures. And finally, Simon Ban-
nister outlines an engaging way to practice writing and
following a procedure through drawing simple pictures.

We hope that you find the above activities useful. As
ever, if you have devised an enjoyable, useful, and orig-
inal classroom activity that our readers might benefit
from, please feel free to get in contact with us at jalt-
pubs.tlt.my.share@jalt.org. We welcome submissions
from veteran My Share writers and newbies alike and
look forward to supporting you to get your idea pub-
lished!

— Have a great summer, Lorraine

JALT2023 - Growth
Mindset in Language
Education

Tsukuba, IBARAKI
November 24~27, 2023

https://jalt.org/
conference/

Rock Paper Scissors Snake:
A Spin on a Classic Game
to Boost Literacy in Class

Jennifer Lee
Sendai City Board of Education
jennifer.lee.cm@gmail.com

Quick Guide

» Keywords: Reading, game, sight words, vocabu-
lary review

» Learner English level: Elementary to Intermediate
» Learner maturity: Elementary school and above

» Preparation time: 20 minutes

» Activity time: 15-30 minutes

» Materials: Vocabulary flashcards (at least 20 in
total), student desks

Rock Paper Scissors Snake, known as Hebi Janken
in Japanese, is a well-loved classroom game. The
game involves two teams trying to cross a long,
snaking “bridge” made with desks from opposite
ends. A team wins when their representative suc-
cessfully wins Rock Paper Scissors against the other
teams’ members and makes it across the bridge. The
easy-to-understand yet competitive nature of the
game makes it perfect for motivating students to
participate in class. By simply adding English flash-
cards, this becomes a great activity which compels
students to read aloud on their own. Give it a try!
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Preparation
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Step 1: Prepare cards of words you want students

to be familiar with. If you don’t have many cards,
you can prepare two sets of the same cards to use in
class.

Step 2: Put together desks to make a long line (see
Appendix).

Step 3: Place on the desks two rows of cards. Each
row should face opposite directions, so that you
can read one of the two rows of cards when you're
standing on opposite sides of the desks.

Procedure

Step 1: Make two teams and have each team queue
up on the opposite end and side of the line of desks.

Step 2: At the count of three, the first representative
in each team has to point to and read the card in
front of them. If they read it successfully, they can
move on to read the next card in line (See Appendix
Figure A). If they are unsure of how to read it, they
can ask their teacher, or teammates for help.

Step 3: As the team representatives read and pro-
ceed, they eventually meet each other in the line.
When they meet, they have to stop reading their
cards, and play Rock Paper Scissors (See Appendix
Figure B).

Step 4: The winner continues reading the cards,
while the loser returns to the back of their team’s
line. The next person in the loser’s line becomes
the new representative and begins reading cards
down the line of desks. When they meet, the team
representatives play Rock Paper Scissors again and
the game continues (See Appendix Figure C).

Step 5: Whoever successfully goes through all the
cards and makes it to the other side of the line wins
a point for their team.

Variations

1. For learning past tense, first play the game with
past tense cards. After the students become
familiar with past tense, change the cards to
present tense and have students point and say
the past tense of the cards as they go down the
line.

2. Asstudents have to read the flashcards in se-
quential order, this game can also be helpful for
learning the order of days of week or months,
cardinal numbers, or other words that usually
come in a set order.

Conclusion

Reading and writing practice tends to be dry. How-
ever, it doesn’t have to be this way. Given the nature
of this activity, training students to recognize and
read sight words can become a fun process. When
learning is fun, we can put language acquisition
back into the hands of our students!

Appendix

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

Feelings Cards
Heather Yoder

Kanda University of International Studies
hjyoder@yahoo.com

Quick Guide

» Keywords: Feelings, pictures

» Learner English level: High beginner to low
intermediate

» Learner maturity: High school to university
» Preparation time: 10-15 minutes

» Activity time: 10-15 minutes

» Materials: Picture cards (See Preparation)

This simple mindfulness activity guides students
in discussing their emotions as they choose pictures
that reflect their emotions and talk about it with
their classmates. It can be done as part of a unit
on learning emotions or as a warmup activity for
higher level students. This activity is a great way for
students to get to know each other better, as well
as practicing vocabulary related to emotions and
comparison.

Preparation

Step 1: Create a variety of picture cards. You can

do this by cutting pictures out of magazines or by
downloading and printing free use pictures from
the internet. Make sure to use many different pic-
tures, such as countryside, city, nature, people, con-
certs, etc. In total, the number of pictures should be
about double the number of students in your class,
so that there is a good selection to choose from.
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Procedure
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Step 1: Spread the pictures out on a table at the
front of the class.

Step 2: Put students in groups of three or four.

Step 3: Ask the students to choose a picture that
represents how they feel right now.

Step 4: After students have selected their pictures, do
a demonstration. Hold up a picture and explain how

it is related to how you feel. For example, “I chose this
picture of a concert. It represents my feelings because 1
have a lot of energy, like the people at a concert.”

Step 5: Allow time for the students to think about
how they will explain their picture. Depending on
your students, you might ask them to write what
they want to say, or just think about it silently.

Step 6: Ask students to share their pictures with
each other. This should take about 5 minutes.

Step 7: (Optional) repeat over several class periods.

Extension

For lower-level students, you might review use-
ful vocabulary before doing the activity, eliciting
words related to feelings such as “tired,” “sad,”
and “busy,” as well as comparison phrases such as
“similar to” or “like.”

This activity can easily be extended by having stu-
dents ask follow-up questions. You can brainstorm
possible follow-up questions before the activity and
write them on the board for students to reference if
they aren’t sure what to ask.

Students could also journal about their feelings
using the pictures as a guide. This could be done
after a discussion to help them develop their ideas,
or on its own.

Variation

You can use the pictures to represent other things,
such as “My ideal life” or “The perfect day.”

Conclusion

This activity is great for talking about feelings and
comparing things. It also helps students to notice
their feelings and why they feel that way. Students
may also notice through discussion with each other
that they are facing similar challenges with their
classes, parttime jobs, and daily life and be able to
encourage each other. As a result, it can help to
create good relationships amongst the students. The
activity can also be adapted or extended in a variety

of interesting ways to suit the needs of your students.

Gesturing Your Way
Pak Man Au

Ehime University
mandonau@gmail.com

Quick Guide
» Keywords: Gestures, phrases

» Learner English level: High beginner to low
intermediate

» Learner maturity: Junior high school to university
» Preparation time: 10-15 minutes

» Activity time: 10-15 minutes

» Materials: Handout (See Appendix)

This simple warm-up activity helps students to
practice one of the most common non-verbal cues
in communication, gestures. It asks students to use
gestures to describe short phrases commonly used
in English. As non-verbal communication is often
an underestimated part of conversation, this activ-
ity reinforces the importance of gestures as com-
plementary cues for verbal communication. This
activity uses existing English knowledge and gets
students moving about, speaking, and having fun
at the same time. Students in the author’s classes
enjoyed the “physical” aspect of this activity, as even
those students who were more reserved had fun not
only acting out the gestures but guessing what the
other students were doing as well!

Preparation

Step 1: Create a handout of common phrases that
go well with gestures (see Appendix).

Step 2: Prepare the classroom so that small groups
can spread around the class easily.

Procedure

Step 1: Prior to the day of the activity, distribute the
handout and have the students review it to become
familiar with the phrases. This may be done as
homework.

Step 2: Explain that students are going to act out
the phrases on the handout, using appropriate
gestures.

Step 3: Have students repeat the phrases on the
handout in unison, then ask each student to read
one phrase on their own.

Step 4: Conduct a demonstration for the class. Tell
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the students to watch what you do and raise their
hand if they know what gesture from the handout
is being done. Choose one of the phrases from the
handout and act it out. Choose a student to give the
answer.

Step 5: Put students into small groups of 3 or 4.

Step 6: Have the students choose one member of
the group to act out a phrase from the handout. As
in the teacher-conducted demonstration, the other
students will try to guess what phrase was being
acted out.

Step 7: Once a student is finished doing their ges-
ture, the other students will take turns acting out
the phrases from the handout.

Step 8: After all the groups are finished, choose sev-
eral students to come to the front of the class and
act out one of the phrases from the handout. The
other students in the class (except those in their
activity group) will guess the gestures being done.

Step 9: At the end of the activity, have students
repeat the phrases while gesturing at the same time,
for a final review.

Variation

The Language Teacher ® JALT Praxis: My Share

A variation of this activity is to have students write
their own phrases, instead of the handout made by
the teacher. This gives students a chance to be cre-
ative and to use interesting gestures appropriately
to match their chosen phrases.

Conclusion

This activity increases students’ understanding of
non-verbal communication cues that are common
in English communication by practicing using
appropriate gestures with familiar phrases. In a
variation of this activity, students can come up with
their own ideas on what gestures could be appro-
priate for other phrases they may know of. This
warm-up activity will have students in a jovial mood
before the regular class begins.

Appendix

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

Procedural Picture Drawing

Simon Bannister
Kanda University of International Studies
bannister-s@kanda.kuis.ac.jp

Quick Guide
» Keywords: Procedure, imperatives, pictures
» Learner English Level: Intermediate
» Learner Maturity: High school, university
» Preparation Time: 5 minutes
» Activity Time: T hour

» Materials: Writing document (see Appendix A),
picture templates (see Appendix B), blindfolds
(optional), drawing and writing materials

/L STIDILYV J

This activity can be used to practice impera-
tives by following a procedure, and can be used
to practice ordinal numbers, adverbs of sequence,
prepositions, and shapes. Learners will first write
a procedure on how to draw a rudimentary image
and will then read their procedure to other students
who must listen and draw the image as accurately
as possible.

