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In this month’s issue . . .

W elcome to the September/October issue of The Lan-
guage Teacher! We hope you all had a chance to take 
some time off to relax during the summer break. 

And hopefully by now, your batteries are recharged, you’re 
enjoying the slightly cooler weather, and ready to start the 
second half of the school year with some fresh ideas! We think 
this issue of the TLT can definitely help!

Our Feature Article explores the link between students’ 
self-regulatory control and their self-ratings of English 
writing proficiency. Daniel O. Jackson adapted a survey to 
measure self-regulation among Japanese university learners. 
He found that not only was the survey reliable, but also that 
the five self-regulatory constructs measured in the survey—
commitment, metacognitive, satiation, environmental, and 
emotional control—were highly correlated. Interestingly, this 
survey was predictive of the students’ self-evaluations of their 
writing proficiency. 

In Readers’ Forum, Julyan Nutt wanted to better un-
derstand if strategic competence instruction would assist 
students in managing a less structured interview test, and 
also if the structured nature of the test was actually a deter-
rent to communicative abilities. He found that the training 
was effective, and also that a tightly structured interview test 
can sometimes impede more natural communication. Next, 
Ichiro Taida, who teaches Japanese to high-school students 
in Taiwan, elaborates on a competition which combined 
haiku and karuta as an effective learning activity. The compe-
tition using this game not only helped these students better 
understand Japanese language and culture, but they also had 
a lot of fun in the process! 

In TLT Interviews, Marian Hara sits down with Barbara 
Hoskins Sakamoto to discuss her enlightening ideas on 
how to effectively teach younger learners. The lesson ideas 
in My Share will inspire teachers to bring in new concepts 
and activities into their fall curricula. In Writers Work-
shop, we have the fourth and last installment of a series of 
articles that spotlights strategies for improving the success 
of grant proposals.

Continued over

TLT Editors: Gerry McLellan, Eric Shepherd Martin
TLT Japanese-Language Editor: Toshiko Sugino
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や日本文化を理解することに役立っただけでなく、生徒達
はその過程を大いに楽しむことができました。

TLT Interviewsでは、Marian Haraが、若い学習者に対
しいかに効果的に教えていくか、役に立つアイデアを紹
介しながら、Barbara Hoskins Sakamoto と議論します。ま
た、My Shareの授業のアイデアは、教師のみなさんに、秋
の後期カリキュラムで使える新しい概念や学習活動のヒン
トを与えるでしょう。Writers Workshopでは、研究資金獲
得へとつながる計画書の書き方について説明します。シリ
ーズでお伝えしてきましたが、第4回目の今回で最後とな
ります。

いつものことではありますが、TLT発行のために時間を
割いてくださっているボランティアの方々に感謝いたしま
す。また、投稿してくださった著者の方々にも心からお礼
申し上げます。ボランティアおよび投稿者の皆様のおかげ
で、今こうして素晴らしい冊子をお届けすることができま
した。11月に静岡で開催される第44回全国語学教育学会
年次国際大会で皆様にお目にかかれますことを楽しみに
しております。

—Torrin Shimono & James Nobis 
TLT Interviews coeditors

Submitting material to 
The Language Teacher 

Guidelines
The editors welcome submissions of materials con-
cerned with all aspects of language education, particu-
larly with relevance to Japan. 

Submitting online
To submit articles online, please visit: 

http://jalt-publications.org/access 
To contact the editors, please use the contact form on 
our website, or through the email addresses listed in 
this issue of TLT.

http://jalt-publications.org/contact

Japan Association for Language Teaching 
(JALT)

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

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

44th Annual International Conference on  
Language Teaching and Learning  
& Educational Materials Exhibition

Shizuoka Convention & Arts Center (Granship)  
Shizuoka City, Shizuoka, Japan

Friday, November 23 to Monday, November 26, 2018

As always, we would like to thank all the volun-
teers that give their time, energy, and dedication to 
bringing you TLT every two months. We also want 
to give our sincerest thanks to all the authors who 
contributed such great content this time. Together, 
they have made another outstanding issue. We are 
looking forward to seeing you all in Shizuoka this 
November for our 44th Annual International Con-
ference on Language Teaching and Learning!

—Torrin Shimono & James Nobis 
TLT Interviews co-editors

T LT  9/10月号へようこそ。夏休みには束の間の休息
をとり、リラックスすることができたのではないでし
ょうか。この冊子がお手元に届く頃までには、心の

電池が充電され、わずかに涼しく感じられる天候を楽し
み、さらには新鮮なアイデアで後期授業を開始する準備
ができておりますことを心より望んでいます。本号が皆様
のお役に立てることと思います。

Feature Articleでは学生の自己調整能力と英語ラ
イティング力の自己評価との関係についてご紹介しま
す。Daniel O. Jacksonによれば、日本人大学生の自立学習
について測定したこの調査は研究上信頼し得るもので、
使用された5つの指標であるcommitment, metacognitive, 
satiation, environmental, emotional control間には相互に
高い相関関係が存在しているという結果が出ました。この
調査はライティング力の自己評価を予測することができま
す。

Readers’ ForumではJulyan Nuttが、戦略的能力の開発
指導はあまり体系的ではないインタビュー式試験の時に
役立つのかどうか、またインタビュー式試験という本質的
には形式化されている要素がコミュニケーション能力の育
成を抑制してしまっているのではないかということに関し
て、理解を深める研究をしています。Nuttは、戦略的能力
の開発指導は効果的で、体系的なインタビュー式試験は
時に自然なコミュニケーションを阻害することがあると報
告しています。次に、台湾で高校生に日本語を教えている
Ichiro Taida は、俳句とかるたを取り入れた競技が効果的
な学習活動になると説明しています。この競技は日本語
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FEATURE ARTICLE

Self-Regulatory Control and English 
Writing Proficiency Among Japanese 

University Students
Daniel O. Jackson
Kanda University of International Studies

The present study aimed to examine the relationship between 
students’ self-regulatory capacity and their self-ratings of En-
glish writing proficiency. Self-regulatory capacity has been 
shown to be important to writing in a foreign language, but 
survey studies have yielded mixed results. The reliability of 
the self-regulation survey measure used here was established 
based on results from 56 first-year university English majors in 
Japan. Further results showed that ratings of self-regulatory 
capacity predicted self-assessments of EFL writing ability. It is 
hoped that these findings can contribute to classroom practic-
es that foster learning to write in Japanese university settings. 

本論の目的は、学生の英語ライティングにおける自己調整能力と、英
語ライティングに関する自己評価との関係性を明らかにすることである。
様々な研究で外国語ライティングにおける自己調整能力の重要性が示さ
れてきたが、調査結果は必ずしも一様ではなかった。本調査を行うにあ
たり、アンケートの質問項目には信頼性のある基準を英米語学科に所属
する1年生56名への予備調査により作成し、同じ学生らを被験者とした。
その結果、ライティングの自己調整能力 に関する自己評価と、ライティン
グ能力に関する自己評価との間に相関性が認められた。本論で導き出さ
れた結果が、今後の教育現場における “learning to write”の活動に貢献
することを願っている。

R esearch on writing in a second language (L2) 
can foster an understanding of how English is 
learned and used in settings where it is a for-

eign language. The complex nature of L2 writing has 
been described in terms of learning to write and writ-
ing to learn, the latter of which includes writing to 
learn content and writing to learn language (Hirvela, 
Hyland, & Manchón, 2016). This article is focused 
on the former dimension. Emphases in studies on 
learning to write vary widely, encompassing how L2 
writers gain control over processes used to produce 
texts, the features and genres that texts exhibit, and 
questions of audience. The learning to write per-
spective might thus inform instruction by viewing 
writing as both individual and social. This article is 
concerned with how undergraduate L2 writers gain 
control over processes used to create texts from the 
perspective of individual differences (IDs). 

