





EEBEAHIIZE 57 5

(21) 3HAHA. TELLEDREROEETH L0, TELENRDIT—YDEREIEL
TW2H ) TiEH o7,
(BHEEAD - mEEEE - F T, 2010, p234) [45 9 [MIFAAL - 20184E 1 H]
(22) HHAHA. TELLOFEROEE TH L0, TELHLORDIT—~DEEIEETIE L
TWL2L ) TSN F L7 Tholzo TldH D, What isTIE? TlEdH o720 %\ T
3H)EFHA, TEHYVFELZ. THhbH,

(22) OTHEI T [TlEd o7z 206 [TIE) ZFERY LT, 2R %2 ET O DA
LRWEFE-oTWE, £, BER [TEZw] [TEHY AL ICE [T 2MEbhTns
EXFDVDDICEATHR L T2 REITIELCERT A2 L5 TE o7z TOHDOMAED
W (TP IZOWTEEPMEH L2 A, FHEAI [TIEHD] [TEH-72] DL
2 TTHH] LBIE N3] Ao L2 ICflbNRHEZEE L2 DR n Ehbro 7z,

FEEEAL (21) DT CHRICHTLARD 2200 [TlEdH 5] #&t30id, 1EIZIE L < Sk T FR
LTWe C2O200XEMAIZOE, MLHIZ 21) 2FAZEDOIETHY ., FEF[TEH 5]
WZOWTHER T BRI TH 5o

(23) a. FAFOEMELIL B BT 2 AR BT 2 5o TO L HETNI VR WAL TIES 5
YOO, [ ] &) 7 —<IXHEE—H Thhr b,
b, FELLLDERTED L%, HAHNZIE 3EMO R L% IT TR 5 %,
(BHEAR - EmEGE - HHTH, 2010, p234) [55 9 MIFAA 20184 1 1]

[TlEH 5] OREZHS2VIZE b5, (23) D22 EThEho7z0id, [13] &
AT L CTHEBEDOE ) RS REZ o 7o b2 MR S NS, 728 2 1FaTld, B2 L) 21
SN TRV [ 2FARIELT (AL THLLOD] EFHA LT, “So that, a little, give them
REEFHFELTD, ZOFPUTHELES> TW vy, biZoWTid, [ERTIEH SHY] Liidk “So even
this is an independent activity for students"& I X » F L TW5A, Wihd, CORE L] %5
LTV IR TH 2205, RO IR EHEED 2 WIERAITECLE o /2720, 22 Tithx kD
LR o2DTHHH . (21) O [TlEdHo72] ZIFICOFFTWAHEHIEIT— 7 025134 HTH
%o (21) & (23) DEWIE, (21) @ [Thotz] PIEE [2b 0 72] OBFIETHLI L, LH
TIEZRCLCRIEDN TV D ZEDPBITOENDLD, TN ED L) IZFHAIHET 5012 TIF
WRHEDPLETH %

5. EZ%&

FEREAPIE LGOI ENTEL o7, HILVIEE L o7 [THD| OFpflz 3 O%IF, FHidk
DO7TatAEFIR LTz 2O0EZRT [THDH L, FEHEAIZE>THOTHRLIETH), FHFEL
T AZETHERIELLHBT LI LD TE, $72. AOWEHZEL[THL 12OV TH, ¥H



REH [TH D | 2D B FA DR EE S

HAZ [CTEHL] DL LTHEDRHLZLEHMO L roTe 2O LMD, AKERT [THE] &
Bida &t [Tho] 1k, mlEHRO7ZOICIY L CHEETLUEDNH LI LITRBES NG,

iz, 2 &6 [Tho 1, BFElckoTED L) =27 Y ADIb A D0 % M5 21Uk,
ML DEZOFMEZGAE BT ENTELRVEEND S, 728 21E, (23) 1&, EIZEFITLEL-H
PRELZT I LTHMELTEL T, 20 [TIRL T <28 ) Tldd -7 ohE [id]
IZENTW D, XRDS S 20D &) B EEN % FHEIZFA TR D 255 [13] 12X o TENHHHE
HoTwh, PEE2 &t [Thr] 2EIFLRLITOVTOHRRIE., 205D ZEZOFMzFa L
BEVHIEOCTHEADIZDOIZLETH A o

KIS 3 [THorel L4 1. [THH2] OFEFDHIE, TEEOTIROHE L SHLEK [THL] @
ISR X BT 2 2 EDRENTZ, BB T O AD 5L, TEEKOEELILRT 2005 L < &
E2SHH S WA, HOTIRTIEDF T I EDRWIEKD [THA] IS LT [BIoEKREFFD
MOEHLZOTIE L] EFECED, ELCHREGI EDTEL L RDIHETFD) A 272,

7ol 212 (13) O [THo72] IOV TIHFEFFAINKD L9 LA EFio CWild, 20 L9 %
L X2 mRTDHIENTEZDOTIERNES ) D

(24) WLIIBVTE [HEo72] BOLDBLRTEINL I LIERV, 20D [Tholz] LD
LD TEINTCAIL [72o7z] [TL7Z] UAHOERIT RV,

COMEBAHIE, [H L Lz MOBEERDDH LD TIERVH] [200MRIEEZ SNLD, &
LONIELWDZEA ) 2] L) knizd Ui, EEEAZ. (13) 2FATVWL L &I [HoT2)
AHETHARLYS, [T THEOTCLANLZLELOIL] LwIBEOI ALY ME2 LTS, LaL,
(24) DHGEED B WITFEH © D LENI

F720 (18) O [TLHBH] IZOVWTIE, RO L) RAEPVLETH 72 EZ 6N D,

(25) [TiEHs][TLHD] ODEHIZ[T] & [H2] OMICHAIELNLZ ENHL, 2D
e, (A IZEELZRTEE [H5] TlER\Vv, 7270, [E2ITOH S]] [V 5TY
HbH] DXk [5MEFE (+BE N2)) +Th] OBEIBNTH 5,

O HIUL, (20) DL HIZ, HERFEOXLOHELE LTHN ZBWHOEELTH) L)
ZELHNTHA ) WREBHOBEENHETIUL, Zhr b L IR OE R &R % I
G EPTERITITTH D,

FHREAD (2) TERLTWDL LI, FHEE [THAHE] \TENDDIZH-D 2050 A
FROGH R OIE, B DEBITEO [ThHorz] THoTh, ZIUTEMHICHAED SN D bIF Tl
BN ERIDPNZ A, EHIZ, BFEP Vo L xIflbNS [THHD | [TlEdHb ]I L Tid, M
BUL IR Z IR K 5 2 EATRE NI,

B ) FCEHXONEWTUTEBLIZGE, CKRO [Th b ] 2E&LlaEHS % IE L BRT



EEBEAHIIZE 57 5

EbLZLiE, LERDELWHROE SR THA ), WRERB L BYIHEMCTE L vy 2 &L,
ZDXDRFENPTEE L 2\ E V) TETH D, MeEDHEE L 2T IR 2B HE 2 L3 TS
e TOEIIEZLE, [[THoH] ETEE [TT] HowidEmE [72] LREUERSZ] Lw
I HIFERIE, e ECRICIEAEH TH-oTh, X emUH G I3 Ta72EER 5. BIRWICH
EEO VO BEND, (24) (25) DX EANLRHMERERM T L EPREELEE R B,

51 ACHER
ZJEFF (2020) [ HARESEE OFEBREOREMABTZE | B H R [H ARS8 OFkn]

pp.183-201. = T HiflK
HASRE SCEERL R SCERF 784 (2009) [HHACHARGESCES ] <A LR
HAG#HE S (2005) [Hrik  HARSE I KIBEES
HEHDRRE - PRS- - HIRRAT (1997) [RFPELERBFEDTDOHmILT—7 7y 7] A LBHM



REH [TH D | 2D B FA DR EE S

Reading Difficulties Associated with Sentence End Expression “Dearu”
—From Data Concerning Reading Comprehension Process of a Non-kanji background

Intermediate Japanese Learner—

Yoko KUWABARA

In this study, three cases of the reading process of Japanese text were discussed, in which a
Japanese language learner at an intermediate level with a non-kanji background had difficulties in
reading the sentence end expression of ‘dearu” correctly in academic papers written on the topic of
education study. The three cases of “dearu” discussed here were the one in noun modifying clauses,
its past tense form of ‘deatta,” and the one that includes particles, such as in “‘demoaru” or “dewaaru.”
The reading comprehension process was specifically described, and the reasons the participant had
difficulties in reading them correctly were analyzed accordingly. In addition, what kind of knowledge
should be necessary for Japanese language learners to become able to read academic papers written

in the “dearu” style efficiently was discussed based on the analysis results.

Key words: ‘dearu,” reading comprehension, education study paper, intermediate level learner with a

non-kanji background
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Career Development of Japanese Language Teachers in Coordinator Positions:

For five full-time faculty members from Japanese universities and a Japanese language school

SATO Aya, KATANO Yohei, TAKAGI Hiroko

This paper reports on the results of interview surveys conducted with Japanese language
teachers in coordinator positions to explore their career development and the factors that influence
their continuity and choices. The subjects of the survey for this paper are five full-time faculty
members at Japanese universities and a Japanese language school. The authors conducted two to
three semi-structured interviews with each of these five individuals, and the results were analyzed
using the TEA (Trajectory Equifinality Approach) . As a result, the authors found common paths
to be the formative experience in university, entering graduate school, and returning from a country
where they were involved in Japanese language education. In addition, it was found that, depending

on the stage of career development, the factors influencing career continuity and choice differ.

Key words: Japanese language teacher, Coordinator, Life career, Career development, Trajectory

Equifinality Approach
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A Study of Reflective Collaborative Practice

Supporting the Professional Development of ALTs:
From Reflection and Writing a Practice Record in First and
Second Languages

William Tjipto, Yoshiko Hanbara

Abstract

Japan implemented a Special skilled worker immigration program starting from April 2019.
It is extremely important to discuss how to support the professional competencies and Japanese
language acquisition of those workers. In this study, we focus on assistant language teachers (ALTS)
working as professionals in Japan and consider the development of ALTS professional competences
and Japanese language education. First, the background and issues of ALTs are summarized from
previous studies. Next, as an attempt to provide language education that supports the competence
building of ALTs, we report on our approach and result of “reflection and documentation in first
language (English) and second language (Japanese)”. The procedure is as follows.

(1) The ALT talks about their own practices to a Japanese speaker in his/her second language
(Japanese), and the Japanese speaker transcribes it and makes a record of it.

(2) The ALT makes a record in their first language (English) based on what was said to the Japanese
speaker and the Japanese record.

(3) The ALT talks about their own practices in Japanese to the Japanese speaker based on the English
record, and the ALT and Japanese speaker collaborate in reconstructing the Japanese record.

(4) Based on the reconstruction and discussion, the ALT further develops and reconstructs their
English record.

In this practice, which was conducted over several sessions, the ALT talked about the
development of his activities in the community. The ALT was able to develop his own roles and deepen
their confidence and competency as an ALT, and the Japanese speaker was able to consider the
ALTS situation as her own. In the future, we would like to expand this approach to technical intern
trainees and foreign staff supporting students with foreign roots, while further examining the nature

of language education that supports professional competence building.

Keywords: ALT, English, foreign language education, professional development, collaboration
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1. Introduction

Japan established a new resident status in 2019 called the “Specified Skilled Worker (SSW)” visa
in order to bring in foreign workers into the country and provide training and receive additional
labor workers. These workers are specialized into one of 14 fields from nursing care to agriculture.
The Ministry of Foreign Affairs established a goal of 345,150 workers from 2019-2023, but as of
August 2022, only 73512 of those visas have been filled in part due to the COVID-19 pandemic and
subsequent travel closures as a result.

With border restrictions decreasing over the past few months, the remainder of those visas will
likely be issued to new waves of foreign immigrants seeking to work and train in various professional
fields in Japan. The MoF A has stipulated that these workers need not be trained in their respective
fields prior to coming into Japan, so some may have little to no professional background. Further, in
order to naturalize in Japan, these workers will need to adopt Japanese not only to acclimate better
at their workplaces, but also to help them in their daily lives and the families of these foreign workers
who will also arrive.

In order to support these workers, the authors of this research considered various ways to
support their language development alongside their professional development. Working in the
Department of Professional Development of Teachers at the University of Fukui, they focused on

their specialty of working with foreign teachers.

2. Background
2-1. Foreign Teachers: ALTs

Within the Japanese context, the descriptive term of “foreign teachers” is often implied to be
the work of ALTs, as they are the most numerous in the country. ALTs are Assistant Language
Teachers, an assistant who is considered the language expert in the classroom, providing assistance
to a primary Japanese teacher. In a classroom, they often “team teach” and each are tasked in
T2 (secondary or assistant) and T1 (primary teacher) roles, respectively. English is currently the
main focus of foreign language instruction in Japan, so most ALTs are from or have had extensive
experience in countries that have English as a native or Official Language.