Preparation

Step 1: Make copies of the writing document
(Appendix A) and the picture templates (Appendix
B) and prepare drawing and writing materials if
needed.

q

Step 2: Write an example procedure using one of
the picture templates.

Procedure

Step 1: Pre-teach the necessary vocabulary such as
shapes, prepositions, ordinal numbers and adverbs
of sequence, and pre-teach the grammar about how
to write imperative sentences.

SNOO4 1vr
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Step 2: Depending on the size and level of the class,
make small groups of learners. If their level is suffi-
cient then they can work individually.

Step 3: Provide each learner with the writing docu-
ment and one of the picture templates. Make sure
that learners cannot see any of the other groups’
templates.

Step 4: Choose one of the templates and read an
example procedure to give learners an idea of useful
language that they can use. Learners should draw
the picture in one of the boxes on their worksheet.
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Step 5: Instruct each group to collectively (or in-
dividually if proficient enough) write a procedure
for how to draw the picture on their template.
They should use imperatives, prepositions, ordinal
numbers, and adverbs of sequence (for example,
First, draw a circle; Next, draw two squares on top of
the circle). The procedures will have about seven or
eight steps.

Step 6: When each group has finished, make new
groups of learners. Organise the new groups so that
each member has a different procedure.

Step 7: Learners take turns to read their proce-
dure and the other learners must listen, follow the
instructions, and attempt to draw the picture as
accurately as possible. Learners should then guess
what they think the image is.

Variation

The Language Teacher ® JALT Praxis: My Share

A variation of the activity is to provide blindfolds
for each learner when listening and drawing the
picture which produced positive results according
to a study by Harpia et al. (2020). This will enable
learners to listen more carefully to instructions and
improve their vocabulary retention and will also
ensure that learners cannot see and copy the pic-

[RESOURCES]

Paul Raine

Email: jaltpubs.tlit.wired@jalt.org

tures drawn by other learners. The use of blindfolds
also gives the activity an extra layer of enjoyment
which often causes raucous reactions when learners
remove their blindfolds and see the drawing that
they have produced.

Conclusion

This activity provides an enjoyable way to practice
multiple language skills through writing, reading,
speaking, and listening. It is a quick and effective
activity to prepare and will last for an entire class.

Reference

Harpia, Mujahidah, & Ahdar. (2020). The implementation
of blindfold game to improve students’ vocabulary
mastery. Inspiring: English Education Journal, 3(1), 37-48.
https://doi.org/10.35905/inspiring.v3i1.1308

Appendices

The appendices are available from the online ver-
sion of this article at https://jalt-publications.org/
tlt/departments/myshare
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Enhancing the
Functionality of YouTube
and Netflix with Language
Reactor

John Syquia

increase their exposure to native materi-

als outside of the classroom using popular
streaming sites such as YouTube and Netflix. Using
these resources can be challenging, however, due to a

T eachers often recommend that students

number of factors such as the wide range of vocab-
ulary, fast speaking speed, and unfamiliar pronunci-
ation. As making the jump from textbook materials
to native materials can be quite daunting, learners
typically use a number of strategies, such as using
dictionaries, watching a video multiple times, and
viewing L1 subtitles. However, all of these strategies
can be a bit cumbersome and impede learners from
simply enjoying the materials. Fortunately, a solution
to this dilemma is Language Reactor (https://www.
languagereactor.com), a free plugin for the Google
Chrome browser. After describing how to get started
with Language Reactor, I will detail how it can help
learners to improve their listening comprehension,
vocabulary knowledge, and pronunciation.
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Getting Started

After visiting the website, users are prompted to
select, from over 50 choices, the language they are
studying and their native language. Note that this
plugin is only available for Google Chrome at this
time, and is unavailable for mobile phones, tablets,
and televisions. Although a number of resources
are shown on the left side of the homepage, this
article will primarily describe the functionality of
Language Reactor within YouTube and Netflix (see
Figure 1). After successfully installing the plugin,

a small Language Reactor icon will appear in the
upper-right corner of the browser window.

Figure 1
Language Reactor Homepage
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Listening Comprehension

Language Reactor aids listening comprehension
by simultaneously displaying subtitles in both the
L1 and L2. Additionally, a transcript in either the L1
or L2 can also be displayed on the right side of the
screen (see Figure 2).

The dual subtitle function can help teachers ac-
commodate classes of students who have different
native languages. For example, a teacher could show
an English video in class with subtitles in Japanese
and Chinese to help students understand the main
ideas. Then, the teacher shows the video again with
only English subtitles in order to have students fo-
cus on the language used in the video. This function
is also quite useful outside of the classroom, as well.
For example, say two people want to watch Squid
Game with the original Korean audio. However,
neither of them speaks Korean: one person’s native
language is English, and the other person’s native
language is Japanese. Language Reactor offers the
perfect solution to this predicament.

The Language Teacher ® JALT Praxis: TLT Wired

Figure 2
Displaying Dual Subtitles and the Transcript
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Vocabulary Knowledge

Language Reactor also contains several useful fea-
tures for increasing vocabulary knowledge. The first
of these is a pop-up dictionary. When users encoun-
ter an unknown word in the subtitles or transcript,
they simply hover over it and an L1 definition
appears. If they click on the word, the program
pronounces the word, displays example sentences,
and provides links to external dictionaries. Thus,
Language Reactor simplifies looking up unknown
words while watching videos. This is useful because
research has found that lexical knowledge is one of
the primary factors affecting listening comprehen-
sion, and estimates of necessary lexical coverage
(i.e., percentage of known words) range from 90%
(Giordano, 2021) to as high as 98% (Staehr, 2009).

Learners can also set their relative vocabulary
level, and the program will highlight words that
they might not know. Another useful function is
the ability to tag words in different colors, such
as marking unknown words in yellow. Finally, if
users upgrade to the Pro version (currently ¥800
per month), unknown words can be saved, added
to Language Reactor’s flashcard program, Phrase
Pump, or exported to a text file for use with anoth-
er vocabulary program such as Anki (https://apps.
ankiweb.net). Like Anki, Phrase Pump also utilizes
spaced repetition, although it is not as customiz-
able.

Pronunciation

Yet another useful feature of Language Reac-
tor is the auto-pause function where videos will
pause after each line of speech. This feature makes
it simple to practice shadowing, a pronunciation
activity where learners mimic the rhythm, intona-
tion, speed, and connected speech of natural lan-
guage samples (Lambert, 1992). Without Language
Reactor, line-by-line shadowing can be tedious
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as it requires pausing the video precisely between
speaker turns.

Limitations

As noted earlier, Language Reactor is only avail-
able for the Google Chrome browser on a PC and
users of the free version cannot save or export lists
of words they wish to study. In addition, most other
functions are in beta. Finally, it is unclear what
vocabulary list was used to create the frequency
bands.

Conclusion

Language Reactor’s enhanced functionality for
YouTube and Netflix might not be necessary for
the language classroom, but it can be particularly
useful for self-study. Considering that students are
familiar with YouTube and that many have Netflix
accounts, the burden of having students adopt a
new study method is greatly reduced. However, it is
not readily apparent how to use Language Reactor,
so teachers who wish to introduce the program to
their students should spend a few minutes of class
time showing its functions and settings. If teachers
empower their students to self-study using resourc-
es such as Language Reactor, learners are more
likely to make the leap from textbook to native ma-
terials, and therefore reap the benefits of increased
exposure to the target language.
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Navigating the World
of Big Tech’s Teacher
Education Certification
Programmes: A
Comparison of Apple,
Google, and Microsoft’s
Offerings

Chris Hastings

Aichi Prefectural University

worldwide information and communication

technology (ICT) learning. Studies (e.g., Tejero,
2022) have shown that emergency online classes
revealed a gap between teacher and student ICT
literacy; however, the acquired ICT knowledge is
currently used in face-to-face or hybrid learning en-
vironments. Additionally, other studies (Cendana &
Winardi, 2021; Hassani, 2021) have revealed that due
to the pandemic, language teachers have had to adapt
to new methods of home-based online professional
development and that language teacher education
programmes need to consider more deeply the need
for technology inclusion, development, and promo-
tion in their curricula.

T he COVID-19 pandemic significantly impacted

Considering these two points, it is an opportune
time to revisit the various technology companies’
teacher education offerings and accreditation
programmes (Milliner, 2016). This article will
compare the teacher education programmes offered
by Apple, Google, and Microsoft, introduce the
experience of a teacher who completed an advanced
innovator programme, and finally give recommen-
dations about choosing programmes and promoting
one’s qualifications to potential employers.

The Big Three

Apple, Google, and Microsoft all provide teacher
education certification programmes that aim to
provide educators with the knowledge and skills
to effectively integrate the respective companies’
technologies (both hardware and software) into
their teaching practices in pedagogically appropri-
ate ways. Each programme offers online, self-paced
courses teachers can take to earn certifications and

badges.
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Apple Teacher

The Apple programme emphasises the ability to
creatively use Apple products, such as iPads and
Macs. To gain Apple’s primary certification of Apple
Teacher, visit the Apple Education Community
(https://education.apple.com) and register using an
active Apple ID. After doing this, you will be able to
access the learning resources. First, choose a track
(you can complete both if you wish), iPad or Mac
(see Figure 1), and then complete eight badges: iPad
or Mac, Pages, Keynote, Numbers, iMovie, Garage-
Band, Productivity, and Creativity. Apple estimates
it will take about two hours per badge. You must
score at least 80% to gain certification.