Individual Differences and Self-Regulation in 
L2 Writing
In general, studies of IDs focus on consistent cogni-
tive, affective, or motivational variables which might 
interact with instructional contexts, learning goals, 
or pedagogic techniques. In the context of L2 writ-
ing, Kormos (2012) described IDs as a neglected area 
of research. She positioned ID variables at the center 
of Kellogg’s (1996) model of writing processes and 
argued that the influence of IDs might be observed 
at each stage in the process, including planning 
(retrieving and ordering ideas), translation (putting 
ideas into expression by using lexical, syntactic, and 
other linguistic resources), execution (producing a 
written text, whether handwritten or typed), and 
monitoring (checking and revising the content). Kor-
mos’ approach differentiated between motivational 
(e.g., self-regulation) and cognitive (e.g., working 
memory) variables, while at the same time acknowl-
edging that doing so imposes a binary, and perhaps 
untenable, classification into many distinct variables. 
Importantly, she concluded that task variables might 
interact with IDs, which brings into question the 
nature of writing measures used in research.  

Self-regulation, which is the focus of the inves-
tigation discussed here, is a multi-dimensional ID 
construct which can be understood from several 
different theoretical angles, as it incorporates 
metacognitive, motivational, and behavioral aspects 
(Zimmerman, 2001). The stance taken on self-regu-
lation by Dörnyei (2001) and others proposes that a 
focus on self-regulatory capacity might shift atten-
tion from viewing strategies as behavioral outcomes 
towards volitional processes. That is, attempts to 
understand self-regulatory control strategies place 
emphasis more on the processes related to learning 
and performance than on the frequency of use of 
any strategy. They focus on understanding causal 
links between motivation and behavior, wherein 
goal-setting influences goal-striving, the effec-
tiveness of which is mediated by self-regulation 
(Dörnyei, Henry, & Muir, 2016). Dörnyei (2001) 
identified five categories of self-regulatory control, 
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which involve conscious strategies that learners 
vary in their ability to use. These strategies, it is ar-
gued, can help learners to motivate themselves. The 
strategies appear in Table 1 alongside definitions 
and examples of how they might be realized in L2 
writing instruction. For additional teaching sugges-
tions see Andrade and Evans (2013). 

This approach to self-regulation has been empir-
ically supported in EFL contexts. Tseng, Dörnyei, 
and Schmitt (2006) developed a survey instrument 
to measure self-regulation in L2 vocabulary learn-
ing, demonstrating that the five control strategies 
loaded on a single factor in an exploratory factor 
analysis. Further cross-sectional research yielded 
evidence for links between self-regulation and 
additional factors in vocabulary learning (Tseng & 
Schmitt, 2008). Using the instrument developed by 
Tseng and colleagues, researchers have extended 
the investigation of self-regulation in vocabulary 
learning to other EFL contexts, including Japan 
(Mizumoto & Takeuchi, 2012). In the domain of 
writing, Imai (2016) reported on the development 
of a survey of writers’ self-regulatory capacity in a 
U.S.-based English program. 

In an EFL context, a study by Teng and Zhang 
(2016) supported a multidimensional model of 
self-regulation in L2 writing, as well as links to writ-
ing performance. The research, carried out with first- 
and second-year undergraduates at six universities 
in China, used a questionnaire and a timed-writing 
task from the International English Language Testing 
System (IELTS) to determine whether self-regulation 
predicts writing performance. Analyses supported 
a model of self-regulation as a single construct and 
identified four interacting dimensions: cognition, 
metacognition, motivation, and social behavior. 
Within these dimensions, six specific strategy types 
significantly predicted writing outcomes: (a) text 
processing, which is a cognitive strategy; (b) idea 

planning, which is a metacognitive strategy, as is (c) 
goal monitoring; (d) emotional control, and (e) self-
talk, both of which are motivational strategies; and (f) 
feedback handling, which is a social behavior strategy. 
The authors concluded by noting the importance of 
understanding L2 writers’ preferences for strategy use 
and teaching strategies related to writing outcomes.

Another investigation of self-regulatory control 
strategies by Csizér and Tankó (2017) shed further 
light on their role in L2 writing. These researchers 
studied self-regulation, as well as its relationship to 
motivation and anxiety, among first-year English 
majors at a Hungarian university. Using a survey tai-
lored to L2 English writing, they found varying posi-
tive and negative relations among the five subscales. 
Also, on a 5-point scale, the tendency to use each 
category of strategy differed, according to the follow-
ing rank order: metacognitive (3.7) > emotional (3.6) 
> environmental (3.6) > satiation (3.4) > commitment 
control (3.3). Self-regulatory strategy use was linked 
to increased motivation and decreased anxiety, but 
not to increased writing test scores. The authors 
concluded that familiarity with control strategies 
was low and recommended instruction to promote 
increased awareness and use. It should be noted that 
the measure of writing used in Csizér and Tankó 
(2017) was a high-stakes essay test used as a prereq-
uisite for second-year enrollment. As argued by the 
authors, time limits, learner investment, and the 
measurement approach taken, among other factors, 
might have accounted for the lack of a significant 
relationship between self-regulation and L2 writing. 

Measuring L2 Writing Proficiency as Typical 
Behavior    
To summarize, although Teng and Zhang’s (2016) 
study found that self-regulation predicted L2 writing 
outcomes, Csizér and Tankó’s (2017) study did not. 

Table 1. Self-Regulation Strategies (Based on Dörnyei, 2001, pp. 109–116)

Strategy Definition L2 Writing Example

Commitment 
control

to preserve/enhance original goal 
commitment

setting deadlines for each stage of a writing as-
signment, in addition to a final deadline

Metacognitive 
control

to monitor/control concentration 
and deter procrastination

monotasking, or mentally focusing on key writ-
ing tasks one at a time

Satiation 
control

to deter boredom/complacency once 
a task becomes familiar or routine

trying new or unfamiliar writing tools (e.g., word 
processing applications, speech-to-text tools) 

Emotion 
control

to manage positive or negative 
emotions

talking with peers, tutors, or instructors about 
challenges in writing

Environmen-
tal control

to avoid distractions and create 
supportive environments

choosing a place to write that is quiet and free 
from distraction 
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Both studies employed a timed measure of academic 
writing, which raises the possibility that their different 
results might be due to the fact that survey instru-
ments and timed writing tests can be distinguished ac-
cording to their contrasting focus on typical behavior 
versus maximal performance. Outside the domain of 
L2 writing, this can be compared to a jogger answering 
questions about her running habits versus demon-
strating them in a race. In consideration of this issue, 
as well as the need to expand the range of outcome 
variables investigated in this area, the present study 
adopted a different approach by asking L2 writers to 
evaluate their own writing proficiency. Aligning mea-
sures by seeking to understand both self-regulation 
and L2 writing proficiency in terms of typical behavior 
might provide another way to capture the relationship 
between these two constructs. For instance, asking 
learners to judge their own writing ability could 
provide an evaluation based upon multiple experi-
ences with writing in the L2 over time, in contrast to 
evaluations based on a single written product. For this 
reason, the present study employed self-evaluation as 
the criterion variable.
 
Study Goal and Research Questions
The foregoing literature review points to a gap in 
the research. Namely, there are only a small number 
of studies on self-regulation in EFL settings, and 
these studies have yielded mixed results regarding 
its relationship to writing outcomes. The studies re-
viewed relied exclusively on timed writing tests (i.e., 
measures of maximal performance) as the criterion 
variable. Therefore, the present research aimed to 
develop a survey of self-regulatory control strate-
gies in writing and to explore their relationship to 
L2 writing as typical behavior. There were three 
research questions: 
1. Does a survey designed to measure the con-

struct of self-regulatory control in writing do 
so reliably? Based on previous studies, it was 
expected that the survey would show accept-
able reliability. 

2. Do the survey scales show a relationship be-
tween the subcomponents of self-regulatory 
control? Based on the assumption that various 
self-regulatory control strategies represent 
facets of a single construct, it was expected that 
these scales would be positively and significant-
ly correlated. 

3. Does the survey predict writers’ self-evaluations 
of their writing proficiency? Based on the fore-
going section, it was expected that participants’ 
overall survey scores would predict scores on 
the self-assessment. 

Methods
This study is based on data from 56 first-year stu-
dents (36 female; 20 male; average age 18.6 years) 
enrolled in an English for academic purposes course 
at a private foreign language university in Japan. 
Participants in this course had TOEFL scores above 
440 and were required to complete several writing 
assignments throughout the year, thus they were 
considered an appropriate sample. They were invit-
ed to complete a survey administered online. Initial 
data collection from six classes in January 2016 
yielded data from 36 students (roughly a 30% return 
rate). Additional data were collected in July of 2016 
from one class of 20 students. All students were 
informed of the purpose of the research, told their 
participation was voluntary, and provided with the 
researcher’s contact information in case they had 
questions. They agreed to participate by checking a 
box on the survey.