There are an estimated 6000 JET ALTSs in Japan as of 2019 (JET Programme, 2022) and
countless more hired by dispatch companies such as Interac who have 3300 (Interac, 2022) or by
local Boards of Education. Their influence goes beyond language instruction, since they bring their
culture, nationality, and experiences along with their language ability, as even according to the JET
Programme (2022), their purpose is to “promote internationalisation in Japan's local communities
by helping to improve foreign language education and developing international exchange at the
community level.” This can be seen as quite critical in Japan, where ethnic Japanese constitute 98%

of the population (World Atlas, 2022), so encounters with foreign-born or foreign-raised people can be
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extremely low outside of major cities. This is the reason why many of these ALTs are dispatched
into all areas of the country, even to smaller, more rural towns.

An ALT has a varied work life and it largely depends on a combination of a wide variety of
reasons, such as the ALT, the school and staff, the local Boards of Education, and even historically
in some cases. In an elementary school, work largely depends on preparing and running games and
vocabulary practice, occasionally working as the main T1 role during these activities. Junior high
school ALTs more often work strictly in the T2 role, helping the Japanese Teacher of English (JTE).
A high school ALT almost always works as a T1 role with higher ability levels or instructions given
strictly in English. Further tasks outside the classroom are dependent on the role the ALT has
positioned themselves at school.

This leads us to the official work of the ALT in English education. Most often and traditionally,
an ALT provides the work of a live “tape recorder,” essentially having students repeat words or
sentences from the textbook after the ALT. ALTs frequently prepare simple games, activities, and
worksheets to reinforce or introduce vocabulary or grammar. An oft-repeated mantra of ALTs is
“Every Situation is Different” (ESID) because of all these aforementioned factors.

As mentioned, many ALTs are dispatched into all corners of Japan. The number of foreign
people in a community can be as low as 4.22 out of 1000 people (Statista, 2022) in some areas like
Akita. With the largest minorities being Korean, Brazilian, followed by Filipino (The Translation
Company, 2022), the likelihood of an English learner encountering and interacting in person with a
native English speaker can be quite slim. Therefore, the presence of ALTs in these communities can
be even more critical.

Grassroots Internationalization is to increase global awareness at a local person-to-person
level and it is one of the major aims of the JET Program (Wain, 2011) and other dispatch companies
(Interac, 2022). As it is one of the Ministry of Foreign Affairs, internationalization of Japan in order to
promote tourism, integrate foreign workers, and increase Japan's presence in the international stage
moving forward will once again become more critical as the COVID-19 situation reduces in severity
(MOFA, 2021). So as important as English education is, cultural understanding will have relevance
toward the future.

To that end, ALTs are encouraged to become a part of their local community, not only to
spread English, but to share culture and bridge understanding between different people in different

contexts.

2-2. Barriers
Moving from different countries poses various challenges that prevent social integration
and educational development within a workplace. We consider these as barriers to overcome; not

mmsurmountable, but nonetheless potentially difficult to surpass without focused effort, training, or experience.
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2-2-1. Understanding Cultures

There are wide differences in cultures between neighboring countries, but there are likely
even more differences between people from distant places around the globe. While it would be
impolite to discuss a whole country of people with stereotypical blanket statements, nonetheless
there are marketed differences in general between groups of disparate people.

As Japan and other Asian countries are often remarked as being quite different from other
foreign, notably western, countries, differences in cultures can mean different communication styles,
leading to different management or collaborative styles. Bridging this first step is one such barrier to

overcome simple misunderstandings and communication issues.

2-2-2. Understanding Japanese Schools

Given that most ALTs are from countries where English is an Official Language, their schools
where they work often have different systems from their home countries. Japan derived much of
their Meiji-era school system from Prussian origins, although post-war era systems are said to be
modeled after the American school system. Despite that, it is difficult for typical American ALTs
to slot comfortably in the Japanese workplace and understand the deeper differences that have
developed unique to Japan in the last 100 years. Understanding the events, processes, and subtle
daily events is an important component of cultural integration. On a brief comparison between
Japanese and American schools, Studt comments, “differences between the two are so significant and
so striking that they dwarf whatever similarities that do exist” (Studt, 2014). Curriculum not only
is quite different in Japan than in many western countries, each school has marked differences and
culture. Failing to understand these aspects of schools could mean potential failure to be accepted as

a professional teacher.

2-2-3. Language Barriers

As a general statement, most Japanese people are not fluent enough in English to have
normal, daily conversations with foreigners who can only speak English. In order to adapt to
a Japanese workplace, going beyond strict use of English and basic Japanese phrases becomes
extremely important and critical to adapting into the workplace, as there are many things that
occur daily in staff rooms which necessitate the use of Japanese. Among many ALTs who may feel
alienated, bridging the language gap by studying Japanese is one method they have to feel more

socially connected (Komisarof, 2006).
2-2-4. Time Constraints

Another unique aspect for ALTs and similar contract workers is the overarching, looming

problem of time, as the length of their immigration visa is dependent on their job contract offer. Job
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contracts are commonly renewed annually and are finite. However, ALTs also face a unique problem
as the assistant in the classroom as they do not carry the lead in unit lessons or other primary

teacher responsibilities, so their time in classes are also similarly limited in comparison.

2-2-4-1. Time in Classroom

As ALTs are deemed “assistants,” they are not strictly essential in the continued day-to-
day function in usual classrooms. By strict guidelines, they are not allowed to be teaching solo in
a Japanese classroom because they lack a legal teaching license. As a result, they also do not have
to perform responsibilities such as give homework, evaluate overall student progress, and conduct
formal testing. They are often asked in junior high and elementary schools to have equal class time
over the number of classes in a given school, so this may mean dozens of different classes or more in
a week for larger schools. Moreover, the ALTs in rural areas may be spread out over several schools
necessitating perhaps even less than once a week visit, per class.

This results in ALTs having little or no consistent time in any given classroom, limiting
their time in the classroom to develop curriculum or reaffirm useful educational skills. Some ALTs
bemoan that without detailed knowledge of each class and in order to minimize preparation between
classes, they often reuse the same or similar lessons or activities across schools and sometimes across
different grades. The repetitive nature of these lessons or activities limits the challenges of lesson
or curriculum implementation and management. In addition to their own professional detriment, this

inconsistency also limits the efficacy of their working relationship with JTEs and students.

2-2-4-2. Contractual Limits

As briefly mentioned, the length of an ALTSs contract is usually an annual renewed affair
with their visa stay in Japan tied to that contract. MEXT-sponsored JET ALTs often have either a
maximum of three to five years or even less, depending on the rules set by the prefecture and local
boards of education. Some private dispatch ALTs or direct-hire ALTs may have no permanent set
limit on renewed contracts, however, but it varies greatly with every company and school.

In any case, the contractual limits of most ALTs, with a perceived emphasis of “assistant,”
create a sense of a temporary position, leading to the feeling of being an impermanent, temporary
worker (Komisarof, 2006; Slagoski, 2014). They may feel uninvolved in the classroom and are unable
to develop their careers as a result of this temporal position, even though there may be some who
may wish to follow the career path within Japan (Slagoski, 2014) or further develop professional team-

teaching pedagogy (Crump, 2007).

3. Professional Development

Professional workers need to keep their skills sharp in order to continually meet new challenges
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arising from their work and problems they may encounter on a daily basis. Teachers, ALT or
otherwise, are among many of these professionals that need to keep working on their progress in
order to meet new educational developments and challenges in teaching amidst new curriculum

mandates and advancing technology that occupies the daily lives of their students.

3-1. DPDT

The authors of this research are currently employed at the University of Fukui Graduate School
in the Department of Professional Development of Teachers (DPDT). Their aims are to update and
improve the skills of in-service teachers and prepare new teachers with knowledge shared from
others. They focus on modern education curriculum development, student inquiry-based learning, and

fostering new ideas through collaboration and sharing in lesson study.

3-2. Reflection

Reflection is the action of thinking deeply and critically about one’s own work and experiences.
It is one important aspect to recognizing one's own progress, experience, and proficiency, much
like viewing our past through a mirror. "Through reflection, he can surface and criticize the tacit
understandings... and make new sense of the situation of uncertainty or uniqueness..” (Schon, 1983,
p.61). Reflections can be done over a short term, such as after a lesson, or long term, looking back over
multiple lessons or years. Beyond looking at one’'s own teaching and process, the act of reflecting is
important for the practitioner to consider student progress, learning, and reactions. Thinking back
can help one understand what approaches worked and why and, more importantly, it is necessary to
face future challenges better.

The importance of reflection is not necessarily to be critical of one’s own failures, rather it is
to take the positives and learn from ways that worked successfully and how students responded.
This reflection allows one to avoid the same or similar problems and overcome them for the next
time. According to Schon, this is called “reflection-on-action,” a post-reflection that all successful

professionals exercise

3-3. Practice Record

One important method to reflecting, retaining, and disseminating knowledge to a wider teaching
audience is through utilizing practice records. These reports are a record of the whole of a teacher’s
practice, including notes of the process, planning, methodology, and materials that goes into a lesson,
and further, the results of those classes post-lesson. For teaching practitioners, keeping a practice
record allows them to detail their own work, allowing for deeper reflection to better prepare for
future lessons. These practice records also serve as a benefit to the wider teaching community by

helping other teachers follow their journey, perhaps spurring new ideas and hints in others.
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As well as any lesson could go, the need to note student progress and reaction is an important
part of practice records in relation to student-centered learning. Details of in-lesson student
observations such as focusing on the students’ reactions to directions, how they interacted with each
other, and how students approached and learned within the lesson, can be hugely beneficial for future
review. Practice records allow the teacher and others to look back and reflect on lessons from the

students’ points of view, as well.

3-3-1. Practice Records of ALTs

While practice records can be beneficial for any practicing teacher, it can also benefit ALTs
uniquely in their job because of the nature of their assistant position relative to the JTEs. Since the
roles as T1 and T2 often rotate fluidly in a well-run team-teaching class, the focus and attention of the
students may alternate between the teachers. Writing and keeping a practice record detailing these
situations can help them gain insight into the students’ learning and teacher roles in lessons. There
may be times where two “chefs in the kitchen” of a classroom confuse the students, so reflecting on
those lessons are important for subsequent reflections.

ALTSs occasionally are tasked to submit short report summaries to their superiors, but usually
after a term or some duration of time. They do not typically write long, detailed practice records,
so it 1s unusual to find those who have. One ALT who recently graduated from the University of
Fukui Master of Education program wrote a long-term practice record detailing his past, present, and
future progress as an ALT. Ryan’'s record was beneficial for himself as he could detail the strides,
struggles, and challenges he encountered in concurrently teaching and studying in their graduate
program. In reflecting on his record and sharing his experiences in writing and reviewing practice
records, he noted, “..all of my knowledge, experiences, and life-long lessons I have gained thus far
came full circle. I garnered valuable insight while piecing together my past and considering how it
connected to my present and future as a teaching professional” (Thorton, 2022).

Through his written practice records, any reader would be able to stitch together the strides he
made during his time as a graduate student. His practice records showed his progress learning and
studying from others, but more importantly, readers are also able to review and follow his process,
adding to the collective knowledge of education.

Although the sharing of practice records for ALTs is not widespread, there is potential for

benefits for ALTs to read and share such reports.

3-4. Collaboration
An important aspect of professional improvement is collaboration with other teachers. Wenger
et al. have often discussed the need for professional collaboration, working with others to learn from

the community as a whole (Wenger et al.,, 2002). This includes not only veteran members with years
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of experience, but also inclusive groups of varied skill levels and backgrounds to collaborate and work
toward finding new solutions. These dynamic social structures form not only to resolve problems, but
also exist to continually feed the cycle of professional improvement.

As ALTs are members of the education community in Japan, they may also have ideas they
brought from their home country to share to other veteran Japanese teachers. Charmoyl, an ALT
working at Japanese elementary schools, also reflected positively about his work with other teachers.
“..the talks between staff of assorted levels of experience and different subjects of focus allowed me to
re-evaluate my practice through a broader lens, and realise the true importance of my actions in the
classroom... I feel accomplished and more confident about my future as an English teacher” (Roopen,
2022). The community of teachers he shared with helped his future career and perhaps his unique
experiences also contributed back to the Japanese teaching community.

Talking and sharing in discussion groups are one way for these groups to collaborate freely.
Professional group discussions are open and free, where members pose questions to the others in the
group regarding their practice, seek advice, and give input in a non-critical, constructive ways. Rather
than one or two members strictly taking the lead as discussion leaders, they are considered more as
“facilitators” in the discussions, guiding the topics forward when necessary, or metaphorically hands

off when others are organically taking the reins.

3-5. ALT Professional Development

ALTs seeking to improve their educational knowledge and skill set in Japan face hurdles, but
there remain many who are looking to continue their careers in education or even as an ALT. While
there are individual strategies that an ALT can employ to overcome aforementioned barriers, we are
going to focus on one potential method that may benefit three major aspects to greater professional

development in Japan.