Figure 1l
Choose the iPad or Mac Path

\";\ iPad Mac

Learn new skills.

Explore resources to learn about apps like
Keynote, GarageBand, and iMovie. And discover
ways to increase productivity and creativity
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using built-in product features.
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Figure 2
Google Levels of Certification
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You can access these learning materials through
the Google for Education website (https://edu.
google.com), but you will need a Google account to
track your progress and ultimately get a certificate.
The primary certification has two levels (see Figure
2), and, of the three companies’ programmes, it
is the most rigorous. Level 1 takes roughly twelve
hours, and level 2 about ten hours. After completing
the training, there is a three-hour online assessment
for each level where you must turn on your web-
cam. There is also a $10 fee for the level 1 exam and
a $25 fee for the level 2 exam. For the training and
assessment, rather than multiple-choice questions,
you will be required to practically demonstrate
your knowledge of Google products, such as Gmail,
Google Classroom, and YouTube, by responding
to scenarios likely to arise in a classroom. Each
certification also requires you to requalify every
three years. The strength of the Google programme
is that it will help teachers train learners to work
collaboratively using various Google products.

Microsoft Innovative Educator

Microsoft has three primary programmes (see
Figure 3), which you can access from the Microsoft
Educator programme page (https://learn.microsoft.
com/en-us/training/educator-center/programs/
microsoft-educator). You will need a personal or
organisational Microsoft account to log in and
access the learning materials. The initial Microsoft
Educator badge comprises six modules and will take
approximately five and a half hours to complete. The
modules include the best strategies to use in hybrid,
remote, inclusive, and blended learning environ-
ments, and for increasing accessibility, using Teams,
doing flipped instruction with PowerPoint Recorder,
and using OneNote. Each module comprises videos
and text, with a final multiple-choice quiz at the end.
One of the advantages of choosing Microsoft is that
their programmes have existed in some form since
the early 2000s, and they adequately prepare teach-
ers to deliver hybrid and online learning.

Figure 3
Microsoft’s Educator Programmes
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Choosing a Programme

When choosing a potential programme, there
are several factors to consider: your institution’s
infrastructure, your workflow preferences, your
pedagogical views, and how much time and money
you are willing to invest.
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With the advent of the GIGA School Program,
more investment is now being made into school
and university infrastructures (MEXT, 2020). Cur-
rently, Microsoft has the largest share of the market
in Japan (Ishizaki, 2021). Few schools or universi-
ties have branded themselves as official Microsoft,
Google, or Apple schools, but it should be evident if
your employer has. It is more likely that your school
simply has access to a company’s suite of tools. To
maximise your investment, you should research
which company’s tools your institution (or an in-
stitution you seek employment at) uses and choose
accordingly.

Advanced Programmes

In addition to the entry-level programmes, each
company also provides trainer and innovator
courses. The innovator courses typically require you
to develop and showcase a teaching project using
one of the three companies’ products. If you are
someone who relishes a challenge and wishes to be
seen as a change agent, you may wish to consider
applying for one of these programmes. Here is a
quote from a teacher (Anonymous, May 4, 2023)
who completed the Apple Distinguished Educator
(ADE) programme:

I applied for the ADE programme because it
sounded perfectly tailored to me and my inter-
ests at the time (around 2012): 1 was fairly fluent
in Apple technology and I was an educator. I was
also excited about the hardware and software
that was being released at the time: iPads and
iBooks Author. The best part of the programme
was meeting the talented educators from around
the world who are using the technology, and not
only Apple’s, in interesting ways. 1 would recom-
mend it to people who currently work in an Ap-
ple environment and are looking for new ideas
and expanding their professional network.

As you can see, the opportunities for networking
and collaborating with accomplished educators
from around the world make taking one of the
various innovator courses (see Figure 4) an at-
tractive proposition. Additionally, here is another
quote from a teacher (Anonymous, May 4, 2023)
who completed the Microsoft Innovative Educator
Expert programme:

linitially enrolled in the MIE Expert programme
having done a lot of the Microsoft Learn courses
when we were teaching online during the pan-
demic. 1 found the courses really helpful and
engaging, and my digital skills have improved
immensely. The MIE Expert programme had
the extra motivation of being part of a com-
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munity, although I have not involved myself in
this much yet due to other time commitments.
As a language acquisition teacher, 1 have found
tools such as Immersive Reader, Read Aloud and
Dictate particularly helpful, as well as integrat-
ing Flip into my teaching. Having followed the
courses, these tools are now part of my everyday
practice and the feedback from students is very
positive.

This comment illustrates well the earlier point
about Microsoft’s strength in providing training for
hybrid teaching and also the teacher found value in
the motivation it gave them and the positive feed-
back from their students.

Figure 4
Certifications for School Leaders
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Conclusion and Recommendations

In conclusion, by completing these certification
programmes, teachers can better apply technology to
their teaching and share this knowledge with their
learners and colleagues. Furthermore, these certifica-
tions on a resume can help to distinguish candidates
and demonstrate their commitment to professional
development. The Japanese government has recently
started to seriously invest in ICT development in
schools for teachers and learners (MEXT, 2020), so it
is a great time to explore the various companies’ of-
ferings and how they might benefit you professional-
ly. Finally, be aware that prospective hiring commit-
tees may not be aware of the precise nature of these
certifications. When listing certifications on your
resume, | recommend briefly explaining what you are
trained to do. Also, when interviewing, rather than
simply mentioning your certification, show aware-
ness of the institution’s ICT infrastructure (e.g., their
iPad programme or student Microsoft 365 accounts)
and say precisely how your certificate will allow you
to contribute to online, hybrid, and in-class learning
using technology.
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Using LoiLoNote for
Improving Lesson Flow
and Student Engagement
in Elementary English
Lessons

Andrew Lankshear

tures of LoiLoNote School (hereafter, Loil.o)

which 1 have found to be extremely useful in
my young learners’ classrooms. LoiLo is a cloud-
based learning platform, created in 2014, that is used
widely throughout Japan’s compulsory education
institutions. More than 2000 schools are currently
subscribed to it (LoiLo, 2023). The students within
my own private school in Koriyama, Fukushima
prefecture have each had a tablet (iPad) since 2021
and we have used Loilo since 2019. My students
are now all adept at using it and 1, too, with lots of
guidance from my teacher colleagues (and some of
the students!) have discovered how the paper-based
things 1 used to do can now be done more efficiently
on this digital platform.

T his article introduces some of the main fea-

So, what is Loil.o? It is a cloud-based desktop on
which you save information within multimedia
cards (Figure 1). The multimedia cards can store vid-
eos, website links, PDFs, audio, text, and/or images.

Martin Sedaghat & Emily MacFarlane

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.

The cards can be stacked, connected, imported,
resized, and moved freely both around the desktop
and within other, larger cards. A desktop, with its
stacks of cards, can be made for each separate class
within separate folders, which helps me to easily
store and retrieve materials for future use. 1 can
also easily share those cards with students (and
other teachers) who are exclusively registered to
that class.

Figure 1
LoiLo Note Desktop

Given its ease of use and wide-spread uptake, re-
search into LoiLo has been increasing with research
topics ranging from the metacognitive develop-
ment of students in mathematics (Tateishi, 2023),
to facilitating the education of taste awareness
(Kobayashi et al., 2022), which has been conducted
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across all levels of education. When researching its
efficacy in English lessons at elementary schools,
Matsushita (2023, p.255) noted its usefulness for
both creating and delivering activities, especially for
the creation of digital presentations and the ease of
sharing these with other students. Also, Yamazaki
(2021) reported on how ICT, which included Loil.o
applications, supported elementary school students
in their learning of the four skills.

Much productive work has been done with LoiL.o
in schools and reported in Japanese, so I hope to be
able to share some of the benefits of this very useful
software with English-speaking readers as well. In
this brief article, 1 wish to share the three key fea-
tures which 1 think are the most important for my
English classes. The first is the ability to sequence
goals, resources, and activities to enhance lesson
flow and to organize and store unit resources. The
second feature, also known as the manipulation
feature, is the ability to select, move, and arrange
cards within larger cards so that students can easily
complete information-gap activities or the like.
Finally, the third is the ability to easily record and
provide audio resources.

LoiLoNote and Unit Flow

LoiLo provides multimedia cards which can be
easily shared wirelessly with students who have
registered within a particular class. These cards
can be linked and sequenced, thus providing a
framework for a unit of learning. A typical unit of
learning begins with the unit goals (Figure 2). An
example is “I can say at least eight jobs in English
to my teacher.” At the end of the unit these goals
are incorporated into a reflection card (Figure 3)
for students to self-evaluate how well they believe
they have achieved the unit goals. They submit this
and any other unit work using the submission box
function in the main desktop. With this function,

1 have been quickly able to pull up the unit goals

at the start of each of my lessons and, as a result,

1 have shared them more readily and noted which
ones we are working on during a particular lesson. 1
knew that this was helpful to my students’ learning
to do this (see Hattie, 2012) but 1 had sometimes
failed to do it in the past consistently. By having it
readily available 1 am doing it more often and thus
providing better quality lessons.