The measure of self-regulation used in this study 
was adapted from Tseng, Dörnyei, and Schmitt 
(2006). The instrument contained 20 items (four 
each concerning commitment, metacognitive, 
satiation, emotion, and environmental control). The 
original items were revised with a focus on writing. 
They were then translated into Japanese by a native 
speaker. The items were presented in both English 
and Japanese, accompanied by a 6-point Likert scale, 
using the labels Strongly agree, Agree, Partly agree, 
Slightly disagree, Disagree, and Strongly disagree.

Regarding the criterion variable, participants rated 
their writing proficiency on a 1 to 10 scale based on 
the ACTFL proficiency guidelines (American Coun-
cil on the Teaching of Foreign Languages, 2012). 
Descriptors used the levels novice, intermediate, 
advanced, and superior. The labels low, medium, and 
high allowed for further differentiation within the 
first three levels. After processing the data, including 
reverse scoring of two items on the self-regulation 
measure, they were analyzed in R (Version 3.1.3).

Results
Research Question 1: Survey Reliability 
The first research question focused on the reliabil-
ity of the survey. To address this question, internal 
consistency was assessed by computing Cronbach’s 
alpha for each of the five scales. The results in Table 
2 show that these values ranged from .63 to .86, 
indicating mostly good reliability. While the values 
for the emotion and satiation scales were somewhat 
low, this range of values is nearly the same as pre-
vious studies of self-regulation in EFL settings (see 
Csizér & Tankó, 2017). Furthermore, the average 
value was .73, which indicates acceptable reliability. 
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Table 2 also provides the means and standard devia-
tions for each scale. 

Table 2. Scale Means and Internal Consistency 

Scale M (SD) Alpha

Environmental (ENV) 4.41 (0.81) .78

Commitment (COM) 3.55 (0.87) .74

Emotion (EMO) 3.49 (0.79) .65

Metacognitive (MET) 3.41 (1.12) .86

Satiation (SAT) 3.38 (0.85) .63

Research Question 2: Intercorrelations Between 
Subscales
The second research question was concerned with 
the relationships between the five survey scales. 
Table 3 shows the Pearson correlations between the 
five scales. These correlations were positive, ranging 
from .38 to .81. In testing for significance, owing 
to multiple comparisons, the Bonferroni adjust-
ment was used to set an alpha level of .005 (.05/10). 
Based on this, significant relationships were found 
between each of the scales, as shown in Table 3.  

Table 3. Correlations Between the Five Self-Regulatory 
Control Scales (n = 56)

COM MET SAT EMO ENV

COM  -        

MET 0.64  -      

SAT 0.54 0.81  -    

EMO 0.45 0.73 0.66  -  

ENV 0.38 0.64 0.55 0.42 -

Note. All coefficients are significant at p < .005.

Research Question 3: Predictive Validity
The final research question addressed whether the 
survey predicts L2 writers’ self-evaluations of their 
writing proficiency in this study context. To answer 
this question, the participants’ overall mean scores 
on the self-regulation survey were entered as a 
predictor into a simple regression model with their 
self-evaluation scores as the criterion variable. The 
resulting model was significant, F(1, 54) = 6.36, p = 
.015, R2 = .105. Thus, self-regulation accounted for 
10.5% of the variation in proficiency. This model 
furthermore suggests that for each 1-point increase 
in self-regulatory control, self-evaluated writing 
proficiency increases by 2.37 points.   

Discussion
Regarding the three questions that guided this study, 
first, the results indicated that the survey instrument 
was reliable, in terms of its five subscales and its 
average reliability. This is comparable to other studies 
that have examined self-regulation in different lan-
guage skill areas, such as vocabulary (Tseng, Dörnyei, 
& Schmitt, 2006) and on L2 writing, but in different 
learning contexts (Csizér & Tankó, 2017). Next, the 
correlational analyses (see Table 3) revealed that the 
five subconstructs were significantly correlated. The 
strength of the positive relationships between these 
scales varied from weak to strong. For example, the 
relationship between commitment and environmen-
tal control (r = .38) suggests that perhaps goal pres-
ervation strategies are only weakly related to ones’ 
attempts to find a good writing environment. Howev-
er, in the case of metacognitive and satiation control 
(r = .81), there appears to be a close link between ones’ 
ability to monitor and control concentration, on the 
one hand, and to deter boredom in the face of routine 
writing tasks, on the other. Finally, overall scores on 
the survey instrument significantly predicted EFL 
learners’ self-evaluations of their writing proficiency, 
although the model only accounted for roughly 10% 
of the variation in proficiency, suggesting that other 
factors also contributed. This finding builds directly 
on previous studies that have examined the predictive 
value of self-regulation in L2 writing on timed writing 
measures with mixed results (Csizér & Tankó, 2017; 
Teng & Zhang, 2016). Specifically, it demonstrates 
that it might be possible to link self-regulation to a 
wider range of outcomes in L2 writing by conceptual-
izing L2 writing as typical behavior.

One limitation of this study is the generalizability 
of the findings. Because this study was conducted 
with a limited number of participants at one school, 
more work is needed to determine whether these 
results are valid for other writers in this setting, as 
well as those attending other schools in Japan. Given 
the research context, which was a foreign language 
university, it is not claimed that the findings apply to 
Japanese university students in general. In addition, 
despite the fact that using self-evaluation as an out-
come measure is a novel contribution to research on 
self-regulation in L2 writing, self-report data involve 
caveats. Namely, self-report of productive skills such 
as writing might reflect learners’ “communicative in-
tentions rather than the actual effect of their efforts 
to convey messages to an interlocutor” (Ross, 1998, p. 
9). Therefore, future studies should examine multiple 
outcomes to enhance overall validity. A closer in-
spection of processes in writing, too, could be gained 
by expanding the data sources used to include, for 
example, interviews and think-aloud protocols.   
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There are noteworthy pedagogical implications 
of such research, much of the value of which lies in 
enhancing classroom practices. For instance, build-
ing on a suggestion from Andrade and Evans (2013), 
lessons could focus on having students chart their 
strengths and weaknesses in traditional areas such 
as organization, grammar, usage, but also as reflect-
ed in peer and teacher comments, across multiple 
writing assignments. By sharing and discussing 
these charts, students might gain a clearer focus 
on various writing sub-tasks (e.g., brainstorming, 
drafting, and responding to comments), come to 
an understanding and acceptance of the challenges 
of L2 writing, and begin trying out different ap-
proaches or techniques that their classmates note as 
strengths. These revelations might, in turn, enhance 
their metacognitive, emotion, and satiation control, 
which, in the present data, were rated lower than 
environmental or commitment control (see Table 
2). Ultimately, this has the potential to increase 
their overall motivation to write. Such charts can 
also be included in a writing portfolio to foster co-
herence across assignments and to facilitate better 
assessment practices. 

This investigation clears the way for future re-
search. Work is needed to expand the scope of the 
variables examined to include motivational, cogni-
tive, and personality factors, as well as to identify 
appropriate writing measures. First-year students at 
universities in Japan are learning to write in their L2, 
which requires them to gain control of both process-
es and outcomes. This shift from learning English to 
using it as a form of academic expression presents 
a dynamic context for research to understand the 
metacognitive, motivational, and behavioral aspects 
of self-regulation as it contributes to development. 
Thus, we should aim to deepen our understanding of 
individual factors in learning to write.
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Interview Testing: An Exploratory Study 
into the Use of Method Adjustment 
Strategy to Compensate for a Less 

Structured Interview Test
Julyan Nutt 
Tokai Gakuen University

An exploratory study was formulated to see whether instruc-
tion in strategic competence would better help students man-
age a less structured version of the pre-existing bi-semester 
interview test (B-test). Furthermore, the author hoped to de-
termine whether the structured nature of the test was actually 
detrimental to the students’ communicative ability. 