3-5-1. ALT Training
ALTs often come from non-educational degree backgrounds, so they may not necessarily
have the basic educational groundwork necessary to teach as a primary teacher or even simply how
to connect with students at a grassroots level. For JET ALTSs, most are given a multi-day seminar
in Tokyo and Interac, a large private dispatch company, gives approximately the same training in
regional areas (JET Programme, 2019; Interac, 2022). They are offered semi-annual seminars, but this
is also often short one- or two-day affairs; hardly enough to cover the gamut of topics and challenges
that striving ALTSs face. This abbreviated training does not give ALTs the full complement they need
to really know teaching pedagogy.
Outside of the required training events, some ALTs can learn from others teachers in online

gatherings (Wang, 2021) that have become more accessible due in no small part to the COVID-19



A Study of Reflective Collaborative Practice Supporting the Professional Development of ALTs

pandemic. With the exception of such cases, ALTs are often left without other methods to study and

learn.

3-5-2. Language Development

JTEs and direct co-workers may often be the ALTSs  source of intercultural connection,
correlating directly with job satisfaction. However, ALTs work with JTEs who often can speak
English to varying degrees and they may have to interact with other Japanese staff on a daily basis.
Komisarof found that some Japanese may tend to avoid speaking with non-Japanese in order to avoid
language issues stemming from lack of English ability (2006).

As previously mentioned, one roadblock to job satisfaction as an ALT in Japan is acceptance
by the staffroom. To feel connected in the staffroom professionally often requires interaction
with other teachers who have lesser ability, such as other subject teachers, the principal, etc.
Without higher Japanese language ability, it becomes difficult to truly make lasting friendships and
connections (Crump, 2007).

All this stresses a need for Japanese L2 language improvement for ALTs hoping to make

deeper inroads in their schools and with their careers.

3-5-3. Collaboration with Staff
One such method to better adapt to another culture is through the staff of the school. Slagoski
notes that the ALTS relationship with the staff (co-workers) was a key point on how they learned

about the school culture (2014).

4. Collaborative Development

The authors’ goal was to improve professional development and language learning through
collaboration and practice records, creating a simple method to improve the knowledge, skills,
and language ability of the ALT who may seek to become more professionally capable at their
job. Though these following steps may seem simple, they can be the basis of important building
foundations to further the careers of foreign professionals in Japan.

The methodology was to simultaneously benefit both the ALT and Japanese teacher through
the writing of practice records in both English and Japanese and through discussions surrounding the
ALT’s practice in Japanese. The discussions would involve the ALT and a Japanese teacher aiding
their practice, perhaps a JTE or another Japanese staff member with English ability.

In this study, the ALT in question has been in-practice for eight years with a Japanese
ability equivalent to the Japanese Language Proficiency Test (JLPT) by the Japan Foundation, N3
Intermediate, though through daily use, listening and conversational ability may be considered N2

Upper Intermediate.
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The Japanese teacher in our trial is Ms. Hanbara, a Japanese language teacher and a staff
member at the University of Fukui. Her background as an educator is focused on Japanese language
education for foreign-born students. Her English-speaking ability may also be considered upper-
intermediate compared to most Japanese, but neither member is absolutely native in the others’

mother language.

4-1. Methodology
4-1-1. Initial Discussions

The first part of their methodology starts with the ALT sharing their teaching practice,
revealing their past work, their accomplishments and challenges, and even their future goals. The
topic of these initial exchanges can be left intentionally vague, encouraging open-ended discussion
from the ALT and freely allowing the ALT to circle in on the issues most concerning their
professional work. They can choose to focus on aspects they are proud of, are seeking to improve, or
perhaps challenges they are engaged in.

The Japanese teacher will provide support for the ALT, working as a “facilitator” to guide
the practice sharing forward, probing questions or seeking comments that generate ideas. During
the sharing session, the Japanese teacher listens intently and transcribes notes on the discussion,
encouraging further open-ended discussion from the ALT.

These discussions will be largely done in the ALT’s L2 language, Japanese in this case. Even
if the Japanese level of the ALT is limited, they can explain as much as they are able, borrowing
English words to fill their knowledge gaps as needed. The Japanese teacher will support them during
this time with traditional learner language support techniques, such as rephrasing and providing
them with the vocabulary organically as the ALT describes their practice.

The initial sharing and insight of the ALT’s practice, with assistance from the Japanese teacher,
can be considered the spring from which the basis of the upcoming practice record flows. The ideas
that have been recalled or drawn through the discussions can encompass a wide-range of topics with

many not yet fully formed in the first step.

4-1-2. Practice Records

The next step will be primarily individual work, as the ALT will write the first draft of their
practice record in English, based on further reflection, recalled episodic memories, and the discussions
made between the ALT and the Japanese teacher previously. The Japanese teacher will similarly
concurrently start to form a Japanese version of the ALT’s practice record from the previous
discussions and notes taken.

Although this step has little interpersonal communication, utilizing practice records are a

necessary part of professional reflection. Writing the practice record creates a report of the work
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done by the ALT and forms a manuscript to later share with others regarding their teaching,
learning, and improvement cycles. Most importantly, reflection is the practice by which professionals

become aware of their implicit knowledge and learn from their experience (Schon, 1983).

4-1-3. Further Discussions

During the process of writing, whenever convenient to the ALT and Japanese teacher,
they can elect to further discuss the practice record throughout the planning and rough stages.
Using the forming English practice record as a base, the ALT will further discuss their practice in
Japanese with the Japanese teacher. The Japanese teacher, as before, will listen and make notes,
also in Japanese. The Japanese teacher can also probe the ALT further, deepening their reflection
and prompting more ideas or specific clarifications. This will hopefully lead to additional leads and
thoughts that the ALT could not have realized without this process.

This step has several different facets, all of which are meant to benefit both parties. The ALT
can gain new knowledge of their own practice through deeper discussion and different perspectives,
while improving their Japanese fluency. They will likely have learned new Japanese vocabulary
from the Japanese teacher relating to their work. The ALT can then reinforce these words through
discussion with other school colleagues or in classes. This will heighten their thinking process and
perhaps lead to new realizations for future lessons by opening ways to engage with other Japanese
staff.

The Japanese teacher will also learn more about the struggles and experience from the
ALT, creating new perspectives they perhaps would have not obtained without deep discourse into
ALT practices. They will also have more information to write down in their notes to build their own
version of the ALT'’s practice record in Japanese. Having this record will potentially provide new
sources of knowledge of ALTSs' practice for other Japanese teachers who may seek to learn more,
since there is comparatively much less information about ALTs working in Japan than there is

strictly about English language education (Crump, 2007).

4-1-4. Further Review
This fourth, but effectively not final step, will allow the ALT to further reflect upon their own
practice. The ALT will continue to add to their practice record from the discussions, questions, and
new Insights gained from speaking with the Japanese teacher in step 3. The Japanese teacher will
also refine the practice record in Japanese. This will lead to deepening and improving the reflections
of both parties as they proceed with the practice records.
As part of the continual, long-span improvement cycle, the previous step 3 and writing in step 4
may be done repeatedly throughout the process of writing the two practice records, whenever either

party needs and when time allows. This casual flexibility can help build additional rapport between
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the teachers, leading to further acculturation of the ALT and working practice of the Japanese
teacher in a mutual, collaborative effort. Moreover, this process can be further continued beyond
the needs of the practice record, as both parties can gain new knowledge from discussions and the

writing process.

4-2. Improvement through Discussion and Writing

Following the methodology presented above, the following section is dedicated to following
the ALT and the Japanese teacher’s actual experience in summarized form, in a compacted, practice
record format. This may enable the reader to have a better understanding of the process that took

place over several months.

4-2-1. Initial Discussions

The purpose of professional development was a desire that started with the ALT and his
hope to improve his ability, as he is seeking not only to improve his current occupation, but also his
work continuing into the future. A Japanese teacher volunteered to help his journey, as her own
teaching experiences revolves around Japanese language education and she has hopes to develop
knowledge to help skilled foreign workers.

In the initial online discussion, the Japanese teacher asked the ALT to briefly describe his
practice to her in Japanese. Once he started talking about his projects, she inquired if he had any
other things he had done as an ALT that he didn’t previously write about in his practice record for
his master’s degree. This broad question led him to focus in on some of the things he left out of his
record.

The ALT then started to focus on several major projects he had led that didn't necessarily
fit his previous practice record, but through the process of describing, he realized the value of
recalling to paper those aspects of his recent career. Most importantly he shared his years of leading
the Wakasa English Seminar, an annual gathering that saw the attendance of dozens of junior high
school students from seven local schools. He encountered several challenges surrounding planning,
implementing, and reflecting post-event in hopes of improving subsequent years. He also recalled

specific learning episodes with some new ALTs that created deep impressions on his teaching career.

4-2-2. Practice Records

After the first initial discussion, both the Japanese teacher and ALT progressed with
transcribing the ALT's experiences into the first forms of the practice record. As the ALT wrote,
the practice record became longer and longer. He came to the realizations how those interactions
supporting other ALTs became a backbone of his previous practice record in regards to the

formation and improvement of ALT communities within the prefecture. He began to reflect in
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the record differently than he had before, realizing that also his own improvement cycle occurred
naturally through his engagement with English learners outside the classroom, becoming the main

theme of this writing.

4-2-3. Further Discussions and Further Review

Once a mutual time was available, both the ALT and the Japanese teacher came back
together online several short times to discuss the progress of their writing. The ALT followed his
own writing and discussed it with the Japanese teacher in Japanese. The teacher asked for details
about those outside the classroom experiences, leading to the ALT to add several projects over
his ALT career. Without such discussions, he would not have recall his experience with an English
etkaiwa group that he felt was only a small part of his community engagement. The Japanese teacher
encouraged the inquiry and helped the ALT realize that this was also a valuable volunteer experience
that engaged with adult learners in different ways outside his time as a junior high school teacher.

Although the process may continue further, for the purposes of this ALT’s practice record,
the process continued over two months with several discussions occurring. Each time the ALT
was asked to describe his writing in Japanese, the teacher provided feedback and inquired further
into details. The ALT noted that recording his learning and teaching journey helped him to recall

important learning episodes to realize the lessons he learned throughout.

4-3. Results Analysis

The authors of this report find the results of the practice records and the positive communication
a subjective advancement in professional development, adding to educational knowledge and
strengthening rapport between the two teachers. There are some limitations of this research and
methodology that they would first like to address. The scope of the current research was extremely
limited with only one sample size and only focused only around the work of an ALT, with only one
method implemented, and there were no measurable, quantitative data results from the research.

This methodology follows closely with the continuous improvement cycle, as both parties learn
and share in discussions, put the information down in writing practice records, and further discuss
again. While it is difficult for us to measure exactly how much professional development and language
learning occurred empirically, the process and the final practice records in Japanese and English
present a strong case toward showing the positive benefits for both teachers. Both practice records
evolved significantly from humble initial opening dialogues, through the discussions, which directly
contributed to more detailed content within the records, suggesting that deeper learning through
additional reflection was shown.

For the ALT, the initial discussions started the groundwork for the whole, approximate 40-page

paper. By being asked questions and probed for feedback and comments, the ALT was able to recall
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details and projects he was involved in or helped to organize. This likely encouraged deeper thinking
in the ALT’s teaching practice and further discussions after the first led to revisions and additional
changes and improvements through the writing. This improvement is also seen in the practice record
itself, deepening and expanding over the weeks these discussions occurred.

For the Japanese teacher, she was also able to ask questions, understand the ALT’s experiences
and struggles, and further encourage the ALT’s practice in the discussions. Her new knowledge
results were reflective in her own report of the ALT’s projects. Through these discussions and
report, combined with her past work involving other foreign-born workers, her new insight can be
applied in the future with other foreign students, teachers, and workers.

As for Japanese L2 learning for the ALT, it was also similarly difficult to quantitatively measure
the improvements made through the discussions and subsequent reflections. Since the discussions
were held in Japanese, the ALT speaking about their educational experiences in the L2 target
language allowed him to use, listen, and actively think in the target language, leading to sharpened
practical verbal skills. This likely contributed to language confidence in the ALT, especially despite
mistakes, the encouragement of the Japanese teacher understanding the conversation greatly
improved the ALTSs outlook in continued subsequent discussions. The ALT was able to learn new
words related to education, increasing his vocabulary for use at his base school and deepening his

knowledge of his own work and of the Japanese education system.

4-3-1. Professional Development

The main goal of the discussions was to provoke reflective thought into the educational practice
of the ALT, encouraging them to think about their lessons and duties more. The questions posed by
the Japanese teacher not only challenge the ALT, but also provided the viewpoints from a Japanese
teacher. These new views can shed new insights into the job of the ALT they may not have been
consciously aware of. Further, as shown through the final practice record, the ALT also was able
to generate more ideas through the writing process and subsequent discussions surrounding their
practice.

The practice record also serves as a tool for professional development for other readers in the
future, as others will be able to follow the practice, progress, and process of the ALT through reading
it and understanding his views and experiences. The details contained may provide future readers
with hints for their own practice as ALTs and increase their understanding about English education

in Japan, through the mindset of one individual's experiences.

4-3-2. Language Development

Typical ESL or EFL learners build much of their initial language ability through practical means

of studying and talking about subjects at school (in the case of ESL) or through connections of their
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daily life (in the case of EFL learners). In much the same way, professional (adult) learners can expand
their language ability and make improvements in their work by learning through discussion and
reflection in L1 and L2.