The Language Teacher e JALT Praxis: Younger Learners

Figure 2
Unit Goals Card
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The rest of the cards in my unit consist of activ-
ities informed by the presentation, practice (both
controlled and free), and production (PPP) method.
The first few sequenced cards provide the presenta-
tion stage of the unit—the unit dialogue, unit song,
and unit vocabulary items. Each card has audio
embedded. Most textbooks provide audio content
which performs the same task. However, by col-
lating all these resources into one place, the entire
unit’s work can be easily shared, and the students
can seamlessly navigate through it. This enhances
the flow of the lesson and reduces the amount of
down time which is a welcome feature in what is
already a time-poor teaching environment.

Information Gap Activities With LoiLoNote

The next feature is the manipulation functions
of LoiLo. This is used within the practice stage of
my PPP-informed units. An activity at this stage
often consists of information gap activities which
are either completed in pairs or by the whole class
(a jigsaw information gap activity). For example, if
the unit goal is for your students to be able to say
which animals they like, you can create a controlled
practice exercise with a LoiLo card that has the an-
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imal vocabulary items (Figure 4). In this card, there
is a picture of a zoo and students select five animals
from the sixteen available to move into their zoo.
They then interview each other, asking questions
such as “What animals do you like?” and “1 like dogs,
pandas, sheep, giraffes, and hippos.” If their speak-
ing partner has the same animal in their own zoo,
they get a point. They continue the activity for five
to eight minutes, and the student with the most
points at the end is the winner. Other speaking
activities at this stage involve the students moving
vocabulary items on their screens into categories
or images that they then compare with another
student to see if they have the same item in the
same place.

Figure 4
Information Gap Activity Card
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Bingo sheets can also be easily made by making a
3x3 grid in a card (Figure 5). 1 recommend import-
ing about twelve images for a 3x3 board so there are
a few images left over. Students choose nine of the
images to move into the grid template and make up
a Bingo board. When playing Bingo students use the
digital drawing function to cross out word items.
Ognib can also be played (Ognib is Bingo spelt
backwards). In order to play, students first form
pairs and each student makes up their Bingo board
that they hide from their partner’s line of sight. The
students then take turns to say a vocabulary item
which then both they and their partner cross out.
The student who gets bingo first loses. The advan-
tage of Ognib is that the students practice saying
the vocabulary as opposed to just listening to it as
in Bingo. In the past, I have played these games on
paper, but 1 have found that doing them on LoiL.o
has the following advantages:

o Markings can be easily deleted with the press of
a button to repeat the activity.

o Vocabulary items can be easily rearranged after
each round.

The Language Teacher e JALT Praxis: Younger Learners

o The digital version saves both time and money
in reducing preparation time and foregoing any
need for printing.

As a result of these advantages, students get to
play more within the time given and they enjoy it
more, while getting increased practice in the target
language, which is a win-win for learning.

Figure 5

Bingo Card
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Another activity similar to those above (i.e., the
manipulation of language items) is sentence arrang-
ing (narabikae in Japanese). Sentence arranging is
used within Eiken tests that are regularly offered
in Japan so being able to practice this quickly and
effortlessly on LoiLo is very useful. Essentially,
words within a sentence are mixed up and the stu-
dents need to arrange these words into the correct
order. For this activity, you can create a card and
place a few smaller cards within it. Then write one
word on each card for a predetermined sentence
and mix them up. Next, you share this activity with
your students who then must move the cards into
the correct order to construct the correct predeter-
mined sentence (e.g., /brother/swimming/My/went/
yesterday>My brother went swimming yesterday).

A related activity is question or sentence building
(Figures 6 and 7). Students are given a selection of
possible words to create a question or sentence. The
teacher says a question or sentence in Japanese and
their students must select from the words given to
create the English equivalent. This resource can also
be used later in fluency activities when students are
encouraged to create original questions and/or sen-
tences from those they have already learned. Other
similar activities that can be done in this manner
are cloze exercises, matching exercises, ranking
or categorizing exercises, and dictogloss listening
activities. Essentially, many of the activities that are
offered in complementary workbooks for the main
textbook can now be replicated in a digital format.
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Figure 6
Question Building
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For lower grades, manipulation of items works
well for creating phonics boards (Figure 8). When
doing this with your students, you sound out the
phonemes for a word (usually consonant-vowel
-consonant words at first) and your students must
select from the letters provided to create the word. 1
recommend standing at the rear of the class during
this activity so you can clearly see each student’s
screen. This is an excellent way to quickly assess
whether your students are learning how to identify
and select individual phoneme sounds and make
their first steps towards spelling out words. My
students enjoy the simplicity of this exercise, and
their feelings of achievement from having spelt out
English words. This activity can gradually be made
more difficult by increasing the number of letters
to choose from and/or increasing the length of the
words to spell. Once your students know how to
write the alphabet, you can ask them to write the
word out rather than arrange it on the screen. This
activity is therefore an excellent bridge between the
listening and saying stage of phonics instruction
and the listening and writing stage.

The Language Teacher e JALT Praxis: Younger Learners

Figure 8
Phonics Board

Audio with LoiLoNote

The third feature of Loil.o is its audio functions
(Figure 9). There are two aspects to this, listening
and recording. For listening, you can record the
pronunciation of each word or text. Students can
then listen to this and practice saying those words
or the text. They can change the speed of the audio
to make it faster or slower. For recording, students
can record their own speaking and submit it. There
is a feature in the recording function where you can
set a time limit (the recording will be cut off if the
text is not said in the allotted time). You can there-
fore dictate the time within which a text should be
recited (I usually set this at the rate of two words
per second but may make the time longer depend-
ing on the text and the level of my students). With
these audio features you can assign pronunciation
work or reading practice for homework and check
their pronunciation, reading ability, and reading
speed during your own office time.

Figure 9

Audio Functions

Conclusion

I have outlined how LoiLo has made my teaching
job better and how it has expedited my students’
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learning. 1 used to spend hours making paper-based
resources for my lessons - flashcards, game cards,
bingo sheets, and board games. Also, I needed time
to store and then find those resources, and then

get them ready for my lessons. Loil.o is a platform
which stores all those activities in one digital place.
I have found that it has helped me to create and
deliver many common teaching and learning tasks
in my language classroom, such as information

gap activities, sentence-arranging activities, pro-
nunciation practice, and phonics instruction more
easily. While LoiLo is not the only platform which
can perform some or all of these tasks, it is one of
the most common, at least in Japan. It is possible

to make information gap activities on Keynote, for
example, but LoiLo makes the sharing and collating
of these resources much more efficient. While 1
have introduced some of my favorite features about
LoiLo there are still many other things you can do
with it in your classroom. I therefore encourage cu-
rious readers to read more broadly on the platform
and, if possible, to try it out for themselves. Hope-
fully, more of our students can have more expedited
learning experiences by doing this!
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JALT PRAXIS] BOOK REVIEWS

Robert Taferner

Email: jaltpubs.tlt.reviews@jalt.org

This month’s column features Sammy Woldeab's review
of Get by in English 1 <Starter>.

Get by in English 1: Starter

[Julyan Nutt, Michael Marshall, Yoko Kura-
hashi, & Manabu Miyata. Tokyo: Sanshusha,
2019. pp. vi + 116. ¥2,090. ISBN: 978-4-
384-33491-3 C1082.]

Reviewed by Sammy Woldeab, Kanda
University of International Studies

he current Get by
in English series
is composed of

GETBY IN
f(l)ur textbooks (starter, E N ( ;LI S l 1
elementary, pre-interme-

diate, and intermediate) 1
designed specifically

for non-English major
Japanese university stu-
dents. In the past, | have
used Get by in English 1:
Starter as the foundation
of English communica-
tion courses for Japanese
university students, most
of whom were sports majors and had a limited com-
mand of conversational English. The first textbook
in the series has proven to be a flexible and accessi-
ble refresher course for these students, as it covers
familiar grammar such as simple present, adverbs of
frequency, prepositions, and imperatives. Addition-
ally, the authors use Japanese to clarify instructions
and provide thorough explanations of grammar
patterns. This feature promotes learner autonomy by
allowing students to work through specific sections
on their own. 1f used actively according to the aims
of the authors, learners should greatly benefit from
the contents of this series.

Get by in English 1: Starter begins with an intro-
ductory unit meant to set the tone for the course
by helping students acclimate to classroom English.
It is essentially a brief tutorial of how the teacher

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

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

may choose to format and conduct the classes over
15 hours (or 10 90-minute classes), with several ex-
ercises geared toward general questions, asking for
clarification, and teacher-student interaction. From
there on, the textbook is organized into six main
units, with a review unit placed between units three
and four, and again after unit six. These review
units conveniently include interview test questions
that the teacher can use as a form of assessment.
There are two glossaries available with both English
and Japanese terms, one of which is a glossary for
reception (understanding) and another for produc-
tion (speaking). Audio files are also accessible online
via streaming and downloads.

The textbook follows a functional approach to
syllabus design, with clearly defined functions as the
theme for each unit (e.g., introductions, describing
family, asking for and giving directions). Each unit in-
tegrates the four basic language skills through activi-
ties such as model conversations, roleplays, grammar
exercises, personalized speeches, pair dictations, and
discussion. These activities work to consolidate each
preceding section, highlighting a balanced presence
of both interactional and transactional functions of
practical, everyday English. Interactional functions
are “concerned with maintaining social interaction,”
while transactional functions are about “carrying out
real-world information-focused functions” (Richards,
2017, p. 204).