A study group of four higher-level English classes from two 
departments (two classes from each department), as deter-
mined by TOEIC bridge placement tests, was formed. One 
class each from both departments was designated a control 
group, and the other a strategy group that was instructed in 
method adjustment strategies. All four groups were given a 
supplementary interview test (S-test) made up of two each of 
five types of question variations of the original B-test ques-
tions. Students were then interviewed by the author and an-
other teacher, and their scores and the strategies employed 
were recorded.  Analysis revealed that while overall both strat-
egy groups managed the S-Test better than their correspond-
ing control group, the most revealing difference was that both 
the strategy and control group from one department scored 
significantly worse in the S-test than those in the other de-
partment (although they achieved higher scores in the B-test), 
despite that strategy group employing a wide variety of mes-
sage adjustment strategies. It was therefore concluded that 
the message adjustment strategies taught should be mostly 
limited to utterances and shadowing, and the structured na-
ture of the B-test be adjusted to accommodate alternative 
question types.

既存のあまり体系的ではないインタビュー式試験（B試験）に、2学期
にわたって学生が対処する際、戦略的能力をつけることが彼らの助けに
なるかどうかを調査するため、探査的研究を行った。さらに、試験の体系
的性質が実際には学生のコミュニケーション能力に有害かどうかを検討
した。研究の対象として、TOEIC Bridgeのプレイスメントテストから判断し
た2つの 学科の学生から、比較的レベルの高い4 つの英語クラス（各学
科から2 クラスずつ）のグループを作った。各学科で1 つのクラスを基準グ
ループとし、もう1 つのクラスは戦略グループとして調整戦略法を教えた。
全4 グループは補足のインタビュー式試験（S試験）を受けた。S試験は、
元のB試験の設問のうち2 つに、それぞれ5タイプの設問のバリエーション
を設けたものである。その際学生は、筆者と他1 名の教員によるインタビ
ューを受け、得点と用いられた戦略が記録された。分析の結果、両戦略グ
ループは全体として、比較対象となる基準グループよりS試験にうまく対処
できたことが明らかになった。さらに最も顕著な違いは、1 つの学科の戦

略グループと基準グループが共に、S試験においては他学科のグループよ
り明らかに低得点であったことだ。（彼らはB試験においてはより高得点
を達成していたし）、戦略グループは多様なメッセージ調整法を用いたに
もかかわらず、である。ゆえに結論付けられたことは、メッセージ調整法
の教授は発話と復唱にほぼ限るべきであり、B試験の体系的性質は、別の
設問タイプに対応するために調整されるべきであるということである。

Previous Studies
This paper follows on from my two previous papers 
published in the March 2017 and September 2017 is-
sues of TLT, respectively (Nutt, 2017a; Nutt, 2017b). 
The first paper addressed the difficulties that my 
non-English-major students had with study abroad 
programs. The root causes were primarily problems 
with language retention and anxiety when com-
municating with people outside of their culture. I 
hoped to partially alleviate the problem of retention 
by conducting bi-semester interview tests (hence-
forth referred to as B-Tests) in the compulsory 
English conversation classes, where interview test 
questions were chosen from an expanding pool of 
pre-taught questions over the year-long course for 
first-year students. Second-year students only have 
one semester of English conversation, and the same 
questions were asked in that course but in a more 
condensed format. Each test was conducted by a 
different guest teacher on a rotation system in the 
hope of reducing anxiety by increasing exposure to 
different cultures and accents. The whole student 
body expressed their support for this approach 
in B-Test structure and execution as recorded in 
Likert-type questionnaires given upon completion 
of the course. The second paper (Nutt, 2017b) as-
sessed whether success in a simulated environment 
would translate to a real-world scenario by seeking 
feedback, through open-ended questionnaires, from 
students returning from study abroad programs. 
Again, the responses were on the whole positive, 
but areas that needed addressing became apparent.
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Reasoning
This research builds upon the first two studies. Al-
though the B-Tests brought about an improvement 
in students’ perceived ability and confidence in oral 
communication, there are obvious limitations to 
the rote learning approach. Over the course of the 
program, teachers commented that some students 
were unable to deal with any slight deviation from 
the structured format of the B-Test. An example 
of this would be a student unable to answer where 
their hometown is—a question that had previously 
only been taught in conjunction with where they 
are currently living. I wanted to see if instruction 
in strategic competence would help them better 
manage unstructured, real-life situations and, 
in doing so, determine whether the teaching of 
communication strategies would allow for a less 
structured format of the test. Additionally, I wanted 
to establish whether this structure itself has neg-
ative consequences on a student’s communicative 
performance.

Strategic Competence
Due to their limited linguistic ability (CEFR A2), 
message adjustment strategy, “which involve(s) 
the tailoring of one’s message to one’s resources” 
(Dörnyei & Thurrell, 1991, p. 18), was identified as 
the key focus area in order for students to be better 
able to communicate. This strategy (see Table 1) 
encompasses methods such as stalling for time by 
using fillers, utterances, and shadowing; negotiat-
ing meaning by redirecting or clarifying, utilizing 
the confessional strategy by admitting weakness 
or directly asking for help; and simply asking for 
repetition.

Table 1. Message adjustment strategies [adapted from: 
Celce-Murcia, Dörnyei, & Thurrell (1995)]

Type Example

1) Filler 1)   Let me see…

2) Utterances 2)   Err / Umm  

3) Shadowing 3)   Repeat key words

4) Redirection 4)   Do you mean 
“____________”?

5) Clarification 5)   Did you say 
“______________”?

6) Confessional 6)   I’m sorry. I don’t speak 
English well.

7) Repetition 7)   Sorry?/ Pardon?

Type Example

8) Repetition 8)  Can you say that again?/ 
Can you repeat that?

9) Clarification 9)   What do you mean?

10) Negotiation 10) Please say that in another 
way.

The Study Group
Two first-year classes from the Management 
Department and two second-year classes from the 
Sports Health Department took part in this study, 
with 52 students in total. There are typically about 
twenty students per class, but students who were 
absent from one or both parts of the study were re-
moved, leaving fourteen students in both Manage-
ment control and strategy classes and fourteen and 
ten students in the respective Sports Health control 
and strategy classes. All of the classes in this study 
were in the highest level English-language band 
and had a mean TOEIC Bridge score of 131 (n=50, 
SD=7.43; two students were not administered the 
placement test). All four classes were given a sup-
plementary speaking test (henceforth referred to as 
the S-Test) designed to test how effective types of 
message adjustment strategies helped them manage 
questions that differed from the B-Test. Two classes 
(one class from each department) were chosen as 
the strategy groups and henceforth referred to 
as M1S and SH2S (where M and SH refer to the 
Management and Sports Health departments; 1 and 
2 to the year; and S to strategy). In the week prior 
to the test, half of the strategy group’s classes were 
dedicated to practicing the ten strategies (see Table 
1) through various activities designed to be fun. 
The other two classes, the control groups (M1C and 
SH2C; where C refers to control), were not taught 
communication strategies and had a regular class, 
but they were told that they would be participating 
in a pilot study aimed at developing the curricu-
lum. To motivate the students, all the students who 
completed the test were told that they could leave 
class early. Additionally, they were informed the 
results would not affect their final score, but that a 
prize would be given to the highest-scoring student 
in each class to ensure active participation.

Methodology
In the hope of limiting the effects of students 
conferring with each other, two separate S-Test 
question sheets were prepared (see the Appendix) 
for interviewing alternating students participating 
in the test. Each test had ten questions, in accor-
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dance with the original B-Test (see Nutt 2017a; Nutt 
2017b), composed of two questions from each ques-
tion type (see Table 2 below and the Appendix). 

Table 2. How S-Test questions differed from B-Tests 

S-Test Types 
of Variations

Explanations

Pathway (p) The follow-up question is different 
to the one it was taught in con-
junction with. 

Wording (w) The question has a similar con-
tent-based meaning, but the word-
ing is different.

Form (f) The question form changes from 
Wh? to Yes/No? or vice versa.

Form +
Wording (fw)

Both the question wording and 
form differ from the pre-taught 
questions, but the content is 
similar.

Original (o) An original question, not based 
on a pre-taught question, which 
is of a similar level that would be 
expected to be understood by the 
student, and is a natural follow-up 
question.

S-Tests were conducted by myself (the class 
teacher; Teacher A), and one other teacher (Teacher 
B). Each of the four classes was divided into two, 
with half of the interviews conducted by Teacher 
A, and the other half by Teacher B. Teacher B has 
only been a resident in Japan for four years and has 
limited Japanese-language ability. He was chosen 
as the closest possible approximation of a native 
speaker likely to be encountered by a student on a 
study abroad trip, but with the appropriate skills to 
be able to conduct the interview. He was familiar 
with the program, having taught at this university 
for three years, but he was unknown to the stu-
dents who participated in the test. The ideology 
and methodology behind the test was explained to 
Teacher B, but he was not told which classes were 
the control groups and which were the strategy 
groups, and it was simply assumed that the differ-
ent groups would become apparent to the teacher 
during the course of the test.