The ALT in this example had a functional baseline level of Japanese ability, but they lacked
many words and confidence to explain their practice in Japanese to other non-English-speaking
teachers. They had been used to talking largely with other JTEs or ALTs about their practice in
English. Through this process, the ALT was assisted by the Japanese teacher and gained greater
confidence in speaking through actual speech rather than merely thinking or writing compositions.
These impromptu, free-flowing conversations between the ALT and the Japanese teacher naturally
led the ALT to utilize his Japanese language knowledge to convey past lessons and express
1deas about theoretical educational concepts. Developing L2 language through ALT professional
development can be a pragmatic way to draw out and instill useful, professional environment

language skills.

4-3-3. The ALT’s Personal Reflection

I worked as an ALT for eight years at a single base junior high school and studying Japanese
in a Master’s Degree program in Japan, but I still felt lacking in terms of overall confidence in my
progress as a teacher in a predominantly Japanese workplace.

While it had not changed my life overnight, I nonetheless left each discussion session
invigorated with confidence in my speaking ability in Japanese, despite the previous belief that I could
not string the words to convey many events in my work history. Words that I had not known I tried
to explain, while Ms. Hanbara did her best to understand and provide me with the more appropriate
vocabulary befitting of the topic.

But most importantly, it slowly dawned on me that I had forgotten many aspects of my work
outside my official ALT job title. I participated, joined, and led many events in my time thus far that
I didn't think were particularly exciting or contained valuable stories, at least not enough to compile
In a practice record. Shortly before this collaborative effort, I had written a long-term practice record
of my work as an ALT, including as much of my work as I felt was relevant, leaving many of these
outside stories on the cutting room floor, so to speak. However, talking with Ms. Hanbara gave me an
insight to the subtle learning aspects of each event that I had not fully realized.

For example, I had left out of my graduate record my time as the ALT and seminar leader
of the Wakasa English Seminar. After talking with Ms. Hanbara, I realized that it was more than a
footnote in my ALT career; I had not only encouraged greater participation of the ALTSs, I had grown
the student attendance to nearly twice the initial size, and I always received positive comments from
all the attendees, JTEs, and ALTs alike. This was a learning episode that was part of improving my

practice that I didn't initially believe was relevant or deserving enough to be included.
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5. Future
5.1. Further Research

The authors recognize the numerous limitations of this current research paper and its ability to
fulfill the promises of professional development and language improvement in other cases. Although
the methodology and logic are sound, it will need to be tested with a larger sample size of foreign
ALT subjects. As suggested in the introduction to ALTs, Every Situation Is Different, so the
personal subjective views, professional skillset, knowledge, L2 language ability, working motivations,
and beyond are all different for each ALT from different backgrounds. Their working relationship
with others like a supporting Japanese teacher can greatly affect the results of a collaborative
methodology as detailed here. The process will need to be refined for other cases and expanded in

scope with verifiable data.

5.2. Wider Applicability

It is important to recognize that the current scope of this collaborative practice is limited to
ALTs and Japanese teachers. Looking toward the future, there is potential for utilizing similar
methodologies for improving the practice of other professional foreign workers. The authors are
looking to further develop this methodology and find ways to adapt it to technical trainees, foreign
students, and other in-service foreign professionals working in Japan.

The concept of having Japanese professionals working closely with technical trainees and other
foreign students can similarly show positive results for professional development, allowing foreign
workers to learn more about their occupation from veteran professionals while simultaneously
learning Japanese. This can also benefit the Japanese professionals, as they can learn the process of
the trainees and find new ways to understand their profession and development, perhaps allowing for
their own reflection and streamlining in the future.

Further, there may be other ways to have collaborative efforts in other fields through such
professional discussions. We believe this can be one tool to build, share, and develop professional

knowledge through similar efforts.
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Mentoring and Facilitating Project-Based Learning

at a Japanese National University:
An Introduction to a PBL Program for Community Revitalization and
a Qualitative Analysis of Course Outcomes Using Student Voices

Christopher Hennessy

Abstract
The author and a colleague in previous research defined the roles and the relationships in a
STEM Project-Based Learning (PBL) course in English between the course stakeholders -
the students, the language instructors, and the engineering experts - in terms of ‘mentor’ and
‘facilitator’ instead of the traditional role of ‘instructor’. In this paper, the author will first describe
as education practice a community revitalization PBL course of seven students conducted from
October 2021 to February 2022 in which the objective was to work with a local experiential
nature organization to develop regional promotion through multiple SNS platforms. Then, using
qualitative research methods conducted through an online questionnaire implemented at the start
and end of the course, the author will explain how the students perceive their own relationships
with the course instructor and content instructor (i.e. members of a participating local
organization) to understand students’ predicted and realized perceptions of learning outcomes
and relationships in the course. Specifically, the qualitative analysis indicates that students in
this community revitalization PBL course see the course instructors mainly as facilitators who
support their metacognitive needs of students and the local organization members as mentors
who help develop their concrete skills. The author will finish by explaining how a mentoring/
facilitating paradigm can be used to better explain the relationships students in a PBL course
have with other course stakeholders, leading to higher quality project-based learning and active

learning education.

Keywords: project-based learning, PBL, active learning, community revitalization, Fukui Prefecture

1. Introduction

In preparation for the 21* century, the Ministry of Education, Culture, Sports, Science, and

Technology (MEXT) has in part sought the development of problem-based learning, which according

to O'Donnell and Hmelo-Silver (2013) shares many facilitated collaborative inquiry characteristics
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with project-based learning (PBL): the main difference being problem-based learning focuses on “ill-
structured” problems and project-based learning focuses on a “driving question” at the outset (p.
12). Within Japanese higher education as an education achievement target for the “[d]Jevelopment of
abilities for social and vocational independence” and the promotion of innovative educational
content and methods for cultivating students’ academic abilities through active learning (Ministry of
Education, Culture, Sports, Science and Technology, 2013).

In response, a large number of universities all over Japan have sought to incorporate
PBL education into their curriculums. The School of Global and Community Studies (GCS) at the
University of Fukui was established in 2016 and is one example of this overall trend of PBL in higher
education within Japan, having PBL as one of its three main pillars of education (School of Global and
Community Studies, n.d.a). The GCS website even states: “Through a curriculum centered on Project-
Based Learning, students will understand society in the real world and acquire the independent skills
to adapt to changing circumstances while developing critical thinking skills and decision-making for
pursuing and solving challenges” (School of Global and Community Studies, n.d.b). Reflecting this focus
on PBL education, PBL courses at GCS are mandatory for students every academic year, with six
semesters of PBL coursework required for graduation.

The author, as a faculty member of GCS since its inception, has designed and instructed
a PBL course for second-year students based on the promotion of Fukui since 2017. Previously,
the author had designed and instructed STEM PBL courses for the engineering department at
the University of Fukui over a number of years. In research associated with this engineering PBL
education, the author with a colleague developed and utilized a hybrid mentor/facilitator paradigm
for analyzing and understanding course stakeholder relationships in a PBL course based on Hmelo-
Silver and DeSimone’s (2013) definition of facilitator and Dawson's (2014) elements in defining a
mentor relationship (Hennessy & Malcolm, 2021).

In this paper, the author has two main objectives. First, to describe and document the PBL
course implemented from October 2021 to February 2022 as education practice for use by other
Instructors. Second, using the mentor/facilitator paradigm expressed above, to qualitatively analyze
student voices through an online questionnaire in order to understand longitudinally students’
predicted and realized learning outcomes and relationships in the course, which again can be used to

create a paradigm with which other instructors may refer to in development of a PBL course.

2. Literature Review
2-1. What is Project-Based Learning?

Project-based learning can be identified in different naming conventions through much of
education history, but many present-day iterations often are seen to stem from early 1900s American

education and, specifically, John Dewey’'s advocacy for experiential, action-based education in the
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early 20" century. The PBL trend during the 1900s in education was part of a larger education
paradigm promoting “experiential, democratic and social behaviorist ideals” (van Lier, 2006, p. xi). In
more modern day thought and on the need for PBL in education, Capraro, Capraro, & Morgan (2013,
p. 2) state project-based learning is “composed of several problems students will need to solve. It
is our belief that PBL provides the contextualized, authentic experiences necessary for students to
scaffold learning and build meaningfully powerful science, technology, engineering, and mathematics
concepts supported by language arts, social studies, and art.”

However, the above explanations do not give us a concrete list on what exactly is PBL as a
definition. Prince and Felder (2006) offer eight key characteristics for specific definition of PBL
education: (1) teams of students, (2) open-ended assignments, (3) resembles professional life, (4)
students formulate solution strategies, (5) measure approach against goal/result, (6) broad scope,
several problems, (7) end product is central, and (8) applying integrated knowledge (not acquiring). It
i1s with these overarching theories of early PBL as well as these eight characteristics that the author
has designed both STEM PBL - which focuses on engineering-focused design problems and projects
- and non-STEM PBL - which in the author’s case focuses on regional revitalization problems and
projects — curriculum over the last nearly 10 years. Furthermore, research often does not look at the
relationship and roles of stakeholders in a PBL class, which, if defined, could lead to more effective
planning and implementation of PBL courses. Particularly this definition of role aspect is a major goal

of this research paper.

2-2. Facilitator/Mentor Paradigm for STEM PBL
2-2-1. Facilitator

In Hennessy and Malcolm (2021), the authors offered a theoretical framework based on a
facilitator/mentor paradigm to understand the relationships between different stakeholders involved
in a STEM PBL course (=language instructors, engineering experts, and students) within an
engineering PBL course. Through the experience of the authors of Hennessy and Malcolm (2021), the
authors of that paper found that traditional instructor-student teaching paradigms were not sufficient
in defining the relationships of the stakeholders in the multiple STEM PBL courses they co-taught
— which again they felt lowered the quality of the experience for all stakeholders. Specifically, the
authors of that paper looked to Hmelo-Silver and DeSimone’s (2013) concept of “facilitator” within
collaborative learning to override the idea of “instructor” within an inductive learning process that is
prominent in PBL education. Specifically, Hmelo-Silver and DeSimone (2013) state that facilitators are
“expert learners, modeling good strategies for learning and thinking rather than providing content
knowledge” (p. 373). However, the engineering experts (content instructors) were not “facilitators” as
they had no real knowledge of how to teach language. A different model was necessary to understand

their relationship dynamic.
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2-2-2. Mentor

To gain an understanding of the relationship between the engineering experts, who may more
generally be known as content instructors, and students, the authors through extensive literature
research looked for different ways to define person-to-person roles in the world and ultimately turned
to the field of mentoring. Dawson (2014) provides a meta-analysis on mentoring and how to define
the concept, condensing an extensive amount of previous research into 16 “elements” that framed
what a mentoring relationship model entails: (1) Objectives: the aims or intentions of the mentoring
model, (2) Roles: a statement of who is involved and their function, (3) Cardinality: the number of each
sort of role in a mentoring relationship, (4) Tie Strength: the intended closeness of the mentoring
relationship, (5) Time: the length of a mentoring relationship, regularity of contact, and quantity
of contact, (6) Relative Seniority: the comparative experience, expertise, or status of participants,
(7) Selection: how mentors and mentees are chosen, (8) Matching: how mentoring relationships are
composed, (9) Activities: actions that mentors and mentees can perform during their relationship,
(10) Resources and Tools: technological or other artifacts available to assist mentors and mentees,
(11) Role of Technology: the relative importance of technology to the relationship, (12) Training: how
necessary understandings and skills for mentoring will be developed in participants, (13) Rewards:
what participants will receive to compensate for their efforts, (14) Policy: a set of rules and guidelines
on issues such as privacy or the use of technology, (15) Monitoring: what oversight will be performed,
what actions will be taken under what circumstances, and by whom, and (16) Termination: how
relationships are ended. Essentially these elements exhaustively frame and describe a mentoring

relationship and what goes into identifying one, committing to one, nurturing one, and ending one.

2-2-3. STEM PBL Facilitator/Mentor Paradigm

Using these concepts of “facilitator” and “mentor,” Hennessy and Malcolm (2021) were able to
delineate the relationships that occur between language instructors, content instructors, and students
in a STEM PBL course context. Specifically, the authors found clear connection to the language
instructors as facilitators to the students and the content instructors (engineering experts) as mentors
to the students. There was also a mentoring relationship between the language instructors and
the content instructors, as content instructors lacked specific language teaching knowledge, and so
regularly turned to the language teachers in order to learn how to teach the engineering language in

English. Figure 1 encapsulates the breadth of these relationships.
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Figure 1: STEM PBL Facilitator/Mentor Paradigm (Hennessy & Malcolm 2021)

A major limitation of this paradigm though is it is based on analysis of personal reflections
of the language instructors themselves and interviews with the content instructors; student voices
were not directly taken into account as the paradigm was developed well after the relevant courses
had ended. Specifically, Hennessy and Malcolm (2021) used qualitative research method with recorded
interviews of content instructors and their own reflections in order to develop this paradigm.