Each unit tends to be centered on conversations
between students of similar social and cultural
backgrounds, as well as on ways to convey infor-
mation. Teachers who wish to strengthen students’
intercultural communication skills should consider
supplementing the textbook with other authentic
materials. In my classroom experiences, this has
been achieved by including media such as relevant
video clips from YouTube or the participation of
international students. Teachers can also approach
the model conversations available in the textbook
in a way that focuses on interactional competence.
Barraja-Rohan’s (2011) study of conversational anal-
ysis emphasizes the importance of understanding
“how conversationalists achieve order and social
organization” (p. 480) by focusing on aspects such
as turn-taking. In particular, the students in the
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study focused on the communicative aspects of
their interactions, such as co-constructing, over
accuracy. The model conversations and roleplay in
the textbook are among some of the most useful ex-
ercises in conversational analysis, with the authors
organizing conversations into basic patterns while
providing a chart of substitutions that students can
experiment with. Students in my classes appreciat-
ed the straightforward structure of these activities,
which provided solid examples that often led to in-
creasingly creative output as we progressed through
the units.

When considering the nature of English language
usage among the non-English major postsecondary
students that 1 have taught, 1 would certainly define
a majority of them as needing to study to get by
communicatively. Many students are required to
take English communication classes and build gen-
eral interactional skills, while others may require
specific skills for transactional purposes, such as
short-term travel abroad. The textbook balances
both interactional and transactional competencies
with room for customization, which allows the
content to reach a wider target audience.

If you are looking for a foundational text for a
communicative English course, Get by in English 1:
Starter would be an effective resource, which even
includes opportunities for formative and summa-
tive assessment. Each unit gives students the chance
to revisit key vocabulary and grammar, which allows
for mastery of basic phrases. Although the content
might be a bit simple for more advanced language
learners, the openness of the selected topics and
functions means that supplementary materials can
be easily incorporated.
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Bake sale—Kamata, S. Gemma Open Door, 2022. [Laura Mu-
rata is a professor and a single mother. Kazu, the father of
her daughter’s friend, is also raising his son on his own. Lau-
ra and Kazu meet at a holiday bake sale and plan to go out
for dinner on Christmas Eve. The Open Door series com-
prises of graded readers written for people who struggle to
read. A lesson plan is available on the publisher's website.]

I Critical thinking—Hadley, G., & Boon, A. Routledge, 2022.
[This resource book provides language teachers with a
framework for fostering critical thinking skills in explicit and
systematic ways. Critical thinking can be used as a resource
for teacher-directed classroom investigations as well as
graduate school research projects.]

Inside science—Nozaki, Y., Matsumoto, K., & Graham-Marr, A.
Kinseido, 2019. [Students watch and learn from 15 videos
selected from the American Institute of Physics news ser-
vice, Inside Science. A variety of vocabulary, listening, and
composition exercises support students’ learning. Teachers
have access to vocabulary quizzes and reading comprehen-
sion questions. Students and teachers have access to online
videos.]

Inspiring voices: 15 interviews from NHK Direct Talk—Ko-
bayashi, M., Fuijita, R., Collins, P. J. Kinseido, 2021. [Students
watch 15 ten-minute interviews from the NHK program Di-
rect Talk. Students can build fluency and develop critical
thinking skills by exploring a range of global issues. Lessons
include background reading, comprehension tasks, and
scaffolded activities. Students have access to online videos,
and teachers have access to audio data as well as to the
teacher’s manual.]

Life topics: Changing views—Berman, J. Nan’un-do, 2023.
[This new addition to the Life Topics series provides advice
on how Japanese EFL students can lead happy and mean-
ingful lives. This coursebook contains 15 units and is adapt-
able for learners of various proficiencies. However, it was
written with lower proficiency students in mind. Additional
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resources include a teacher’s manual and audio download.
This book is aimed towards those with a TOEIC score of
250-450.]

* New frontiers—Hong, T., Powell, G., Koe, T., & Scafaru, M.
Compass Publishing, 2020. [This six-level course helps teen-
age students learn about English in the 21st century. Aimed
towards students with a CEFR of A1-B2.]

* On point (2nd ed.)—Anderson, P, Foster, L., Robinson, S.,
& Hong, T. Compass Publishing, 2022. [This new edition
includes new and updated readings on current topics. Stu-
dents can participate in engaging activities to build specific
reading and thinking skills, as well as guided writing tasks
related to each topic. In addition, discussion activities help
students form and support their opinions. Online materials
available include audio files as well as other resources.]

Science at hand—Miyamoto, K. Kinseido, 2020. [This text is
comprised of 15 articles selected from the Smithsonian
magazine from a variety of fields, including the natural sci-
ences, engineering, anthropology, and art. In addition to
key phrases, reading, and dictation exercises, explanations
are provided. The teacher's manual includes vocabulary
quizzes.]

The spy—Kamata, S. Gemma Open Door, 2020. [Pearl Dubois
is a Southern belle who wants to help the Allies in the Sec-
ond World War. She convinces her boss to send her on a se-
cret mission. The Open Door series is comprised of graded
readers that are written for people who struggle to read.]

! What do you think? 15 topics for discussion and conver-
sation—Bossaer, A. Nan'un-do, 2023. [This coursebook
was written for intermediate EFL learners and students to
discuss their opinions with their partners or groups. In-class
assessments based on these discussions provide students
with opportunities to both demonstrate their understand-
ing of the topic and reinforce the idea that our opinions can
change when we are presented with new information.]

* What is language?—Kane-Hinohara, E. Perceptia Press,
2023. [What is Language? follows a CLIL approach. Each of
the 15 units is scaffolded for learners, with a progression
from lower- to higher-order thinking skills. There is a mix of
communicative as well as focus on form tasks through ex-
plicit teaching of the Academic Word List and academic lan-
guage skills. Productive tasks include pair work in scaffold-
ed discussions and individual presentations. Audio tracks
are available for download.]

UALT PRAXIS] TEACHING ASSISTANCE

David McMurray

Email: jaltpubs.tlt.ta@jalt.org

This column offers a vibrant argument from an educa-
tor and recent MA graduate of English Literature in Tai-
wan. He suggests ways in which university students can
be introduced to haiku, and English Language Haiku
(ELH), in their classrooms. Students today are looking
for content that is short, authentic, and that can be
enjoyed immediately. Haiku—a genre which possess-
es those three attributes--could quench their thirst, he
claims, if modern writers composed ELH in a way that
remediates three areas of lack identified by the author.

This fascinating essay elucidates the researcher’s
thought process: starting from a spark of an idea that
came from watching an online video, he kindled opin-
ions from a newspaper column penned by a long dead
poet. He then leaned on methodology based on the
materiality of literature to analyze the way that haiku
have been integrated in fictional and non-fictional
texts. Further investigation on these materialities lead
him to the formation of theoretical frameworks that he
believes offer modern day readers a chance for greater
engagement with ELH.

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.

Integrating English
Language Haiku Into
Literature Teaching

Kyle Thomas Sullivan
National Kaohsiung Normal University

Z Factor, which identified the prime content

demands of Generation Z, the population
cohort born between the late 1990s and early 2010s.
According to the video, what Generation Z craves
the most when it comes to content is that it be short,
mobile, and really real, as well as provide a sense of
authenticity and in-the-moment feeling that can be
equated with the phenomena and impressions of
presence. Literary theorist Hans Ulrich Gumbrecht
(2004) believes we are missing this content “in a
world so saturated with meaning” (p. 105).

R euters (2019) released a short video titled The
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As both an educator and a composer of English
Language Haiku (ELH), what struck me at the time
was how, on the one hand, ELH, and haiku in gen-
eral, manifest Z Factor qualities to a greater degree
than their literary counterparts (namely the novel,
the short story, and longer-form poetry) while on
the other hand, the vast majority of ELH fall short
when it comes to reaching the levels of critical
engagement that their counterparts offer. This
debate was formally presented to a class at National
Kaohsiung Normal University (Figure 1).

Figure 1

Poster for One of the Author’s Undergraduate English
Literature Presentations at National Kaohsiung Nor-
mal University
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As such, this brought to mind Masaoka’s (1899)
belief that because haiku is a part of literature,
and literature is a part of art, that the standard of
literature be the standard of haiku. Thus, if one
is able to comment on ELH from an equivalent
standard, we can judge ELH as literature. However,
from what 1 have observed, ELH criticism continues
to be something quite different from the criticism
of its literary counterparts, but this has less to do
with academics (which, as far as 1 have observed, is
very receptive to the inclusion of ELH under certain
conditions), than it does with current approaches
to ELH criticism and the characteristics of ELH
themselves.

This led me to question how, then, current ELH
could be composed (as well as what characteristics
to look for) that could propel the genre towards the
foreground of literary studies, where it is to be met
by the hearts and minds of Generation Z students

The Language Teacher e JALT Praxis: Teaching Assistance

that make up the majority of current undergraduate
and postgraduate university students (Figure 2), as
well as what theories and aspects of composition
and engagement are currently missing and that may
necessitate its overall growth.

Figure 2

Photograph Taken on November 30, 2021, During the
Author’s Presentation of Integrating English Language
Haiku Into Literature Teaching
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This absence is in line with the nature of lack and
privation defined in the psychoanalytical paradigm
of Jacques Lacan (Rabate, 2003). Absence compels
the consideration of desire and hence a desire for
being. What could be imagined as lacking has to do
with the being of ELH itself, or in Zizek’s (2000)
terms, its foundation. Therefore, providing a justifi-
cation for its absence in the academic environment
of literary studies in the first place can assist ELH
in taking its first steps towards greater academic
recognition.