All participating students were evaluated in 
accordance with the standard testing rubric for 
the B-Test: two points for a grammatically correct 
full-sentence answer, one point for a word answer 
or an answer containing a grammatical mistake, 

and zero points for a content mistake or Japa-
nese answer (see Nutt 2017a). As well as the score, 
alongside each question, if a strategy was used (for 
example, confessional), its type was noted and the 
interviewer recorded whether its usage was appro-
priate. The S-Test was given two weeks after an 
official midterm B-Test, and students were expected 
to be familiar with the test themes as the test design 
focused on retention (see Nutt2017a).

Results 
Table 3. A comparison of TOEIC Bridge, midterm 
B-Test, and S-Test results

Mean Test Scores (SD)

SH2C M1C SH2S M1S

TOEIC 
Bridge

134.3  
(3.98)

128.0  
(8.08)

137.0  
(5.90)

126.4  
(6.24)

Midterm 
B-Test

16.5  
(3.51)

19.3 ( 
0.91)

17.3  
(2.65)

18.5  
(1.75)

S-Test 15.2  
(3.10)

14.0  
(3.61)

17.1  
(4.72)

14.7  
(2.05)

Difference 1.3 5.3 0.2 3.8

Looking at the midterm B-Test results, we can 
see that the first-year Management students scored 
higher than the second-year Sports Health stu-
dents, despite having lower TOEIC Bridge scores. A 
comparison between the B-Test and S-Test for each 
class reveals some surprising differences. Although 
both strategy classes scored higher than their corre-
sponding control class in the S-Test, the difference 
between both tests was negligible for the Sports 
Health classes, whereas the Management strate-
gy and control classes dropped 3.8 points and 5.3 
points, respectively. When interpreted as percent-
ages, the drop becomes more apparent—nearly 20 
percent and over 25 percent, respectively.

Nevertheless, as a class employing all but one of 
the strategies taught (see Figure 1), the M1S class 
were ambitious in their attempts to apply message 
adjustment strategies. However, as Table 3 reveals, 
they were less successful than the SH2S class, 
which tended to concentrate on utterances (2) and 
shadowing (3), and to a lesser extent, strategies 1, 
8, and 9 (see Table 1). Another point of interest is 
that utterances and shadowing were employed by 
the control groups despite not having had a class on 
strategic competence. Teacher B and I noted that 
students tended to mumble words from the ques-
tions put to them, often not properly articulated 
and in a quizzical tone. Independently, we recorded 
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this as shadowing. It should be pointed out that, as 
is typical with most conversation classes, strategies 
7 and 8 (repetition) were taught as part of the orien-
tation for the class and have been used throughout 
the course. Furthermore, although not taught, an 
additional repetition strategy—where students said, 
“Once more”—was noted (and assigned as no.11).

Figure 1. Frequency of strategy usage per class (SH2S 
adjusted n≈14).

Figure 2: Proportion of points awarded for strategies 2 
(utterances) and 3 (shadowing) per class

The employment of message adjustment strat-
egies is only worthwhile if it aids communication. 
Figure 2 reveals that both strategy classes obtained 
more maximum-point answers than their corre-

sponding control classes. However, the difference 
is more marked in the Sports Health classes, which 
received double the amount of full-point answers 
for both strategies. Moreover, although the Man-
agement classes obtained more full-point scores, 
their overall score did not differ significantly, owing 
to the number of zero points awarded.

Figure 3: Proportion of points awarded per question 
type for each class

A look at the points awarded for each alternative 
question type (see Figures 2 and 3) is revealing. 
What one would assume are the more manageable 
alternatives—pathway, wording, and format—were 
answered competently by all students. The differ-
ences became more marked when both the format 
and wording were changed and where the question 
was an ‘original’ question, as it had no resemblance 
to a pre-taught B-Test question. This was expect-
ed, and it is here where we see the strategy classes 
outperforming the control classes, especially with 
the SH2S class where few points are dropped (as 
seen in Table 3). The M1S class, for the most part, 
achieved better results than their counterpart 
across the board, except when the question wording 
was changed.

Discussion
As can be seen in their midterm B-Test results, the 
Management classes were very capable of han-
dling the structured speaking B-Test format to the 
point that they were nearly achieving full marks. 
However, they struggled with the S-Test, although 
the strategy class did achieve better overall results 
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than their control class, who had scored higher in 
the B-Test. M1S were ambitious in their usage of 
message adjustment strategies although they were 
less effective than SH2S who focused on fewer strat-
egies and barely dropped any points (in comparison 
to their midterm B-Test) even with regards to the 
more complicated alternative questions. 

There may be other reasons for the differences be-
tween the two departments’ scores in both tests such 
as age advantage, familiarity with the testing method, 
or the general character of the classes, but without 
further research, these cannot be confirmed. 

It is also worth mentioning—and as has been not-
ed by Celce-Murcia, Dörnyei, and Thurrell (1995)—
there can be a tendency to misuse certain strategies, 
both unnaturally and inappropriately. One such 
usage is the response “Let me see” or an equivalent 
to an answer that, if the speaker had understood the 
question, requires no reflection. A good example of 
this is being asked where one lives. Both Teacher B 
and I observed this misusage. Encouragingly, I did 
observe students using the phrase term correct-
ly. Additionally, some students were able to use a 
combination of two strategies, utterance (2) and 
shadowing (3), to give a natural-sounding response 
to a question and then produce a correct answer.

Conclusions and Developments
This exploratory study confirms what was pre-
viously thought by myself and other teachers 
participating in the compulsory conversation 
language program. Although I believe the B-Test, 
with its focus on language retention, is a marked 
improvement from the previous speaking tests that 
lacked structure or coherence (see Nutt 2017a), it 
is arguably too structured. There is a tendency for 
students to pick out a key word in the question, 
then repeat that predetermined answer and give 
little thought to the question asked. Furthermore, 
there have been situations when a natural follow-up 
question was not included in the B-Test (see Tables 
2 and 4). From the next academic year, I will alter 
the test slightly by allowing alternative question 
types within the B-Tests—one will be permitted in 
both of the two B-Tests held in the first semester, 
and two each in the second semester B-Tests. Bene-
fits will include making the B-Tests more authentic 
while still encouraging language retention and 
aiding our lower-level students who rely on the 
test’s structured format and who have shown the 
greatest improvement. Furthermore, we hope that 
with an awareness that questions will not be exactly 
the same as those prepared, students will pay closer 
attention to the interviewer rather than reeling off 

answers.
Table 4. Appropriate alternative questions 

Form Pathway

Teacher: What 
do you do after 
school?
Student:  I do 
my part-time 
job.
Teacher: What 
is your part-
time job?*

Teacher: Where do you live?
Student: I live in Kurozasa. 
                 (near the university)
Teacher: Where are you from?
Student:  I am from Kanazawa.
                  (not near the university)
Teacher: Where is that?*

*Previously 
“Do you have a 
part-time job?” 
was permis-
sible, but not 
“What is your 
part-time job?”

*Previously “Where is that?”  was 
only taught as a follow-up ques-
tion to “Where do you live?”

As mentioned earlier, both interviewers noted 
a tendency to use shadowing and utterances by 
the control groups, albeit mumbled. Should our 
students harness this inherent ability by properly 
voicing what they believe they have heard, this puts 
the onus on the interlocutor to bridge the gap in 
communication. Therefore, I will encourage the 
teaching faculty to teach these basic negotiation 
strategies—strategies that should not be beyond the 
grasp of even the lowest-level students. Bearing in 
mind that the study groups were comprised of the 
highest-level English-language groups in their years, 
it would seem prudent to limit the scope of strate-
gies taught.
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Appendix
Interview Question Sheets  
(p = pathway, w = wording, f = form, fw = form and 
wording, o = original)

S-Test question sheet 1

Question Score Strategy 
no.