Through this paradigm expressed in Figure 1, the author will analyze a non-STEM PBL
course to validate the robustness of the paradigm. The non-STEM PBL in this case is a regional
revitalization PBL project in which students promote a local area. Non-STEM PBL differs to STEM
PBL in that students work to solve more social-oriented issues, compared to STEM PBL in which
students seek to solve technical, engineering issues. Furthermore, as will be explained below, the
author will use qualitative research methods to analyze student perceptions of the relationships
between the course stakeholders, and thereby filling in some of the gap of the previous research

study conducted by Hennessy and Malcolm (2021).

3. Description of a Community Revitalization PBL Course at a Japanese National University
3-1. Project-Based Learning at the School of Global and Community Studies

As stated above, the School of Global and Community Studies at the University of Fukui has
project-based learning education as one of its three core learning models, which can correspond with
the expectation for higher education by MEXT regarding the development of social independence.

Current incoming students can expect to have PBL courses through First Year to Third Year,
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with many still taking mandatory or even elective PBL courses in Fourth Year. Though they can
take many forms and themes, all PBL courses are involved with community revitalization as an
overarching theme in the face of dwindling population in rural areas of Japan such as Fukui.

First Year PBL courses feature lectures by faculty on specific skills necessary for successful PBL
community engagement, such as interviewing and presentation, often with scaffolded organization
recruitment (i.e. the faculty will locate and set up interview hearing with community organizations
on behalf of the students) and low-stake end products (ex. public presentation, report, etc.) at the end
of the second semester. Second Year PBL Courses are usually higher stakes, with students expected
to be more independent in their fieldwork and end product development. Also, there is a greater
range of nearly 10 projects to choose from (ex. Fukui Prefecture local culture/product promotion with
videos, bus tours to lesser-known areas of interest in Fukui Prefecture, dissemination of local history
through planned events, etc.). Third Year PBL courses take an even more academic stance in its
classwork through readings on theory, particularly with service learning and PBL. Students also have
a choice of continuing PBL education in their Fourth Year as an elective or through their graduation
thesis work. In addition, students who study abroad can design and implement their own PBL plan
during their time abroad and gain credit based on a report and presentation they offer after returning
back from abroad.

In short, PBL education is not only stated as a pillar of the education policy at the School of
Global and Community Studies, it is clearly implemented as such through the number and variety of

courses required of students within a PBL-based curriculum.

3-2. The DEEP Fukui Project
3-2-1. What is the DEEP Fukui Project?

The author along with a colleague has designed and implemented a one-year PBL course for
Second year students every year since 2017, the start of such courses for Second Year students.
They title it “The DEEP Fukui Project,” which often has content change year by year based on
student ideas and available resources, but in general seeks to promote lesser-known aspects of Fukui
culture to a broader audience, often through English for an international audience. Some examples
of projects include the creation of English pamphlets featuring local sake producers to be placed in
major tourist areas inside and outside of Fukui Prefecture, the development of Wikipedia English
webpages informing about Fukui Prefecture places of interest/culture, or videos highlighting lesser-

known aspects of Fukui culture.

3-2-2. The DEEP Fukui Project - October 2021-February 2022
Because of the COVID-19 Pandemic, the DEEP Fukui PBL course in academic year 2021

only implemented outside fieldwork for the autumn semester, and thus was essentially reduced to a
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half-year project. Some key characteristics of this iteration of the course were firstly, there were two
GCS faculty (including the author) in charge of designing the course. These faculty had recruited an
organization which creates and promotes events and experiences involving nature in the Rokuroshi
Heights area of Ono City, which is about one hour from the University of Fukui. This area has a
number of facilities for enjoying nature, but a very low number of overall visitors to the area, and
so falls into the realm of community revitalization. Prior to the start of this project, all Second-Year
students received explanations of the various PBL courses to choose from, and so students knew
about the theme of Ono City nature promotion beforehand. For this project, there were seven Second
Year Students who chose to join. In general, the class met every other week for two periods, though
often students did fieldwork during class time.

Once the course began, students met with the head of the nature organization multiple times
early on, and through these discussions, determined a limited plan given the reduced time for the
course in which they would produce content (text, pictures, video) promoting the organization and
Ono City nature areas through SNS mediums (Instagram and YouTube). Specifically, students in
two teams of three and four would participate in a number of the organization’s activities two times.
The first time would be to just experience the activity. Afterwards, they would collaborate as a
team and with the head of the organization on how to best document and promote the event via
SNS. They would then join the same activity again except this time they would document the event
with pictures or video using their previous knowledge to gain best content. They would take their
content, discuss it again with the organization, and then upload the curated content onto various SNS

platforms. Each team would complete this cycle (Figure 2) a total of two times.

Join taiken
(Experience)

Discuss/
Implement PR HEm

with Organization Content

Develop PR Discuss plan with
materials Organization/
Instructors

Join taiken

(Content
creation)

Figure 2: The cycle of activity participation by students for a community revitalization PBL
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Students would be graded on the quality of the objectives they set for themselves initially as
well as the end product measured against those objectives. Furthermore, they were required to
keep a record of all activities they did in pursuit of their goals for this project as well as reflections
on their experience throughout the semester (it should be noted that all assignments were collected
via Google Classroom). Finally, the students as an end product (besides for content produced for SNS
purposes) would create a 30-minute presentation to be given to the community at large at the end of

the semester.

4. Listening to Student Voices through Qualitative Analysis

As stated above, a major limitation of the engineering PBL course as facilitator/mentor paradigm
(Figure 1) was the fact that there was no direct data from students contributing to the analysis
for the framework. In this paper, the author will analyze students’ feedback regarding relationship
perceptions through a questionnaire with content created based on some of the more pertinent
elements of the mentor model developed by Dawson (2014). The author will then apply the analysis to
the STEM PBL Facilitator/Mentor Paradigm (Figure 1) validating or refining a paradigm with which

other instructors may refer to in development of a PBL course

4-1. Pre- and Post-Course Questionnaire

For the purposes of this research the author wanted to know what students wanted from their
relationship with the course instructors and the organization members beforehand were, and what
they ultimately thought was learned through the relationship dynamics after the course was ended;
essentially what the students expected to get and what did they actually end up getting. In order
to achieve this, the author implemented a longitudinal questionnaire, with the first questionnaire
being implemented before the start of the course (October 2021), and the second questionnaire being
implemented after the course was finished (February 2022). Both questionnaires were virtually
identical except for the tense of verbs to express expectation of what would happen (October 2021)
and what they believe actually happened (February 2022) for them in the course (i.e. future and past).
The questionnaire was given via Google Forms and all seven students produced responses. The

questionnaire was given in English and Japanese, and answers were mixed in English and Japanese.

4-2. Development of Questionnaire based on Dawson (2014) Mentoring Elements

For creating the actual 12 questions on the questionnaire, the author referred to Dawson
(2014) mentoring elements In Hennessy & Malcolm (2021) as this study is a cornerstone of the
paradigm developed. In the 2021 study, the authors identified six particular elements (shown in green
outline in Figure 3) from Dawson’'s mentoring model that were necessary in defining the relationship

between content instructor and student in the PBL facilitator/mentor paradigm. From those six
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elements, the author used three of them (Objectives, Roles, Activities) to extrapolate questions
necessary for understanding student expectations and perceptions of relationships in the pre-class
and post-class questionnaires. The author chose these three as the other three elements questions
as the other elements (Relative seniority, Matching, Tie Strength) delved into relational aspects not
represented in the STEM PBL Facilitator/Mentor Paradigm. Specifically, from Objectives, questions
regarding the goals for the students in the course and what they will learn were extrapolated. From
Roles, questions asking to define relationships and the roles of different stakeholders were developed.
Finally, from Activities, a question asking about the activities in the class was developed. These
overarching questions and from which mentoring elements they were extrapolated from are shown

in Figure 3.

What are your goals for
improving yourself?

Objectives: the aims or intentions of the
mentoring model

‘ What did you learn?

Roles: a statement of who is involved
and their function

Activities: actions that mentors and
mentees can perform during their

What are the instructors’/
local organization’s roles?

/|

fetationship Describe the different
Relative seniority: the comparative relationships.
experience, expertise, or status of
participants What activities involved in this

ject ful?
Matching: how mentoring relationships e

are composed

Tie strength: the intended closeness of
the mentoring relationship

Figure 3: Extrapolation of questionnaire content (blue) from mentor elements (green)

4-3. Data Analysis Method — Constant Comparative Analysis

The author, in analyzing the questionnaire, utilized the constant comparative analysis research
method developed in grounded theory approach in order to develop and support any emerging
themes within the data (Holton et. al 2017). This approach allows for as unbiased interpretation of
data within qualitative research, as well as shows clear commonalities between data. The process
begins with initial coding of all responses in the questionnaires. These generated codes are further
refined as they were tested against the labels discovered in other participants’ responses, leading to
a saturation of concepts. This saturation leads to selective codes and core categories that connect the
perspectives of the students, while at the same time dropping any potential codes or core categories
that are not at least somewhat universal among informants. The results of a selective coding process
will be presented in the next section.

It should be mentioned that grounded theory research usually ends with an overarching theory
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that connects all the codes into categories which further connects categories into some relationship
status. This final step is beyond the scope of this paper due to limitations of data collected and
space given for this paper. However, even with merely arriving at the selective coding level, we can

understand some of these codes as projected themes that can be used in future research.

5. Initial Analysis and Projected Themes
5-1. Pre-Class Questionnaire (October 2021) - Student perceptions of expected outcomes of
community revitalization PBL
Constant comparative analysis of these seven completed questionnaires revealed the following
selected codes with the number of occurrences for each code in parentheses: promotion skills
(6), teamwork (8), self-reliance (7), critical thinking (4), problem-solving (8), and communication (9).
Codes that exceed the number of students means that at least one student had multiple instances
of that code; however no code was considered salient unless a majority of students (more than 4)
were attributed with that code. An example of the analysis method can be shown in the following

statement from Student C, in which the author has inserted relevant codes in brackets:

Student C: “Using a variety of mediums to communicate ideas effectively [communication] to
the world by working with other people and organizations for developing clear ideas
[critical thinking; problem-solving]. In this PBL course, we want to promote (this
organization) [promotion skills] through our own experiences and I believe we can

achieve this goal.”

What these codes initially suggest is that students have specific goals that they have thought
about to better themselves through this course. It should be noted that the distribution of these codes
was attributed in the responses to both the course instructors and the local organization members
(Le. the content experts). This perceived unity between course instructors and content experts as
equitable knowledge keepers by the students may be explained as students not necessarily knowing

which of these two instructor-level stakeholders would be able to relay these skills to them.

5-2. Post-Class Questionnaire (February 2022) - Student perceptions of realized learning outcomes
and relationships with the local organization
Constant comparative analysis of these seven completed questionnaires revealed the following
selected codes with the number of occurrences for each code in parentheses: local knowledge (5),
event planning/management (4), communication (8), promotions via SNS (7), video/picture shooting
(5), and collecting data (4). Examples of the analysis method can be shown in the following statement

from Students A and B, in which the author has inserted relevant codes in brackets:
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Student A: “They gave us advice on how to take pictures and video [video/picture shooting] .”
Student B: “They taught us in the most complete way the fun of enjoving local nature [local
knowledge].”

These codes suggest that the students’ perceived that they learned are more concrete skills
from the local organization members (content instructors). Also, it should be noted that in contrast
to the results of the October 2021 questionnaire, in which students could not clearly delineate a
different between the skills acquired from course instructors and content instructors, students for the
February 2022 questionnaire (which features basically the same questions) clearly defined the roles

of the instructor-level stakeholders and assigned specific skills obtained from them.

5-3. Post-Class Questionnaire (February 2022) - Student perceptions of realized learning outcomes
and relationships with the course instructors
Constant comparative analysis of these seven completed questionnaires revealed the following
selected codes with the number of occurrences for each code in parentheses: support (5), self-reliance
(7), problem-solving (6), time management (5), project management (6), and presentation (4). Examples
of the analysis method can be shown in the following statement from Students C, D, and B, in which

the author has inserted relevant codes in brackets:

Student C: “/Their role is] showing us how to go forward with the project [problem-solving; project
management| and support us when we arve stuck [support].”
Student D: “Supporting the students engaged with this PBL project [support].”

Student B: “How to organize a project [time management; project management].”

These codes suggest that students learned more metacognitive skills from the course
instructors. Two interesting conclusions from this are: (1) again the students now differentiate the
outcomes from and roles of course instructors compared content instructors (local organization
members) and (2) the types of skills learned from each (concrete versus metacognitive) suggest an
even distribution to the point of mutual exclusivity among the instructor-level stakeholders. In other
words, the Course Instructors teach one type of thing and the Content Instructors teach a different

type of thing.

6. Discussion
The codes and themes generated through constant comparative analysis of the longitudinal
questionnaires of the seven students presented in this paper have some suggestive results on

their own, such as a possible metacognitive/concrete mutual exclusivity among instructor-level
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stakeholders in the PBL facilitator/mentor paradigm described in Figure 1. Furthermore, it is
Interesting that Students could not seem to imagine a differentiation between Course Instructor and
Content Instructor (local organization members) in terms of who would convey what skills before
the course began in October 2021. Also, the severe differentiation between codes from October 2021
questionnaire results and February 2022 results suggest Students are not very accurate in predicting
what their learning outcomes will be in this type of community revitalization PBL course.