From an academic perspective, I was compelled
by the notion of the word being to first substantiate
the existence of ELH. I considered how ELH are
being composed on ontological and phenomeno-
logical levels, relating back to matters concerning
the materialities of the text. As such, in line with
Gumbrecht’s (2004) thinking, ELH would come to
offer the academic environment of literary studies
one possibility for reclaiming a lost vitality and
aesthetic immediacy by first granting primacy to the
lived experiencing of a text before giving way to the
meaning components.

In this way, ELH finds itself in situations of lack
that correspond to a real lack of theoretical frame-
works to compose and engage with ELH on the lev-
el of lived experience, by way of the materialities of
the text, as well as a real lack of a Western aesthetic
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foundation to situate and conceptualize ELH. Fur-
thermore, as a poetic, literary genre with multiple,
written forms, its being and existence can be further
substantiated by accounting for poetic, aesthetic,
and technical expectations regarding composition,
which provide a foundation from which to compose
and critique ELH as an extension of the tradition-
al haiku in Japan, not as imitation, but rather as

an honoring, as well as from its arguable roots in
Western Modernism. In this way, ELH finds itself in
a situation of lack that corresponds to a real lack of
precursory positions. Bloom (1997) suggests these
precursors are necessary to set the aforementioned
expectations.

Therefore, teaching ELH in a way that allows for
critical engagement with primary texts becomes
a process of acquainting students with the three
areas of lack. The first area of lack involves estab-
lishing real precursory positions. To fill this hole,
1 suggest teaching the theories and certain poetry
of the American poet Ezra Pound as well as the
compositional poetics, aesthetics, and techniques
of the Japanese poet Matsuo Basho’s school of
thought. These poets play a significant, relevant role
in ELH composition and engagement. In this way,
the movement towards the realization of a com-
bined-precursory position comes to stand in the
place of the poetic father-figure in Bloom’s (1997)
theoretical environment, providing a new foothold
for judging ELH compositions, as well as establish-
ing a foundation from which ELH poets can swerve.

Students acquainted with the first position of
lack come to possess a greater knowledge of Pound
and his poetics as well as Modernism and the
movements of Imagism and Vorticism, while also
developing greater familiarity with and an appre-
ciation for haiku in Japanese as well as in English.
Furthermore, certain expectations from which to
judge and criticize current ELH are proposed. This
will encourage students to become active partici-
pants who may come to possess the ability to shape
the future of the ELH genre.

The second area of lack is the real lack of a West-
ern aesthetic foundation to situate and concep-
tualize the genre and form. Students need to be
provided with more haiku history from its starting
verse (referred to as hokku in Japanese) and linked
verse beginnings. Students need to be exposed to
the controversial idea of the haiku moment, which
comes to situate ELH in the Western philosophical
traditions of ontology and phenomenology, adding
a degree of eclecticism to their learning.

This then leads into the third area of lack, which
is the real lack of theoretical frameworks to com-
pose and engage with ELH on the level of lived
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experience, by way of the materialities of the text.
This is supported by the belief in certain moments
of intensity that can manifest through a composi-
tional and formalistic ideal that derives from the
lived experience produced by the text of the ELH
itself. This ideal, as well as these moments of in-
tensity, are associated with the concept of Presence
(Gumbrecht, 2004).

Furthermore, additional components of tradition-
al haiku provide a means to engage with the text of
an ELH from a level first-removed from Presence.
That level is the intermediate place of atmospheres,
which can be produced by the seasonal components
of a haiku (referred to as kigo in Japanese), as well
as the emotional overtones (referred to as yosei in
Japanese) linked to the use of certain aesthetics. The
concept of atmospheres was further developed by
Gumbrecht (2012).

Figure 3

Photograph of Students Participating in a Group Activ-
ity That Required Them to Determine the Season of an
ELH (Referred to as Kigo in Japanese)

In conclusion, 1 suggest familiarizing students
with the concepts of Presence and Atmospheres. |
recommend connecting to what Rauh (2019) states
as being of aesthetic importance in the world today:
“namely the quality of the impression that emanates
from things” (p. 149). In this way, the three positions
of lack explained above can provide students with a
number of critical tools to analyze ELH, while at the
same time retaining all the other means of engag-
ing with texts that one would find in the academic
environment of literary studies. In Figure 3, stu-
dents can be seen participating in a group activity
that required them to determine the seasonality of
a verse based on the use of a seasonal element. This
discovery was then used to discuss atmospheres,
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and how the emotional and physical components

of atmospheres (as a felt thing akin to weather) can
affect one’s interpretation of an ELH. As such, if an
ELH does not reach the level of critical engagement
students may come to expect and even demand
from it, it is not a problem of the student, but rather
a problem of the ELH, putting the entirety of the
burden, as well as the future of the genre, on those
that compose it.
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JALT PRAXIS] WRITERS” WORKSHOP

Practical Tips for
Developing Your Academic
Writing Voice

Jerry Talandis Jr.

s a language teacher, you are no doubt famil-
A iar with the concept of “voice” in writing. 1f

you have taught the subject, perhaps you've
enjoyed the pleasure of helping students find their
own unique way of expressing themselves via writing
in another language. However, when it comes to
crafting professional prose to advance our careers,
finding our voice can be quite a challenge. After all,
academic writing is not about personal expression
per se; rather, the primary aim is to communicate
complex ideas and research findings clearly, accurate-
ly, and precisely to a scholarly audience (American
Psychological Association, 2020). Authors need to
follow many rules and style conventions that appear
to constrict authentic self-expression. However,
without a strong voice, academic writing can come
across as soulless, boring, and ineffective (Pinker,
2014). Writing with a clear, distinctive voice helps

Jerry Talandis Jr. & Kinsella Valies

The Writers’ Workshop is a collaborative endeavour of the JALT Writers’ Peer Support Group
(PSG). Articles in the column provide advice and support for novice writers, experienced writ-
ers, or nearly 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

position you as part of a broader scholarly communi-
ty (Madi et al., 2021). In this column, I will therefore
explore what it means to develop your academic
voice and provide some tips for how you can put
more “you” into your professional writing.

Voice in Academic Writing

In academic writing, voice is a vast and complex
topic; beyond what I can share with you in this
short column. For now, Gardner’s (2010) character-
ization will do: “To me, your writer’s voice is the ex-
pression of YOU on the page. It’s that simple—and
that complicated... Voice is all about your originality
and having the courage to express it” (para 4). The
words originality and courage connect with me, as
they serve to capture the essence of this principle.
According to Robbins (2016), academic writing
requires more than just presenting ideas, facts, and
conclusions; originality is also essential. You also
need to communicate a point of view or stance.
When you are doing that consistently in your writ-
ing, you are using your own voice. Likewise, courage
is needed to weather the inevitable failure you will
experience when dealing with manuscript rejection,
harsh comments, or push-back on your ideas.

In a typical research paper, writing with a clear
voice involves (Academic English UK, n.d.):
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o Taking a subtle, nuanced stance or showing
shades of meaning

e Selecting and reporting data or sources criti-
cally

e Interpreting evidence to support your stance

o Choosing a persuasive structure for your argu-
ments

o Integrating the evidence into your argument,
with the appropriate signals

o Writing in your own words

In academic writing, voice is often prominent in
specific sections, such as the introduction when
personal anecdotes are used to engage readers
(MacPhail, 2015), or the discussion section where
arguments and conclusions are presented to inter-
pret study findings (Robbins, 2016).

According to Sword (2011), the long-held belief
that personality should never intrude upon schol-
arly writing lest research findings not be taken
seriously has begun to soften. For example, in her
cross-disciplinary study of 66 peer-reviewed jour-
nals, Sword found only one that forbids the use of
personal pronouns. She noticed that authors often
use an impersonal and seemingly authoritative style
in their writing in various ways, such as by using
the “royal we,” referring to themselves in the third
person, attributing agency to their research, and
relying heavily on the passive voice. However, by
using their own voice in writing, their prose can
naturally become more energetic, persuasive, and
easier to understand.

Practical Tips

Fortunately, with practice, it is possible to learn how
to write within the confines of academia in a way that
“has a voice” or that “sounds like a person” (Elbow,
2007, p. 7). Here are a few tips to get you started.

Know and Adjust to Your Audience

As an academic writer, you need to be aware of
your audience and write in ways that are as accessible
and engaging as the guidelines and occasion allow.
How much “you” to put into your prose will largely
depend on whom you're writing for and where. For
example, as Madi et al. (2021) note, there is a big
difference in style between the soft and hard scienc-
es. In fields such as ELT, a strong personal voice can
establish a stronger relationship with the readers,
strengthen findings, and boost credibility. Howev-
er, when reporting on formal empirical research,
where the findings are more clear-cut, credibility and
confidence can be increased by subordinating one’s
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identity to promote objectivity. Just as wearing for-
mal clothing is appropriate and expected for certain
occasions, such as a job interview or a formal dinner,
writing in a formal style is appropriate and expected
for many academic publications. No matter whom
you write for, the goal should be to present yourself
in a professional manner that conveys competence,
authority, and respect for the occasion in keep-

ing with your scholarly identity. Studying a target
journal’s style and paying special attention to any
submission guidelines are practical ways to gauge the
appropriate level of voice in a writing project.