Are you (full name)? (f)

Should I call you (first name)? (f)

Did you come to school by train 
today? (fw)

So, where’s your house? (w)

How do you spell that? (p)

Is (place name) near Nagoya? 
(fw)

Do you like living there? (o)

How many people are there in 
your family? (w)

And, do you live with your 
family? (o)

And finally, what do you want to 
do in the future? (p)

S-Test question sheet 2

Question Score Strategy 
no.

What’s your full name? (w)

Is that spelled (mistake)? (f)

And you are a second-year stu-
dent, right? (f)

And, you are studying business 
management, correct? (fw)

Question Score Strategy 
no.

What are your future plans? (w)

So, what do you do after school? 
(p)

Where do you (work/prac-
tice/~)? (o)

I see. Do you have any (other) 
hobbies or interests? (o)

How often do you do that? (p)

And finally, how do you spend 
time with your family? (fw)

First-year B-Test question sheet (2017)
First –year English Conversation (I/II) 2017 Inter-
view Test Questions
Note: In the 2nd semester, Questions 1, 2, 11, and 12 
will only be used as warm-up questions and not be 
counted as part of the test score.
1. What’s your name?
2. How do you spell that?
3. Where do you live now?
4. Where are you from?
5. What do you do?
6. What university do you go to?
7. What do you do in your free time?
8. Do you have a part-time job?
9. Tell me about your family.
10. What does your ____________ do?
11. What should I call you?
12. What’s your student number?
13. Where is ________ (that)?
14. How long have you lived (in __________  / 

there)?
15. What are you studying?
16. What do you want to do in the future?
17. How long have you been playing tennis?
18. Do you like your job? / Do you want to have a 

part-time job?
19. How old is your _______________?
20. Where does your ________________ (work / 

go to school)?
21. How do you come to school?
22. How long does it take?
23. What year are you in?
24. What do you think of Tokai Gakuen?
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25. What do you do after school?
26. How often do you______________?
27. Do you get along well with ______________?
28. Do you often go out with your family?
29. What did you do on the weekend?
30. Who did you ____________ with?
31. What else did you do?
32. Did you have a good time?
33. Do you have any plans for the spring vacation?
34. Who are you ______________ with?
35. Are you going to (study)?
36. What else are you going to do?

• 1st semester midterm: 1–10
• 1st semester final: 1–20
• 2nd semester midterm: 3–28 (not 11 & 12)
• 2nd semester final 3–36 (not 11 & 12)

How do discoveries in 
brain sciences affect 

learning and teaching?
To find out—in a 21st century 
learning approach—subscribe  

to the BRAIN SIG’s  
MindBrainEd Bulletin Think Tanks.

To subscribe, send your name 
and mail address to:  
brainsig+ThinkTankTeam@
gmail.com with “subscribe” 
as the subject, or . . .

44th Annual International Conference on  
Language Teaching and Learning  
& Educational Materials Exhibition

Shizuoka Convention & Arts Center (Granship)  
Shizuoka City, Shizuoka, Japan

Friday, November 23 to Monday, November 26, 2018
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READERS’ FORUM

日本語教育および日本文化教育における俳句とかるた
の活用： 台湾における高校生俳句かるた大会の報告
Haiku and Karuta in Japanese Language and 

Culture Education: Focusing on the All Taiwan 
High School Haiku-Karuta Competition

泰田 伊知朗
Ichiro Taida
東洋大学
Toyo University

The first high school student Haiku-Karuta competition was 
held at I-Shou University, Kaohsiung, Taiwan, in May 2017. 
Haiku, which is a traditional Japanese cultural form, is widely 
known abroad, and karuta is often used in Japanese language 
educational institutions. Our competition event is a fusion of 
these two kinds of Japanese cultural traditions, i.e. haiku and 
karuta, and 61 high school students participated in the game. 
The competition contributes to the reception and diffusion of 
haiku and karuta in Taiwan. Also, the educational merits of the 
competition involve students having to concentrate on listen-
ing to and reading Japanese traditional poems. The fusion is 
immensely useful in learning Japanese language and culture. 
In this paper, we will describe the competition in detail.

2017年5月、台湾高雄の義守大学で第1回高校生俳句かるた大会が開
かれた。日本の伝統文化である俳句は海外でも広く知られており、またか
るたも日本語教育のなかでしばしば使われている。俳句とかるたという2
種類の日本文化を融合させた本大会に7校の高校生、61名が参加した。
当該大会の教育的意義は主に以下の3つである。1. 俳句を集中して聞き、
該当する札を見つけるという訓練を通じて得られる日本語能力の向上、2. 
日本文化の理解の促進、3. チームワークの重要性に対する認識。また本
大会の開催を通じてこれらの日本の伝統文化の受容と普及へとつながる
ことが期待できる。本論では、この大会について詳細に報告する。この報
告が俳句とかるたを用いた教育の参考例となり、台湾に限らず各国での
日本語・日本文化教育がより一層充実したものになればと考えている。

はじめに
俳句は日本国内にとどまらず、海外でも広く知られてい

る（佐藤 1991; 沈 2011）。例えばアメリカの小学校の英
語教科書では、日本の俳句の英訳や英語俳句が収録され
ている。また日本航空の主催で「世界こどもハイクコンテス
ト」が開かれており、2017年で第15回を数える（沈 2011: 
86）。台湾の台北俳句会は2015年で45周年を迎えた歴史
ある会で、2003年には台湾俳句で使われる特有の季語を
収録した黄霊芝著『台湾俳句歳時記』（2003）も出版され
た。台湾の俳句事情については、磯田 2012、西本 2015、
鳥羽田 2016などが詳しい。

俳句とは別にかるたという伝統文化が存在する。かる
たも海外に伝わり、日本語教育の授業で百人一首が取り
上げられている。1また日本語教材出版社大手、スリーエー
ネットワークが「みんなの日本語かるた」を作成しホームペ
ージで公表しているため（2018年6月1日現在）、このかるた
も日本以外で使われている可能性は高い。

さる2017年5月、台湾高雄の義守大学で俳句をテーマ
にした2017義守大學全國高中生台灣俳句歌牌大賽と銘
打ったかるた大会が開かれた。この大会は日本語を学ぶ
高校生を対象としたものである。本論文ではこの大会につ
いて詳細に報告する。

俳句とかるたという2つの伝統文化を一度に体験できる
この企画は、日本語教育界において極めて珍しく、日本文
化の受容、伝播という側面から考えても有意義であり、教
育効果も期待される。日本語学習及び日本文化の習得に
効果があることは、大会後の調査でも明らかになった。ま
た今日アクティブ・ラーニングの日本語・日本文化教育へ
の導入が推進されているが（例えば銭坪 2014、高嵜・都 
2016を参照）、このアクティブ・ラーニングにかるたの使用
が合致することが指摘されている。2

かるたを日本語教育に取り入れる試みは、上記の百人
一首の例の他にも鶴町 2008、泰田 2010、三谷 2014など
で報告されているが、俳句かるたの例は珍しい。またこの
報告は日本文化を体験でき教育効果が期待されるアクテ
ィブ・ラーニングのアプローチに立った教育の実践報告で
もある。この報告が俳句とかるたを使った教育の参考例と
なり、台湾に限らず各国での日本語・日本文化教育に寄
与できればと考える。

義守大学応用日本語学科と大学生俳句大会について
台湾の高雄に位置する義守大学は1986年に開校し、

応用日本語学科は2002年に設立された。当該学科は総面
積386.4㎡の和風教室を有し、その一角を44畳の畳部屋
が占めている。別の一角には4.5畳の茶室がある。この和
風教室では様々な文化体験が行われている。例えば浴衣
の着付け体験や、百人一首やイロハかるたなどである。

その他、応用日本語学科主催で大学生俳句大会（日語
俳句比賽）が2010年から開催されている。大会ではテーマ
の決まった「題詠」と、特に決まったテーマのない「雜詠」の
2部門で俳句が募集される。「題詠」に関しては、規定の季
語を入れなければならない。表1はこれまでの大会の概要
をまとめたものである。参加校数と投句数は第１回から6
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回までは鳥羽田 2016: 186-187を参照し、第7、8回につい
ては筆者が『ゆうかりぷたす』を参照して数えた。

写真1：かるた大会の試合会場となった和風教室

表1：大学生俳句大会年譜

回
数

年度 参 
加 
校

投句数 「題詠」で指定された
季語

題
詠

雜
詠

1 2010 11 71 78 粽子（ちまき）、蟬（せみ）、
扶桑花(ハイビスカス)