In attempting to connect the data results in this study directly to the PBL facilitator/mentor
paradigm in Figure 1, it is suggestive that PBL Cowurse Instructors working with outside Content
Instructors are viewed by students as facilitators of the course content (i.e. guiding the logistics),
which helps bolster the paradigm. In addition, it seems Content Instructors are viewed by students as
mentors who provide concrete skills and information necessary to get to the end product of the PBL,
and the personal goals of the student.

However, data from the community revitalization PBL course presented above suggests that
Course Instructors have some mentor-like aspects to the relationship in terms of motivating Students
towards completion of the project, as well as providing support when “stuck” (mainly exhibited in
the code labelled support). In this way, the PBL facilitator/mentor paradigm as it stands loses some
validity since in the case of the engineering PBL, there were clear differentiations between the role
of Course Instructor (facilitator) and Content Instructor (mentor) with regards to Students.

One relationship not mentioned in the research of this paper is the mentor aspect that Course
Instructors may have with Content Instructors as shown in Figure 1. Though only based on personal
experience, the author believes this relationship in general still holds for a community revitalization
PBL course as usually Content Instructors are professionals in the community and not in education
and course design; ultimately, they look to the Course Instructor for guidance on how to identify and
convey skills to Students necessary for a successful PBL project.

Still, even if there is some overlap in the roles between mentor for Students among the Course
Instructors and Content Instructors, it is useful to have the PBL facilitator/mentor paradigm for
understanding what each of these instructor-level stakeholders can do for Students. This paradigm
helps ensure that the Course Instructors of a community revitalization PBL course, who usually also
serve as the course designer, can predict and prepare what they should prepare as Course Instructor;
can mentor and advise the Content Instructor in identifying skills pertinent to accomplishing tasks
for the PBL and aiding them in effectively relaying those skills to Students; and finally can create
readiness in the Students at the beginning of the course for acquiring the skills necessary for

succeeding in the PBL project.

7. Conclusion

In this paper, the author described as education practice a community revitalization project-
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based learning course at a national university in order to share knowledge with other educators
endeavoring to use project-bases learning in their own circumstances. In addition, the author shared
initial qualitative data results of informants (students) from this class that suggests they see the
course instructors mainly as facilitators who support their metacognitive needs of students and the
local organization members as mentors who help develop their concrete skills. Understanding this
paradigm can be useful in PBL education as it defines the roles of each stakeholder in the course,
which can be used to maximize how certain skills are conveyed to students and to prepare the
students themselves for the inductive process associated with participating in a PBL-based course.

There were limitations to the research; specifically, data from this community revitalization PBL
course was based only on seven students’ experiences over a relatively short period of time compared
to the normal course timeline. Also, unlike the author’s previous research working with engineering
PBL education, this iteration did not have any data from the instructors. The knock-on effect of this
i1s that when working with grounded data the researcher may jump to wrong conclusions or not
have enough direction to move on to later parts of the theory-building process that is emblematic of
grounded theory qualitative research.

Working from the current point, though, the author can move forward with further qualitative
research enquiry of subsequent iterations with the community revitalization PBL class, particularly
now that the COVID-19 situation has been relaxed somewhat within Japan and the world. On the
practicum side of things, the author, based on this research coupled with previous research and
experiences, is envisioning some different models for PBL education models when designing and
implementing PBL education at the university level to aid other instructors in this active learning
education model to help achieve the goals of Ministry of Education, Culture, Sports, Science, and

Technology by 2030.
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Supporting English learning awareness in spoken interaction through course design

Supporting English learning awareness in spoken
interaction through course design:
Comparative findings from two student cohorts

Ilvan Lombardi

Abstract
This paper investigates the influence of course design on the perceived development in
English expression of two student cohorts (2021 and 2022) enrolled in a semester-long English
communication course at the University of Fukui. The results presented in this paper are part of
a wider research project on language learning awareness and satisfaction in first-year university
students. The English Communication course is designed for intermediate-level students to
solidify their Bl-level competence and bridge into the B2 (high-intermediate) level. The course
design includes periodical reflection and performance reviews to help students visualize their
improvements. The data analyzed in this paper was collected via two sets of mid-term and
end-of-term surveys. All four surveys were conducted through online questionnaires targeting
the whole student population. The results combined suggest that the structure of the English
communication course was instrumental to the students’ language learning awareness (77% in
total, with higher values in the second half of the course for both student cohorts). An analysis of
the open-ended responses reveals that students across both cohorts were able to visualize their
progress in English speaking, especially in terms of (1) fluency; (2) confidence; (3) pronunciation;

(4) vocabulary; (5) grammar.

Keywords: language learning awareness; English communication; progress tracking; course

design; EFL

1. Introduction

“T am not sure my English has improved” is a comment that can break a language teacher’s

spirits. Long hours of preparation and care, the mental and physical effort of teaching in the classroom,

and the endless homework checks may feel to have been in vain if the students do not perceive an

increment in their English proficiency at the end of a school term. This is even more tragic when

shifting points of view and thinking of what should have been a learning opportunity for students. Did

they waste their time in an English class that did not teach them anything of value? If any progress
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was made, why Is it so hard to gauge from the inside, especially in the short span of a semester?
The research presented in this paper describes one attempt to increase language learning
awareness in first-year students at a Japanese national university through course design and the
results of two years of implementation. The intervention presented focuses on the development of
communicative abilities, notoriously the most ephemeral and hard-to-track of language skills, which a
strong focus on spoken interaction. As part of their coursework, students are actively asked to track
their progress by reflecting on their challenges and achievements after each class meeting and are
prompted to review their performance at different times throughout the semester. The results of this
recurrent routine across two student cohorts suggest that an increased focus on review and progress

tracking is instrumental to language learning awareness for almost all students surveyed.

2. Literature review

This research project acknowledges multiple theoretical underpinnings, from the notion of
language learner well-being (Oxford 2016) to the idea of self-efficacy and perceived control in language
learning (Kissling and O’Donnell 2015). Central to the facet chosen for this research report is the
strategy of promoting viszon in language learners; popularized by Dornyei and Kubanyiova (2014), this
concept Is defined as a language learner’'s mental image of themselves having achieved a language-
related goal. Vision entails “a strong sensory element: it involves tangible images related to achieving
the goal” (Dornyei and Kubanyiova 2014, 10) and must be operationalized through strategies that can
be either self-directed or, as in the case of the current research, facilitated by a language instructor.

A key factor in transforming a learner’'s vision into execution is, in this context, L2 learning
awareness (Hadfield and Dornyei 2013), which can be thought of as a learner’s ability to understand
their language achievements over time and map their progress on a timeline. L2 learning awareness
is also sometimes known as “self-perceived language/linguistic progress” (Arvidsson et al. 2018).
While there are a number of strategies that are thought to be conducive to language learning
awareness, most focus on the development of L2 writing, where the technique of the portfolio
provides a natural and tangible “proof” of the development of a learner’s ability to write in a foreign
language. Researchers have attempted to recreate the workings of a portfolio by having language
learners record themselves and review their spoken production; successful attempts like Huang and
Hung (2010) and Yastibas and Yastibas (2015) have influenced the research design and methods below

as well as the routine presented in the next section as part of the course design.

3. Course design and logistics
Basic English Communication is a compulsory course for first-year students at the School of
Global and Community Studies at the University of Fukui. The course meets for a total of 45 hours,

divided into 30 class meetings of 90 minutes each over two quarters (one semester). As part of their
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orientation to the School, students are asked to self-assess their ability and confidence in speaking
English based on the revised CEFR descriptors for spoken monologue and spoken interaction (Council
of Europe 2018); the self-assessment results are then analyzed and used in the function of a placement
test. Students who qualify for the section subject to this research generally assess themselves as
intermediate to high-intermediate (B1 to B2) users of English when considering the macro-category
of overall oral production. Each cohort, however, has a small number of outliers (usually 2 to 4) who
completed part or all of their previous studies in an English-speaking environment and thus have
higher proficiency overall. The course is designed based on the CEFR descriptors to solidify a Bl-
level proficiency for all students in the first seven weeks of instruction and bridge into B2-level topics
and tasks in the remaining eight weeks. English Communication is understood to be firmly centered
on spoken interaction and communication-style building activities. In their first term, students also
attend separate courses designed to practice English listening, reading, and writing. To maximize the
time spent talking, the class size is kept small. In 2021, 21 students were enrolled in the first quarter
and 22 in the second quarter; in 2022, the class size was 22 in both quarters.

The typical class meeting is structured in three separate moments. The first 45 to 60 minutes see
the students working in pairs and engaging in speaking activities revolving around a series of questions
about themselves or topics of their immediate interest. The remaining third of the class consists of
language expansion activities (15 to 20 minutes) and personal reflection (10 minutes). Students are
also required to complete two homework tasks available through the course online platform (Google
Classroom), usually a vocabulary consolidation task or creative reuse of the target language and an
audio or video review of their performance in the class. At the halfway point of each quarter, students
are allotted one full class meeting to complete a midterm speaking activity and a survey on their well-
being as students of the course. This survey inquires about students’ satisfaction with course contents,
pace, and overall design, as well as their overall perceived performance and perceived language or skill
development - the latter being the subject of the present research. At the end of each quarter, students
are asked to (1) create a portfolio of their highlights in the class and (2) work in pairs and create a

conversation in English informed by their learning achievements and best performances of the quarter.

4. Research design and methodology

The research design is built within the methodological framework and conventions of
practitioner research or action research. The researcher follows a set cycle, adapted from Rose,
McKinley, and Briggs Baffoe-Djan (2020), that involves preparation (planning), implementation,
observation, and consequent reflection. Research methods applied to the framework are qualitative,
and the primary data collection tools utilized are class surveys and semi-structured interviews. The
subset of the research described in this paper, focusing on language learning awareness, is conducted

through four questionnaires administered via a web-based platform (Google Forms) for easy access
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and data collection and analysis. The first set of two questionnaires targeted the 2021 cohort halfway
through their first quarter (May 2021, »=21) and again in the middle of their second quarter (July
2021, n=22). The same pattern was applied the following year (May 2022, n= 22, and July 2022,
n=22) to ensure that the data across the two cohorts could be compared.

Two survey items, worded similarly across all four questionnaires, are of primary interest to
this research paper. Question 10 is an open-ended question inquiring directly about student language

learning awareness:

Think about yourself as a speaker of English before starting this course. If you don't remember, you
can watch your first videos of yourself in Google Classroom. Do you perceive any difference in the
way you use or speak English compared to [one month] [three months] ago? Answer 1n as much detail

as you can. This is a moment for you to evaluate your progress.

Question 11, on the other end, is a closed-ended question in linear numeric response format
asking students to evaluate, on a scale of 1 (not at all) to 5 (very well), the effectiveness of the course

design in raising language learning awareness:

Omne of the goals of this course is to make your progress in English speaking more visible (easter to

understand or perceive). So far, how would you say this course accomplished this goal?

The answers to the open-ended question 10 have been collected verbatim (resulting in a dataset
of 3779 words), anonymized, and analyzed by the researcher to generate descriptive codes using the
thematic coding technique described in Rose, McKinley, and Briggs Baffoe-Djan (2020). The coding
process was done by hand due to the frequent spelling inconsistencies (e.g., vocabrary for “vocabulary”)
and writing idiosyncrasies (e.g., pronouns, suggesting a link with English grammar, used instead of
“pronunciation”) found in the answers, which made adopting automated scripts problematic. The initial
process of descriptive coding resulted in ten themes reflecting some perceived areas of improvement
(including the lack thereof) on the part of the students. Further refinements of the codes identified the

following recurring themes: fluency, vocabulary, pronunciation, grammar, confidence, other, and negative.

o Fluency, a descriptor often found verbatim in the data, is understood from the student
comments as a misnomer for the speed of word retrieval and the rate of speech.

e Vocabulary encompasses perceived improvement in vocabulary range and availability when speaking.

e Pronunciation reflects improvement in pronunciation awareness and accuracy.

e Grammar is found verbatim in the data but never described in detail; it is understood as an

increased awareness of English morphology and syntax.
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e Confidence conflates comments referring to perceived changes in willingness to communicate
and consciousness of one’s abilities in carrying a conversation in English.

e Other is a catch-all theme that includes uncategorized or minor data points, e.g., enjoyment or
reading aloud.

e Negative collects all instances of students suggesting no difference in their perceived progress

compared to the previous months.

The answers to closed-ended question 11 have been collected and grouped into three categories
(negative,1-2; neutral, 3, and positive, 4-5) to understand the general feeling of the respondents

towards the effectiveness of the course structure.

5. Findings and discussion

This section will report the results of four questionnaires (May 2021, July 2021, May 2022, and
July 2022) and draw connections regarding the development of language learning awareness between
the first and second questionnaires for each cohort. Subsequently, it will attempt to compare the

results between the two cohorts to highlight underlying themes, challenges, and achievements.