Make a Publication Bucket List

To truly realize your academic writing voice, it
is important to experiment with as many different
writing styles as you can throughout your career.
Seek out different publication opportunities that
allow for varying degrees of formality and see which
ones resonate most with you. To challenge yourself
a bit, make a publication bucket list and populate it
with all types of articles, from informal to formal.
For example, over the course of your career, you
could aim to write at least one:

e Academic blog post

e Bookreview

o DPractical teaching paper

o Article in a JALT chapter or SIG newsletter

o Article in an in-house university journal (kiyo)
»  Conference proceedings article

e Graduation thesis

e Research article in an international peer-re-
viewed journal

e Book chapter
o Full book, either with others or by yourself

As you work through your list, you may end up
preferring one sort of writing to another. This is
fine, as you will have found a comfortable niche and
can devote most of your time there. Nevertheless,
the experience of trying different styles will stretch
your capabilities and teach you a lot about how to
express your authentic self in a variety of academic
settings.

Keep an Academic Journal

Reading broadly and writing regularly are com-
monsense bits of advice that can help you improve
your academic prose. How about combining these
two into one activity by keeping an academic
journal? Journals are great for providing a safe,
therapeutic space where you can write about what
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is important to you. If you keep one devoted to your
career, then you'll give yourself regular opportuni-
ties to reflect on your teaching practice (Talandis,
Jr. 2022). You could, for example, use this space

to write reactions to lessons, express opinions on
related issues, and critically reflect on academic lit-
erature. No one has to read these missives but you,
so you are completely free to express yourself, un-
censored, as you see fit. Doing so regularly, such as
every day, even for a short time, will help you form
the habit of writing, through which your unique
voice will naturally emerge (Robbins, 2016).

Listen to Your Writing

To really develop your academic voice, you
need to listen to it, and not just in a metaphorical
sense, but with your physical ears. Elbow (2007, p.
7) points out the benefits of this practice: “When
students have the repeated experience of reading
their writing aloud, they are more likely to listen to
their words and write sentences that are inviting
and comfortable to speak, which, in turn, makes
the sentences better for readers reading in silence.”
Listening to your writing is also a great addition to
your editing and polishing workflow (Talandis, Jr. &
Bailey, 2022). For example, after writing your first
draft, you could record yourself reading it aloud,
then listen to what you wrote. If you're not keen
on the sound of your voice, you could copy and
paste your text into a free text-to-speech app such
as NaturalReaders (www.naturalreaders.com). It is
quite relaxing and interesting to sit back after you
have written some text and to hear it read back to
you. The quality of synthetic voices has come a long
way, so the illusion is quite effective. You can also
have fun hearing your words in different accents!
In whatever method you choose, regularly listening
to your prose will help you write more clearly and
effectively.

Get Feedback from Trusted Sources

Finally, you can develop your voice by seeking feed-
back and guidance from others, such as trusted peers,
colleagues, mentors, or professional writing tutors.
Aim to embed this step into your writing workflow,
especially for high-leverage projects. Feedback can
help you identify areas for improvement, which
will refine your writing style and voice over time.
Additionally, seeking feedback can help you develop
humility and an open mind, which are important
aspects of successful academic scholarship. You may
think you are spot on with a particular insight, but
you cannot really be sure until you put yourself out
there a bit and see how someone else reacts. This
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point of advice also gives me an opportunity to plug
the Writer’s Peer Support Group, a team of dedicated
JALT volunteers that offer up their time to assist
writers looking to get published. If you need to have
someone check over your manuscript, get in touch at
https://jalt-publications.org/psg.

Final Thoughts

Developing your academic writing voice is an
ongoing process that takes time and practice. In
the end, giving attention to your academic writ-
ing voice is akin to investing in the development
of your academic identity and effectiveness as an
educator. Being able to confidently write as your
authentic self within the confines of academia is a
true accomplishment worth pursuing. As Potgieter
& Smit (2009, p. 225) note, “Finding our voice in
our academic writing involves (in an almost meta-
physically profound sense) a journey in search of the
self.” Have courage and do not be afraid to inject
some personality into your writing to make it your
own. You absolutely can develop a writing voice
that reflects your unique perspective and contribu-
tion to our language teaching profession.
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JALT Focus] SIG FOCUS
f\ Michael Phillips

Collaboration, in all its forms, is a cornerstone of JALT activities and the same goes for SIGs. 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, pro-
viding readers with a more complete picture of what these groups believe and do. Past SIG Focus columns are available
at https://jalt-publications.org/tlt/departments/sig-news ® Email: jaltpubs.tlt.sig.focus@jalt.org

Research
Teaching

Art, Research, and
Teaching SIG

Brennan Conaway
Coordinator

(https://jalt.org/groups/sigs/art-research-and-

teaching) is a new group for artists, researchers,
and teachers who are interested in the role of visual
art in the classroom. William Hall and 1 both inde-
pendently considered ideas for a visual art SIG some-
time around 2020. We each pursued it separately,
then things stalled, but became re-energized through
an article that William and Eric Luong (another
founding member of ART) wrote for the LD-SIG
newsletter (Hall & Luong, 2021).

T he Art, Research, and Teaching (ART) SIG

Scope
Art has the potential to enrich the learning expe-
rience, and ART provides a forum to share resources
and discuss innovative ideas about language-learn-
ing. Art has many vital uses in the EFL classroom

and is particularly important for engaging digital
natives, whose experience with language is almost
always multimodal.

We also believe visual art offers many benefits for
language learners. These include providing content
for students to connect with the target language,
encouraging active learning via collaborative art
activities, supporting multicultural literacy and
multi-modal reading skills, offering affordances to
interact with SLA material, reducing social anxiety,
increasing social inclusion, and promoting critical
thinking skills—the bedrock of learning how to
learn.

We hope ART will appeal to a wide range of
members: artists who teach, teachers who make
art, language teachers at art schools, art teachers in
CLIL programs, creative teachers engaged in action
research, and other language teachers who use art
(or want to use art) to bring some creativity into
their classrooms.

Officers

As the founding coordinator, I combine my ex-
periences as an artist/designer with EFL concepts 1
first encountered in the TESOL master’s program at
Temple University Japan. 1 use visual art and critical
inquiry in my courses at Tama Art University and
Meiji Gakuin University.

William Hall (Program Chair) came to Japan on
the JET Programme, after graduating from Glasgow
School of Art. He studied art education at Kagoshi-
ma University, then completed an MFA and PhD at
Kyoto City University of Arts. He teaches English
and art theory at Kyoto Saga University of Art.
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Martin Sedaghat (Publicity Chair) is a teacher for
both preschool and university students in Niigata.
With a background in archaeological illustration
and creating art for picture books, he has learned
that art is a powerful tool for providing visual and
tactile modalities in the classroom.

Will Tiley (Treasurer) is a lecturer at Ritsumeikan
Asia Pacific University in Oita. While his preferred
medium for artistic expression is music, visual art
is also an important part of his life and lessons. He
explores social and cultural discussions and art-cre-
ation in the EFL classroom.

Namiko Tsuruta (Membership Chair) is a former
US preschool teacher, with a psychology degree
from the University of Michigan, and a longtime
EFL practitioner and teacher trainer in Kanto. Her
passion for the arts and languages extends to her
lessons, inspiring learners to express their authen-
tic selves.

Activities

We are excited to feature writers and artists in our
ART Gallery publication. We think many teachers
have ideas and innovations about using visual art
in their classroom, and we want to hear from those
teachers. We also display art in the journal: artwork
used in lessons, student artwork, or art inspired
and informed by the EFL-teaching experience. As
such, we would like to invite you to contribute both
articles and art for consideration.

Our first in-person event, Art in the EFL Class-
room: From Kindergarten to University, was in
January 2023. Most of the core officers presented
their experiences and lesson ideas utilizing visual
art for language learning. A wonderful byproduct of
this event was meeting Namiko, who became our
Membership Chair.

We are currently discussing a future event with
the tentative title Art Is Useless. Of course, this is an
ironic title, but it points to popular (mis)concep-
tions about the utility and value of art.

Most of us are new to JALT. We do, however,
appreciate the power of visual art to revitalize
language-learning, and we hope you will join us
sometime! If interested, please contact us at art@
jalt.org.

Reference
Hall, W. & Luong, E. (2021) Dis/connect—a virtual art
exhibition by students of Miyazaki International

College and Kyoto University of the Arts. Learning
Learning, 28(1), 26-30.

The Language Teacher e JALT Focus: SIG Focus

JALTCALL
2024
Al

Announcing JALTCALL 2024

— Atrtificial Intelligence —

May 17-19, 2024 Mark those calendars. Get

planning those abstracts now.
Keep an eye on our website
http://jaltcall.org/jaltcall-2024/

The MW SIG SHOWCASE is up and running! This
website features textbooks and other teaching
materials created by JALT members. If you are
a JALT member and would like to showcase
your materials please visit the site and follow
the submission guidelines.

https://sites.google.com/view/mwsigshowcase

LD30: Learning for Change and Action,
Making a Difference for the Future

LD30: Z{LLITEND /= DEE,
READELEGH=5T/=HIC

October 21 (Sat) & 22 (Sun) Gakushuin Univ.