2 2011 15 105 162 鳳凰木、羽抜鶏、蚊、汗

3 2012 16 112 143 雲の峰、緑蔭、薫風

4 2013 13 127 119 春惜しむ(はるおしむ)、水
温む(みずぬるむ)、目借
時(めかりどき)、四月馬鹿(
しがつばか)

5 2014 11 132 168 牡蠣(かき)、マスク、蜜柑
(みかん)、北風(きたかぜ) 

6 2015 13 82 97 春の星 、落 葉 (らくよう)
、春燈(しゅんとう)、冬の
蝶、山眠る、立春(りっしゅ
ん)・ぶらんこ 

7 2016 13 95 124 雪女、風邪、清明、蛇穴を
出づ、躑躅(つつじ)、 情人
節(バレンタインデー)

8 2017 16 145 181 栗、年玉、梅、陽炎

大会実行委員長で義守大学応用日本語学科専任講師
の花城可裕氏が中心となり、雑誌『ゆうかりぷたす』が毎
年発行され、3俳句大会に投稿された全ての句、および評
者の寸評、俳句に関連する小論などが紹介されている。
この大会は、対象者が大学生と若く、今後の俳句界を担
う人材を育成する機会になることから、台湾のみならず日
本の俳句界からも期待が寄せられている（例えば鳥羽田 
2016: 191-192を参照）。

かるた大会開催
筆者は、応用日本語学科の特色を生かし、この和風教

室で高校生のためのかるた大会をすることを提案した。当
初は百人一首やイロハかるたを使うことも考えたが、最終
的に花城氏の提案で俳句大会の俳句を使ったかるたを作
り、それを使ったかるた大会を開催することとなった。

まず花城氏がこれまでの大会で投稿された俳句を中心
に、五十音の「あ」〜「わ」を頭に持つ44句を選んだ。花城
氏は大会用に作られた俳句一覧表「台湾学生俳句かるた
稿（現代語訳版）」の中で、以下のように述べている：「『台
湾学生俳句かるた』の俳句は、義守大學應日系が主催し
た俳句大会及び、日本の俳句大会に於いて受賞した台湾
の学生の俳句を中心に選んだものである。極力、学生俳
句から選句したが、無いものは台北俳句集と自作から選
出した。『ぬ』は無かったので芭蕉の句を仮初めに収録し
た。五十音の内、『を』と『ん』は無し」。

表2では例として「あ」〜「こ」の句を紹介する。

表2：かるたとして使用された俳句の例 
（句の後は作者名）

あ　油桐舞い散る中の客家村　涂宇君
い　居眠りの電車の揺れや朧月　羅世享
う　打ち出され海に散りゆく花火かな　廖宸暐
え　炎昼やあごひげ重き山羊の老ひ　廖運藩
お　おでん屋や都会の隅の手酌酒　韓穎慶
か　枯蔦や落書き残る煉瓦塀　劉奕辰
き　金の汗きらりと見せる祖母の皺　劉佳欣
く　曇りたる玻璃戸の奥の冬篭り　花城可裕
け　月琴のしばし途絶えて夜来香　花城可裕
こ　後悔は心に置こう若葉道　廖曉蘋

これらの俳句と作者名を適当な大きさで印刷し（8×6
㎝）ラミネートで覆い、かるたを作った。百人一首などを除
けば、通常かるたの取り札には最初のひらがなと絵が描
かれていることが多いが、今回は時間と予算の関係から
読札と取り札を同じものにした。
写真2：俳句かるたの例

ルールを作る際は、東京都葛飾区で開催されている
「かつしか郷土かるた」の競技大会用ルールを参考に
した。このルールは「かつしか郷土かるた」のホームペー
ジで公開されている。

では高校生俳句かるた大会の特に注意すべきルール
をまとめてみよう。最大3人までが1チームになり、2チー
ムで勝負する。各チームは、試合ごとにメンバーを変更で
き、全メンバーは3人以上でも構わない。読み手は会場に
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1人で、大学生の審判と進行係が1人ずつ各試合のコート
（およそ畳１畳）に配置される。

写真3：札の並べ方と座る場所の説明4

写真4：実際の試合の様子

競技の進行方法はまず44枚の取り札を2つに分け、各
チーム22枚並べる。各チーム中央の仕切り線から11枚ず
つ2列で並べ、計4列で並べる。かるたを並べ始めてから5
分間を記憶時間とする。5

読み手は、はじめに「それでは、読みます」と言い、競技
を始める。読み手は、１枚目の札を読み上げ、2回読む。
各コートの審判はもう1度、取った札が正しい札か確認す
る。全てのコートで札が取られたことを確認したら、2枚目
の競技を始める。

札が最後の2枚になったら、どちらの陣の札が残っても、
場の中央に並べ直す。各組代表者1人を決めて、陣の真ん
中に座り、2枚の札は各組の代表者から均等の距離になる
よう並べる。読み手が読み、その札を取った者が残りの札
も取ることができる。最後に枚数を数え、同点の場合は「
た」の札を持っている側が勝ちとなる（台湾の「た」）。

以上が基本的なルールと試合の流れであり、より詳細
なルールの中でも特に重要なものを以下で紹介する。

• お手つきした場合、すでに取った札の中から1枚相手
に渡す。チーム内の2人以上がお手つきしても相手
に渡す札は1枚で、両方のチームがした場合は札を
渡さない。札を持っていない場合は「借り」とし、札を
取ったら相手に渡す。

• 取り札の位置は最初の場所から変えられない。
• 札が読まれるまでは、仕切り線から手、顔、体を出し

てはいけない。
• 札に複数の手が重なった場合は、1番下に手を置い

た者が取ることができる。不明瞭な場合は審判が審
査するが、手が同時の場合は、読まれた札のある陣
の側が取る。6

• 予選勝ち抜けについて：①勝ち数が多い上位2チー
ム。②①で決まらない場合は全試合で取った札を合
計し、多いチームが優先的に勝ち上がる。③それで
も決まらない場合はジャンケンで決める。

大会当日
大会には7校20チーム、61名が参加した。予選では4ブ

ロック（各5チーム）に分かれ、できるだけ同一校が同一ブ
ロックに入らないように配慮した。各ブロックの中で総当
たり戦をおこなった。各ブロックでは1度に4チームが2つに
分かれて試合をする。残りの1チームは休憩である。1度に
10コートで試合が行われ、予選リーグは約１時間で終了
した。

続いて決勝トーナメントで、組み合わせ抽選、準々決
勝、準決勝、決勝と3位決定戦が行われた。準々決勝では
予選各ブロックの１位だったチームと、各ブロックで2位だ
ったチームが対戦するよう抽選が行われた。

決勝戦が終わった後、賞状が作成されるが、その間に
高校生には花城氏による俳句に関する講演があり、その
後閉幕式で終了となった。

また試合以外にもイベントが行われた。予選中は試合
がないチームもあるため、そうした参加者のために会場脇
の茶室でお茶をたて、高校生たちに日本茶を楽しんでもら
った。また決勝に残れなかった参加者のために、決勝トー
ナメント中は別室で華道体験を行った。

大会後：参加者からの提言
2018年1月に、大会の参加者（指導を担当した教師と参

加した生徒）にこの大会に関するアンケート調査とインタビ
ュー調査を行なった。最初にアンケート調査結果を示す。

アンケート調査の結果
教師と生徒へのアンケート調査結果は以下のとおりで

ある。回収できた数は、教師に関しては3人、生徒に関し
ては10人と少なかった。教師へのアンケートと生徒へのア
ンケートの内容はほぼ同一である。各質問に対して5段階
で答えてもらったので、5点満点の平均点を記す（教師、
生徒）：

　① 大会の満足度（4.7、4.2）
　② 大会の規則・内容（4.3、3.9）
　③ 交通アクセス（4.3、3.9）
　④ 開催時期や日程（4.3、4.3）
　⑤ スタッフの対応（4、4）