5-1 Student voices on language learning awareness

Q10: Think about yourself as a speaker of English before starting this course. If you don't remember,
you can watch your first videos of yourself in Google Classroom. Do you perceive any difference in
the way you use or speak English compared to [one month] [three months] ago? Answer in as much

detail as you can. This is a moment for you to evaluate your progress.

5-1-1 May 2021

Table 1: May 2021 survey results (respondent n=21; code n=37).

Code n % Sample answer

Maybe, I can become to speak in fluency than before. Of course, I still often

fluency 10 27 .
stop saying.

I think my English now is better than one month ago. As I have learned a lot

vocabulary 9 24.3 of vocabulary, I managed to use a variety of expressions and vocabulary in
conversation.
. There is a difference part of pronunciation, I think. I did not care about my
pronunciation 3 8.1

pronunciation at First. But I influenced by my classmates and /name of instructor].

It became little better than a month ago because I could memorize some new

grammar 1 27 .
words, use some unfamiliar grammars and so on.

I was a little hesitant about speaking English because I wasn't good at
itHowever, I gradually enjoyed speaking English throughout the classes.

other 0 0 N/A
negative 2 54 1 cannot use enough vocabulary and speak fluently, but I'm sure it.

confidence 12 324
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Students completing the first questionnaire have been university students for only five weeks.
For many, a course like English Communication, heavily focused on spoken interaction, is an entirely
new experience. This is especially true of students who have attended high school in Japan, where
the main objective is customarily the development of reading and listening abilities. This idea, which
is represented in the data (e.g., I think my English fluency has improved a litte compered to one month
before. When I started taking the speaking class, I was not accustomed to speak English because I didn't
have much opportunities in high school. However, taking class twice a week has helped me become
accustomed to speak English), explains in part why almost one-third of the students mentioned an
increase in their confidence in using English to interact with their peers.

Similarly, 27% of the respondents mention fluency as one of their more visible improvements,

likely as a consequence of having more opportunities to use spoken English, e.g.,

Finally, I can talk with people more naturally. Thanks to many opportunities of speaking such as

class and homework, I can improve my speaking skills.

Vocabulary is a close third in the ranking; however, it should be noted that none of the mentions
of gains in vocabulary is found in isolation but rather paired with another theme (confidence, fluency,
or pronunciation). This suggests that students are aware of their word and expression repertoire
extending but may feel this is a natural by-product of their augmented exposure to English
conversation. This finding is of particular interest since, especially in the first quarter, vocabulary
building is a prominent feature in the course design.

Perceived improvements in pronunciation and grammar have a lower representation in the
data at this stage, with 8.1% and 2.7%, respectively. Negative voices also account for 54% of the
student comments. The two students who felt they fell short of their goals for the quarter mentioned
insufficient vocabulary and grammar in one case and worries concerning their pronunciation and

accent, which they felt had not developed since the beginning of the course.



Supporting English learning awareness in spoken interaction through course design

5-1-2 July 2021

Table 2: July 2021 survey results (respondent n=22; code n=35).

Code n % Sample answer
fluency 1 314 I feel my speaking more fluent, and I can come up with correct grammar
instantly.
vocabulary 4 114 T also feel that I am able to use more difficult expressions than before.
I think some of pronunciation was improved. It is because of the
pronunciation 8 229 pronunciation practice that started in the second quarter. It really practical
and useful.
I think I have become more confident and relaxed while speaking. My
ammar 9 57 grammar and pronunciation has also improved in a way although they are
£ © still not 100% perfect. I think these changes are positive and I am happy
with my performance.
First time, if I don't the English words which I want to say to my partner,
I will sometimes use Japanese. But now, I am changed. Even if I face in
confidence 9 25.7 . ..
trouble, I try to tell my partner by using my own words. I guess that this is
my big changes in this class.
My reading speed has increased.] want to keep this reading speed, to add
other 1 29 .
more sentences and to add more time.
negative 0 0 N/A

Three months after enrolment, and two months after the previous survey, the 2021 student

cohort has gained awareness of their progress particularly in terms of fluency, confidence, and

pronunciation. As in the previous reflection, the perceived improvement in fluency is relevant, with

31.4% of respondents mentioning a visible difference compared to their English-speaking selves of a

few months prior. Upon closer inspection of the data, student comments in this category mention the

words natural more often compared to the May survey, e.g.,

English is becoming more natural.

My performance looks very natural and fluent.

I notice I become to use more natural English.

I feel that my speaking skill is getting better and natural.

This suggests that the revision of their own performance helped the students realize the positive

outcomes of their efforts and brought them closer to their vision (Dornyei and Kubanyiova 2014).

Confidence is a close second in the data. Student comments focus on their increased ability to use

English for longer speaking tasks and avoiding code-switching when possible:
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I have improved my skill to plan a good conversation. Besides, I could say that I really feel more

confident to have a conversation spontaneously.

I can speak longer now than the first time; I think I am having more confidence to talk with my

partner only in English.

Compared to the previous survey, student comments on their achievements are rather consistent.
Pronunciation features much higher in the ranking compared to the May survey (22.9% versus
the previous 8.1%). This increase was expected as the focus on the course in the second quarter
shifted from vocabulary building to spoken intelligibility (pronunciation training based on the English
as a Lingua Franca Core, see Walker 2010); if anything, the figure was expected to be even higher,
given that the training took almost half of each class meeting. Notwithstanding, students mention it

directly as a factor leading to increased awareness of comprehensible pronunciation:

I learned the correct pronunciation of some words at the pronunciation workshop. In particular, “I”

“« »

and “r”. As a result, I think my change s positive.

I think some of pronunciation was improved. It is because of the pronunciation practice that started

in the second quarter. It really practical and useful.

Awareness of vocabulary gains i1s commented upon less than in the previous instance. While
it is true that the course design shifted from explicit to implicit vocabulary learning, it is also true
that the class discussion topics were crafted following the CEFR B2-level descriptors and thus more
abstract in nature, shifting away from the students’ immediate knowledge and requiring more critical
thinking and meaning negotiation. It is possible that some less common lexical items (e.g., indecisive,
to settle on, irrational, inevitable, resistance, representation) may have been obscure or hard to reuse
in a different context for some, or even most, students. Perhaps as a consequence, none of the four

respondents who mentioned direct improvements in vocabulary give further detail:

I used a lot of vocabulary that I have learned in the classes.

I also feel that I am able to use more difficult expressions than before.

Grammar iImprovements are again a minor but present factor. The other theme includes an

otherwise uncategorized comment on reading speed, which can be understood from context as the
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speed of reading a script aloud. This is a one-off activity that students performed for logistic reasons
(practicing how to upload a video onto Google Classroom). Nevertheless, at least one student found it

instrumental to the awareness of their progress.

5-1-3 May 2022

Table 3: May 2022 survey results (respondent n=22; code n=31).

Code n % Sample answer
fluency 7 226 1 think that I learned to speak English faster day by day.

Compared to one month ago, I can use new words. Through English

ocabular 6 194 L
v v communication class, I could have better vocabulary.

I think I have grown up in terms of pronunciation and fluency. My English
was terrible, probably because I was nervous at the beginning of this course.
pronunciation 7 226 However, by talking to many people throughout this course, my English
traceability has disappeared a little. By listening to many people's English,
my pronunciation is getting better and better.

I was able to learn grammar that I didn't remember until now, and I was

grammar 1 32 able to speak English more confidently and activity than before.

I feel much more confident when I spoke so I am not afraid to talk anymore.
confidence 9 29 No matter how bad my grammar or pronunciation is, I will still keep talking
because talking is practicing!

I perceive differences like strength in how I use or speak English compared
to one month ago.

negative 0 0 N/A

other 1 3.2

The 2022 cohort wrote comparatively fewer and less detailed comments than their peers of the
previous year, resulting in a smaller number of codes. The numerical difference is minute and could
be attributed to randomness. However, it is worth noting that the average self-assessed English
speaking competence of this cohort was closer to a lower intermediate than a full-fledged B1 level -
an outcome that has been confirmed in the first weeks of the course. This makes it possible, albeit
unlikely, that the students had a lower ability to express their perceived changes in awareness in
English. A further hint that this could be a possibility is the heavy reliance on machine translation’ to
write the daily reflections and, at times, to complete the surveys (which explains why, on the surface,

the 2022 comments use overall more comprehensible English).

' The course syllable neither encourages not discourages the use of machine translation. Tools like Google
Translate and DeepL were available to the 2021 cohort as well, but it can be assumed that not all students
were aware of their existence or willing to use them as part of their toolkit for their English language classes,
though a few students could be spotted using these tools on occasion. Within the 2022 cohort, the awareness
and use of machine translation seems more widespread and deemed acceptable as a classroom practice.
This could reflect either a study practice developed during the COVID-19 pandemic, since the 2022 cohort
experienced almost two years of online instruction during high school, or possibly advice given by senior
students or found in social media platforms.
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Despite the differences in starting proficiency, as well as visible differences in class behavior
and learning motivation between the two cohorts, the survey results of May 2022 are comparable to
the previous year’'s. Confidence in their ability to use English is again the most noticeable element of
improvement for 29% of the respondents. Despite that, confidence is quoted in isolation only in two

instances:

I think that mental growth is great, especially, I am less nervous about communication in English

than one month ago. Therefore I became able to speak English calmly.

I feel much more confident when I spoke so I am not afraid to talk anymore. No matter how bad my

grammar or pronunciation s, I will still keep talking because talking is practicing!

Other realizations of increased confidence are, instead, paired with vocabulary (mostly), fluency,

and pronunciation; the comments also often lack detail, e.g,

I think I am more confident talking in English compared to before.

I feel a little more confident when I speak English.

A possible explanation for this, other than the potential difficulty mentioned above, is that
respondents may have been feeling a generic “sense of improvement” in their confidence but could
not quantify it when thinking of their high school L2-speaking selves or reviewing the video evidence
of their performances from a month prior. It is also possible that some may not have reviewed past
audio and video recordings as suggested.

The two categories fluency and pronunciation accounted for 22.6% each in the analysis of the
survey data. The tag fluency attaches to several comments in which students discuss their perceived

improvement in the rate of speech and the ability to speak without unnecessary pauses:

Compared to one month ago, I think the skill of speaking without hesitation and pauses improve very

much.

I think my English speaking speed has become more natural than the time before the start of this

course.

I think that I learned to speak English faster day by day.
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Overall, the student reflections regarding this theme are very much in tune with those of the
previous year, suggesting that the students’ augmented awareness of their developing fluency is a
direct consequence of more opportunities to talk in English during class. Pronunciation, on the other
hand, is recognized by more than twice as many students, compared to the previous cohort, as a
point of improvement. As in the case of confidence, however, little further detail is provided to help
with the analysis. Only two students give concrete (but minimal) information about their increased

awareness:

I think my pronunciation has changed. It became more natural than before.

I think my pronunciation such as intonation is improved.

One possible reason students could not elaborate more on their sense of improvement in
pronunciation may be the lack of a pronunciation model or standard to refer to. As the course focuses
on spoken interaction, the only term of comparison for a student is their discussion partner for the
day and potentially the instructor - neither of which, in the case presented, speaks English as their
first language. This possibility is further corroborated by another student’'s comment, highlighted

verbatim above, and whose relevant segment states:

By listening to many people’s English, my pronunciation is getting better and better.

While learning awareness in terms of vocabulary was slightly lower in 2022 compared to 2021,
the comments are consistent with those of the previous cohort. Vocabulary gains accompany other
perceived improvements (confidence or fluency) and are stated generically, as in the following

strikingly similar examples:

I feel a little more confident when I speak English. Also, I think the number of vocabulary increased.

I think my vocabulary increased and I have confidence when I talk in English.

It can be postulated that students reviewing their earlier performances focus more on “how
things are said” rather than “what is being said.” This would explain why students are, on average,
more aware of their progress in traits that pertain to communicating in English rather than the
English language per se (iLe., vocabulary and grammar). As a matter of fact, grammar was mentioned
only once in the May 2022 survey, as it was in 2021. One further uncategorized (unclear) comment is

represented in the other category.
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5-1-4 July 2022

Table 4: July 2022 survey results (respondent n=22; code n=34).

Code n % Sample answer

I think the most prominent improvement is the speed of my speaking. I
really surperised with how fast I can speak now compare with defore.
Literally amazing improvement and I rarely feel uncomfortable when I
spoke. More likely to expresse myself naturally and comfortably.

fluency 10 294

Three months ago, I only knew vocabulary at the level of a high school
student, but I didn't remember many vocabulary words.Also, when I was
speaking, I stumbled into conversation, and I often hardened without being
able to express what I wanted to express well. But, Three months later,
however, now I can speak more fluently than I did three months ago, and
I'm studying my vocabulary little by little.

vocabulary 5 147

pronunciation 10 294 1 came to give attention to pronunciation such as R, L, F, and V.

Yes I have change a lot. I pay more attention to my grammar when I am
grammar 3 89 talking. So, I finally can get rid of my slang when I am speaking English with
classmates.