108 21H(X)-22H(H)
FERKFZEAF /SR

Join us as the Learner Development SIG celebrates
its 30th anniversary with the TD SIG and the GILE
SIG. This two-day conference will explore how to
encourage learners to engage in their learning to
make a difference in their lives, their local com-
munities, and beyond. Both students and teachers
are warmly invited to take part! Call for contribu-

tions is open now until July 30 23:59.
https://Id30.edzil.la/
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JALT MEMBERSHIP INFORMATION

The Japan Association for Language
Teaching (JALT)

A professional organization formed in 1976
S 1976 F ISR ENCFIFE R

e Working to improve language learning and teach-
ing, particularly in a Japanese context
SEFDOFBEHEOR LEMS I LEBNELTVET

e Almost 3,000 members in Japan and overseas
- ERSNTHI 30002DRENNET

https://jalt.org

Annual International Conference

e 1,500 to 2,000 participants
- 41,5005 52,000 BMLE S

e Hundreds of workshops and presentations
-BHDT—0T 3V TORRDNBIET

e Publishers’ exhibition - BR#LICEDHMBLH Y F 9

e Job Information Centre

-RBERE 2 —DRITONET

https://jalt.org/conference

JALT Publications

e The Language Teacher—our bimonthly publication
-lRBAHEGLEY

e JALT Journal—biannual research journal
-EEHTLEY

e JALT Postconference Publication
- FREEREORRHRECRELHTLEYS

e SIG and chapter newsletters, anthologies, and con-
ference proceedings - DEFFIARE R PHZEHERM, 77>
VAV ARERRCREERITLET

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

e Cooperative learning ® Gender awareness in language
education ¢ Global issues in language education ® Japa-
nese as a second language ® Learner autonomy e Lifelong
language learning ® Materials development ® Pragmatics,
pronunciation, second language acquisition ® Teaching
children e Testing and evaluation

ZBRUDHFHREERICLSH R PHRRISHEZ M TRIME
TN UTORF TCORKPARBENMTONE T, /A AUX
L, CALL, RENEFBHE, HAEFEH, Y1 04— LBFFE JO—
JNVERE, BASEHA. BENTE. iR RS - B2SREE R
BEFHE DEEZHE. sRETH. BMERRE F,

https://jalt.org/main/groups

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
Journal EDHERIH 1 EBXTENE T, TR PRRICES
WCEMTEET,
e Regular —fi#=5:¥13,000
e Student rate (FULL-TIME students of
undergraduate/graduate universities and colleges
in Japan) 242 8EROLBHIOREEIEAERDF
4):¥7,000
e Joint—for two persons sharing a mailing address,
one set of publications ¥ 31> 28 (RICEFRTCERT
HEAN2LETSRE L. JALTHRRYIE 24T 1ER): ¥21,000
e Senior rate (people aged 65 and over) =7 RE(654%
M £a75):¥7,000
¢ Group (5 or more) ¥8,500/person—one set of publi-
cations for each five members V)L—7&&(5%M &
TERE L JALTHRRYDIE 52 S &IT T1ER): 14 ¥8,500

https://jalt.org/main/membership

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

Level 20, Marunouchi Trust Tower—Main,
1-8-3 Marunouchi, Chiyoda-ku, Tokyo 100-0005 JAPAN

JALTEE#/5 1 T100-00055 RESTALHRKALDN1-8-3
HDR b ZR b2 T —AEE208

Tel: 03-5288-5443; 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 sign-up page located at:

https://jalt.org/joining.
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Merriam-Webster Dictionary announced that they

were acknowledging additional meanings for the
pronoun they/them. In the etymological world there
hasn’t been news this big since the OED decided
once and for all to remove the 'word' quasipostan-
tiologism from its pages on the grounds that it was
anon-word made up only of affixes with no root.
(Interestingly, the more basic term postantiologism
was allowed to remain by a slim margin, due to a
well-organized lobbying effort by postantiologists
from around the world.)

I n 2019, both the Oxford English Dictionary and the

For centuries, English speakers have used they
not only as a referent for a group of two or more
people, but also as a non-he-or-she-specific referent
for an individual person. Famous users going back
to Austen and Shakespeare reflected the times by
using they as a singular. But for some reason the
self-styled Preservers of Our Precious Language,
English (otherwise known as “the POOPLE”—or
more familiarly “the Poops”—but often referred to
simply as “They”) launched a campaign of shame
against singular they, banishing it to the colloquial
back alleys of English usage. Properly, They insisted,
both gender and number had to be either retained
by differentiation (he/she) or subsumed by inclu-
sion (genderless he?!), causing speakers to stumble
through clunky double-take constructions like
“Man lives longer than most other mammals after
he is no longer able to bear children,” or “Some-
one has left his-or-her earrings-or-cufflinks in the
ladies’-lounge-or-toilet.”

The Poops’ pronoun gender enforcement gave gen-
erations of English teachers anxieties about commit-
ting linguistic sacrilege whenever they asked students
questions like, “Would anybody like to share their
thoughts on this Emily Dickinson poem?” or “Which
one of you chumps is going to avoid detention by
ratting on their friends and telling me who stole the
projector remote?” Personally, I learned long ago to
get around this conflict by using it: “If somebody
needs to use the bathroom, it can take one of the hall
passes hanging by the door.” You might argue that
calling somebody “it” is dehumanizing, but you have
to admit that you're doing the same thing by calling
them “somebody” in the first place.

Scott Gardner jaltpubs.tlt.old.gram@jalt.org

Who's Afraid of They? “They"” Are!

Ironically, the dictionaries’ acceptance of sin-
gular they is not intended to remove gender from
pronoun usage, but rather to add and acknowledge
additional genders, i.e., people who don’t identi-
fy as either he or she. Something makes me think
that this act of gender recognition on Oxford and
Webster’s part might be even more infuriating to
all those Poops out there (in this case 1 mean the
Protectors of Our Prejudices, Lifestyles and Ethics)
who think that two gender words is plenty, thank
you. To Them, nonbinary is a technical term that
should only be relevant in a mathematics classroom.
And even then, some of Them might claim the word
“condones fluidity” and try to get the math teacher
fired for mentioning it in class.

As far as I'm concerned, in typical English no one
is any gender at all until the speaker/writer choos-
es—or is compelled by Them—to indicate one. If
1 were talking to my friend about an encounter 1
had with someone the day before, 1 could reveal
gender right off the bat by saying, “l was talking
to this dude at the party last night—wow, man, he
was such a poser!” On the other hand, 1 could use
my oratory skills to tell the same story and leave
gender out of it completely: “I say, mon ami, you'd
never imagine what sort of utterly drab and super-
ficial person 1 was accosted by at last night’s soirée!”
Depending on my powers of verbosity, I could
postpone the gender reveal for another sentence,
another minute, or indefinitely, by using descriptive
nouns rather than pronouns: “The tiresome simp
had the nerve to come to the party wearing pur-
ple silk jodhpurs just like mine!”; “When 1 started
questioning the cretin’s motives for imitating my
evening’s fashion choices, the witless dullard had
no more ingenuity than to parrot the same insinua-
tions at me!”; etc.

Mind you, dragging this out sentence after sen-
tence just to avoid mentioning gender can test the
limits of your vocabulary. Using they is much sim-
pler, and gives you a chance to stick it to Them at
the same time, with all the blessings of the OED. So
use they whenever you get the chance: it’s all for one
and one for all! And while you're at it, get yourselves
a pair of purple silk jodhpurs.
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Gary Barkhuizen, University of Auckland
Sponsored by JALT

Kathleen Kampa, Independent
Sponsored by Oxford University Press & ]ALT

Gary Barkhuizen is Professor of Ap-
plied Linguistics at the University of
Auckland, New Zealand. His teaching
and research interests are in the areas
of language teacher education, teach-
er and learner identity, study abroad,
and narrative inquiry. Originally from
South Africa, he obtained his MA
from Essex University in the UK, and
his doctorate from Teachers College,
Columbia University. His latest book is

Language Teachers Studying Abroad: &

Identities, Emotions and Disruptions
(2022, Multilingual Matters).

Judy Noguchi, Kobe Gakuin University

Sponsored by JALT

Judy Noguchi, Professor emerita,
Kobe Gakuin University, does re-
search, materials development, and
teaching in English for Specific Pur-
poses. MEXT's Dispatched Expert to
SEAMEO Centres 57th RELC Interna-
tional Conference, 13-15 March 2023.
Publications (2022): Reviewing the

scientific review article, The Routledge |

Handbook of Scientific Communica-
tion; Genre-based, corpus-supported
writing courses for science and engi-

Kathleen Kampa is a teacher, teach-
er-trainer, author, and  songwrit-
er who specializes in working with
young learners. Kathy promotes an
inquiry-based approach to teaching
through which students develop 21st
century skills. She is a co-author of four
ELT primary courses published by Ox-
ford University Press, including Magic
Time, Everybody Up, Oxford Discover,
and Beehive. In addition, she creates
songs, chants, and movement activi-

ties for young learners, and has produced two albums for

children.

Akiyoshi Yonezawa, Tohoku University

Sponsored by JALT

Akiyoshi Yonezawa is Professor and
Deputy Director, International Strategy
Office, Tohoku University, Japan. With
a background in sociology, he con-
ducts research on comparative high-
er education policy—especially on
world-class universities, internation-
alization, and public-private relations
in higher education. He is an editorial
board member of Higher Education
Quarterly, an advisory board member
of Higher Education and International

neering students at Japanese universities, STEM English in Higher Education, and a board member of Japan Associa-
Japan (Palgrave Macmillan); Ecdysis for globalization: ESP in tion for Higher Education Research, Japan Comparative Ed-
Japan today, World Englishes 41 (2022). ucation Society.