I think I improved the way I react in a conversation, the way I connect or
continue a conversation, and my speaking speed. When I started this class,
I didn't know how to react to something that my parter said, but now I feel
that I'm better at reacting.

other 0 0 N/A
negative 0 0 N/A

confidence 6 176

Reflections are overall more considerate in the last survey of 2022, with more students
adding detail to their comments. Upon analysis, it was found that the two descriptors fluency and
pronunciation topped the ranking with 10 occurrences (29,4%) each. Students who elaborate on their
progress in fluency express satisfaction with their improvements, over the semester, in either rate of

speaking or diminished hesitation while interacting with their conversation partner in English:

I think the most prominent improvement is the speed of my speaking [+ ]. More likely to expresse

myself naturally and comfortably.

[]. Also, my first speaking record was too slow in terms of speaking speed, but I felt that my recent

records have been more fast and smooth.

I think I have improved my grammar and fluency. I rarely buffer during the conversation compared

to before.

I became confident in speaking in English without much hesitation.
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Since fluency has been consistent in both the number of mentions and content across all four
surveys, it can be assumed that the combination of the course structure and the class routine has
been instrumental for students of both cohorts to their awareness of progress in English speaking.

A similar conclusion can be drawn for pronunciation when comparing the July 2021 and 2022
survey results. The class time spent on the study and practice of ELF pronunciation contributed
decisively to the students awareness (often referred to as “consciousness,” likely a direct translation
of the Japanese word ishiki) of the positive changes in their English speaking, as the following

comments suggest:

I was able to distinguish the pronunciation of R and L, and I became conscious of the movement of

the mouth.

I am able to speak in English more accurately thanks to the pronunciation workshop in the

communication class. I will practice pronunciation to speak clearly from now on.

I came to give attention to pronunciation such as R, L, F, and V.

I think my consciousness for pronounce became better because of the pronounce class.

The analysis of the tag confidence also leads to similar numerical results when comparing the
2021 and 2022 cohorts. The latter group of students, however, does not give further detail on what
caused their increased awareness, making a qualitative comparison difficult. The only respondent
who elaborates (whose comment is reported verbatim in the table above) mentions a perceivable
improvement in their backchanneling abilities, suggesting increased confidence in responding
correctly to spoken interactions in English. Interestingly, this is the only mention of backchanneling
across all four surveys.

Despite vocabulary being represented in 17.6% of the coded data, mentions of perceived
vocabulary gains in the July 2022 survey suffer from the same lack of detail as in the three previous
surveys. As was true above, vocabulary learning awareness does not seem to be a standalone
accomplishment for students. In this survey, in fact, it is found paired twice with fluency and
four times with pronunciation, strengthening the idea that students, when reflecting, do not think
and recall all of the words and expressions they learned but rather evaluate and appreciate the
development of their range of expression as a whole. Therefore, it is likely that the tool adopted for
this research is not suitable for quantifying vocabulary growth awareness beyond a general sense of
improvement. A better tool for this could be an objective vocabulary test.

Finally, in July 2022 grammar was mentioned three times - the highest number across the four
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surveys for the theme. However, only one student delves into further detail on the nature of their

perceived improvement:

Yes I have change a lot. I pay more attention to my grammar when I am talking. So, I finally can

get rid of my slang when I am speaking English with classmates.

With this comment, the student emphasizes how they became aware of their conscious use of
grammar rules when talking in English and the fact that this positively affects their ability to express
themselves. This resonates with the instructor’s impression at the end semester, when students
were, on average, more accurate in all their speaking and language consolidation tasks. In the data,
however, only the student above seems to have recognized and appreciated this change in their

performance - also when comparing answers across all four surveys.

5-2 Course design influence on language learning awareness

Q11: One of the goals of this course is to make your progress in English speaking more visible (easier

to understand or perceive). So far, how would you say this course accomplished this goal?

May 2021 (n=21) July 2021 (n=22) May 2022 (n=22) July 2022 (n=22)

May-21 Jul-21 May-22 Jul-22

A _

>
VD @

1 (not atall) 1 (not at all) 1 (not at all) 1 (not at all)
2 2 m2 m2
3 =3 m3 m3
4 g nd nd
m 5 (very well) m 5 (very well) m 5 (very well) u 5 (very well)

Figure 1: Visual representation of Q11 results.

In May, the 21 respondents of the 2021 cohort evaluated the course design overall positively
(1=0; 2=1; 3=4; 4=13; 5=3). The positive range (defined as the combination of 4 and 5, 16) outweighs
the neutral option (4) and the negative range (defined as the combination of 1 and 2, 7). Two months
later, the same group of students reevaluated how the course design highlights learning progress

more positively (1=0; 2=0; 3=5; 4=6; 5=11; n=22;), with half of the group selecting very well as their
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option. When looking at ranges, however, the distribution is substantially unchanged (positive, 7
neutral, 5; negative, 0).

One year later, the new cohort of 2022 (2=22) evaluated the course design for the first time in
May, resulting in the following distribution: 1=0; 2=0; 3=6; 4=9; 5=7 (n=22), which translates to a
range comparable with the previous iterations of the questionnaire (positive, /6; neutral, 6; negative,
0). The July survey resulted in students selecting the moderately positive choice more often at the
expense of the neutral and extremely positive options: (1=0; 2=0; 3=4; 4=13; 5=5; n=22;). This

causes the range to shift slightly towards the positive end (/8; neutral, 4; negative, 0).

14

12

0 III I‘| |II
3 4 5

1 (notatall) 2

(o]

o))

IS

N

very well)

May-21 mJul-21 ®May-22 mJul-22

Figure 2: Numerical representation of Q11 results.

While the data above will need a round of interviews to be corroborated, similar results across
the four surveys suggest that the course design as a whole has a crucial influence on students’
language learning awareness. When looking at the positive range, in fact, 77% of the responses
indicate that the course accomplished its goal. The figure is lower in May for both cohorts (74.4% -
76.2% in 2021 and 72.7% in 2022) than in July (79.5% - 77.2% in 2021 and 81.8% in 2022), suggesting
that some elements of the course design that were strengthened or implemented anew in the
second quarter may have helped the students realize their progress more evidently. Correlating
this result with findings from the previous question, it could be hypothesized that, since fluency and
pronunciation were the most noticeable positive developments for students in July, course activities
like pair discussions and pronunciation training were instrumental upon review and reflection to their
general language learning awareness. This hypothesis will need to be verified with further research;

the researcher has taken the necessary steps to interview a representative sample of the 2022
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students as per the original broader research design, while interviews with a representative sample

of the 2021 cohort were completed in the last academic year.

6. Conclusion

Both teachers and students in any language course expect some degree of learning. While tests
and their scores can provide snapshots of evolving language competence and thus help quantify
learning, they can only contribute to learning awareness when a benchmark is in place. Such a
benchmark is not available for students practicing their ability to communicate in English due
to the transient nature of spoken communication. To address the lack of progress awareness in
spoken interaction in English, the researcher has devised a course design involving a consistent
routine of reflection and review. Students of the course in 2021 and 2022 were surveyed in May
and June on their class well-being, satisfaction, and perceived language learning. Student answers
on their language learning awareness suggest that the course workings are functional in helping
to keep track of their progress as speakers of English as a lingua franca. In particular, the course
design contributed to an increased perception of their improvement in the following categories
ranked in decreasing order: (1) overall fluency; (2) confidence in using English for communication; (3)
pronunciation; (4) vocabulary range and ease of access; (5) grammatical accuracy.

This study could count on responses from all the students taking the course; thus, it is thought
to include all participants’ ideas and perspectives. However, it must be pointed out that the data
presented and analyzed above is derived from two questions, one of which was closed-ended, part of
four wider-reaching questionnaires. As such, the results can only shed minimal light on the complex
and multifaceted process of the students’ perceptions of progress in English speaking. In addition, the
two relevant questions appear towards the end of the questionnaires (respectively 10 and 11 out of
14), which may partly explain some short and less detailed student answers. It is possible that some
respondents experienced survey fatigue due to both length and the fact that all questions were asked
in English. To address these limitations, the researcher is in the process of interviewing students
about their accomplishments and struggles related to using English for communication. In addition,

further iterations of the survey will be distributed with bilingual (English-Japanese) questions.

References
Arvidsson, Klara, June Eyckmans, Alexandra Rosiers, and Fanny Forsberg Lundell. 2018. “Self-
Perceived Linguistic Progress, Target Language Use and Personality Development during
Study Abroad.” Study Abroad Research in Second Language Acquisition and International
Education. John Benjamins. https://doi.org/10.1075/sar.16024.arv.
Council of Europe. 2018. Common European Framework of Reference for Languages: Learning,

Teaching, Assessment. Companion Volume with New Descriptors. Bruxelles: Council of



Supporting English learning awareness in spoken interaction through course design

Europe.

Dornyel, Zoltan, and Magdalena Kubanyiova. 2014. Motivating Learners, Motivating Teachers.
Building Vision in the Language Classroom. Cambridge: Cambridge University Press.

Hadfield, Jill, and Zoltan Dornyei. 2013. Motivating Learning. London: Routledge.

Huang, Danny, and Shao-Ting Hung. 2010. “Implementing Electronic Speaking Portfolios: Perceptions
of EFL Students.” British Journal of Educational Technology 41: E84-88. https://doi.
org/10.1111/5.1467-8535.2009.00996.x.

Kissling, Elizabeth M., and Mary E. O'Donnell. 2015. “Increasing Language Awareness and Self-
Efficacy of FL Students Using Self-Assessment and the ACTFL Proficiency Guidelines.”
Language Awareness 24 (4): 283-302. https://doi.org/10.1080/09658416.2015.1099659.

Oxford, Rebecca L. 2016. “Powerfully Positive: Searching for a Model of Language Learner Well-
Being.” In Positive Psychology Perspectives on Foreign Language Learning and Teaching,
edited by Danuta Gabrys-Barker and Dagmara Galajda, 21-37. Cham: Springer International
Publishing. https://doi.org/10.1007/978-3-319-32954-3_2.

Rose, Heath, Jim McKinley, and Jessica Briggs Baffoe-Djan. 2020. Data Collection Research Methods
in Applied Linguistics. London: Bloomsbhury Academic.

Walker, Robin. 2010. Teaching the Pronunciation of English as a Lingua Franca. Oxford: Oxford
University Press.

Yastibas, Ahmet Erdost, and Giilsah Cinar Yastibas. 2015. “The Use of E-Portfolio-Based Assessment
to Develop Students’ Self-Regulated Learning in English Language Teaching.” International
Educational Technology Conference, IETC 2014, 3-5 September 2014, Chicago, 1L, USA
176 (February): 3-13. https://doi.org/10.1016/j.sbspro.2015.01.437.

Acknowledgments
This work was supported by JSPS KAKENHI Grant Number JP21K13052.




EEBEAHIIZE 57 5

£
IZI

/U

3 ﬁ

22— a v IlBIAFEEHROTEE
DORFYEE T — A DS O HEHFZekE 5

a7 s A7

R CIE B R E SIS OPFE T I 2 =7 — ¥ 3 VIS T, 20214E FE & 20224E R 125 D)
FHEPECIZAE—F V TRRINO FERGIZI—ATYA VG52 B2 REL-LDOTH D,
B, K. ZVEVHIZETE Y 27 bO—#E LT, K¥F1IEAICBTL5HEFEE#®LSELE
KT 2RISR T 2R ER LD TH D, Wiz I 2 =5 — 2 3 Vilix, BL (F#fk) LA
NOFEDF L NVOFEN 2 E S, B2 ((FEH) LNUAOEBELZT5-0IC%5 SN Twh, #
JERERCIZIE, EMIRIED R L8 7 4 =< VAL 2= ENTE Y., FAPHG O -2 TH]
fLTED LB >TVE, KL THITT A7 —71d, FHBIOIIRD 27 v 7r—MiZko
TPEZINTBY ., 4DDMEE TR TEFAELRNRE LA IS T v r— N TEBINZ, £

DGR B OBEDIFAEDOSHFEERIIHFG L T T EARB I N (FETT7%, MAERE &
ba—ABFETEHWEER L), T2, BHHGCAMEZ G LR, MEEE S, FR2 O il .
@ BHfE. @ %E. @ fEx. @ GEOBlEL2S ., EFETORFEOEE LTI LT, L0 TEA 2 L
WO PR 572,

®—v— ¥ EEEEER, WET a2 -3 3 v, EEE, 9— 2791 2, ELF



[BEERT]

ZE B (R GRSy — - R

ik #k (RS RREE Yy — - EHdR)

i P (RREBATRSRSY: TEnfsest - )

HAR T (EERLTRE AFIEEEE - #0%)

TAvT h— AT A (RRIRY EEBIKRFBE - Frarbh#)
P (R EEBoRbE - HEEER)

NAY— - ZY AT 7 — (R EREHIESES - SR
TNV T A - AT 7y (RHRE ERHSEEE - )

[(fREZE]
ek % GRS RRStr o — - dEBdR)

EFREERXAMFR
BT
20234 3 FJ31 H %47

W EBRREREMERERES

BATHE WHAKRFEEY VY — -G —
T910-8507 iR 3THIH 1%
Eah 0776-27-8406 (FEIBEAE)