18 THE LANGUAGE TEACHER Online   •   http://jalt-publications.org/tlt

The Language Teacher  •  Readers’ Forum

　⑥ 会場の設備（4.7、4.4）
　⑦この大会もしくは類似の大会に参加したいか 

 （4.7、4.1）

アンケートには自由記入欄があり、そこに書かれてあっ
た生徒の意見を紹介する。まず教育効果については、日
本語の聞き取りや発音の練習になったこと、日本文化を理
解できたこと、チームワークを学べたこと、集中力や反応
する能力の養成などが挙げられた。その他にも他校との
交流や茶道体験が好意的に受け止められていた。逆に問
題点として、審判のルール認識不足、ルールの説明不足、
他校との交流が少なかったことが挙げられた。

インタビュー結果
3人の教師が上記のアンケートに答えてくれたが、その

うち2人の教師（AとB、別々の学校の教師）には、アンケー
トの内容に基づいてこの大会に関するインタビューを行っ
た。もう1人の教師（C）に関しては、回収したアンケートの
自由記入欄で意見をいただいた。教師3人の意見をまとめ
以下に提示する。

教師A
大会前に高校で予備大会を実施した。その前にかる

たの映像を見せた。百人一首のアニメ（『ちはやふる』）の
ことで生徒たちは盛り上がり、3人が興味を持ち本大会に
参加することを決めた。結果は予選敗退であり、悔しそう
で、練習量が足りなかったことを痛感していた。大会自体
には満足していた。

大会の良さは、日本語学習の区切りとなることである。
それに向けて勉強し、かるたを練習し、その成果をここで
発表することができる。またこの大会は日本語の練習にも
つながる。特に聴解に関しては効果があった。またかるた
を読ませたので日本語を読む練習にもなった。さらに日本
文化を学ぶ効果もある。俳句を通じて日本の文化と歴史
にも高校生は興味を持ったようだった。

指導上の困難な点に関しては、教師自身にかるたや俳
句の経験がなければ、生徒に説明することが難しい。また
それらの歴史についても教師に知識がなければ説明でき
ない。

今後については、定期的な開催を望む。生徒が足りな
いところを認識し、もう一度頑張る気になるからである。ま
たより多くの高校に参加してもらいたい。自分のフェイスブ
ックで大会当日のことをアップロードしたところ、台湾北部
の高校の教師が反応し、今回は出られなかったが、次回
は出てみたいということであった。また平日に開催された
ため出られない生徒もいたので、開催日についても再考し
てほしい。

教師B
大会に関しては大変満足している。五七五というリズム

で俳句を聞いてかるたを取るという、生徒にとって貴重な
体験ができた。また専門家（花城氏）の説明も有意義であ
った。

生徒もまた来たいと言っている。準決勝で負けた時に
泣いた生徒がいたのだが、勝ったチームが慰めてくれた。
学校間の交流も全国大会ならではであろう。また読み手
の日本人とも触れ合うことができた。通常の授業では触れ

ることのない俳句を学ぶことができたのは大きかった。俳
句の存在を生徒はほとんど知らず、かるたはアニメで見た
ことがある程度だったので、2つの文化を体験できたのは
良かった。

大会の意義は生徒の視野を広げることにある。高校生
にとっては新しい分野で、教養も身につくであろう。俳句
の季語を通して日本人の季節感を学び、いつか日本に行
ってみてそうした季節感を体感できればと思う。またこの
大会をきっかけに、自校の生徒には畳の縁を踏まないとい
うマナーを教えた。

今 後 に つ い て は 、参 加 校 が より 多 い 方 が い
い。YouTubeに大会をアップロードすれば、大会の認知度
を上げることができる。いつかは大学部でも開催してほし
い。

教師C
生徒は主体的に練習し、大会の準備に集中していた。2

チーム参加し、1チームは好成績を収めたが、もう1チーム
はそうではなかった。審判の大学生にも問題がある。対戦
の際に誰が先に札を取ったか審判が判断できない場合が
あり、頻繁にじゃんけんで決定したが、生徒は非常に不満
に感じていた。統制のとれていない大会ならば、わざわざ
参加する価値はない。審判には、より多くの訓練をしてほ
しい。

このような問題はあったが、好成績を収めたチームは
表彰後とても喜んでいた。みんなで泣いていることは初め
てで感動を覚えた。この大会は高校生の日本語学習の動
機となるし、別の学校にもレベルの高い生徒がいることを
知るきっかけになる。今大会を通じて得るものも多く、す
でに第2回大会に参加する準備もしている。日本語を学ぶ
高校生のためにもこの大会を継続してほしい。

まとめ：本大会の意義と今後への課題　
このように大会に参加した教師および生徒が、日本語・

日本文化学習への貢献、チームワークの体得などの効果
を認めている。さらに全国大会ということで学校の枠を超
えた高校生同士の交流の機会となったという点も見逃せ
ない。　　

様々な地域からの高校生が俳句とかるたを学び主体的
に取り組んだことから、台湾各地で俳句とかるたの受容と
伝播が広く行われたと予想される。その高校生が一箇所
に集い交流することで、彼らにとって2つの文化はより一
層印象深いものとなっただろう。

改善すべき点はまず審判のレベルの向上である。今回
は本番の1週間前に1度大学生による模擬試合を行い、
そこに審判担当の大学生たちを集めて審判の練習をした
が、それでは不十分であった。そのため試合当日になっ
ても審判が読まれた札に反応することが難しかった。その
指摘は参加者（高校生と指導教師）からも審判の大学生
たちからもあった。審判にはできるだけ多くの練習の機会
が必要であろう。

また、より多くの高校生に参加してもらうために宣伝方
法も重要である。例えばアニメ『ちはやふる』を意識した宣
伝方法もおもしろい。『ちはやふる』が日本で競技かるた
の普及に役立ったことは知られている。例えば2017年8月
1日版の『朝日新聞デジタル』では、第41回全国高校総合
文化祭「みやぎ総文」の競技かるた部門に関して、『ちは
やふる』に影響されてかるたを始めた女子高校生が紹介
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された。『ちはやふる』は台湾では『花牌情緣』、英語版は
Chihayafuruでコミックスが出版されている。特に若い日本
語学習者へのアニメの影響が甚大であることは、日本語
教師なら誰も否定しない。『ちはやふる』の人気に便乗す
るような形で、高校生たちに宣伝することは効果が見込
めるであろう。

このかるた大会のかるたは義守大学応用日本語学科
のホームページにアップロードされている（2018年6月1日
現在）。

前述のようにこの報告は、日本文化を体験でき教育効
果が期待されるアクティブ・ラーニングのアプローチに立っ
た教育の実践報告である。この俳句かるたが台湾に限ら
ず各国での日本語・日本文化教育に貢献できることを期
待したい。

注
1. アメリカのミシガン大 学の百 人 一 首 大 会につい

てはJapanニュース倶楽部のHP参照：http://www.
japannewsclub.com/2015/01/世界に広がる百人一
首〜ミシガン大学キャンパス/（2018年6月1日アクセ
ス）。台湾に関しては、淡江大学の内田康氏が「日本
語教室活動の中の百人一首かるた〜その可能性〜」
と題して2015 年度第 3 回日本語教育研修会で講演
されている。

2. 特に外国人を対象とした日本語・日本文化教育での
アクティブ・ラーニングとかるたの関連については、
例えば膽吹（2013）を参照。また2016年8月24日に東
洋大学文学部主催で国際交流プログラムの一環と
して創作かるた講座が実施され、その講座の担当
教員は以下のように述べている：「現在、文科省が盛
んに言っております、教科横断型の学習であり、まさ
にアクティブラーニングのよい例として参考にさせて
頂きました」（Karuta 2020: Global Education through 
KarutaのHP：http://karuta2020.tokyo/news/160825-2/ 
[2018年6月1日アクセス]）。

3. 『ゆうかりぷたす 』は 2 0 1 0 年 から発 行 が 開 始さ
れ、2013年と2014年は発行されていない。この間に
開かれた第4、5回の俳句大会については、第6回大
会と合わせて2015年の『ゆうかりぷたす』第4号で報
告されている。

4. 座り方に関しても、かつしか郷土かるたのルールを
参考にした。

5. 実際の大会では進行具合の関係上、記憶時間をあま
り取ることができなかった。

6. なお実際の試合では審判が判断できない場合も多
く、じゃんけんで決めることもあった。
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[JALT PRAXIS]  TLT INTERVIEWS
Torrin Shimono & James Nobis
TLT Interviews brings you direct insights from leaders in the field of language learning, teach-
ing, and education—and you are invited to be an interviewer! If you have a pertinent issue you 
would like to explore and have access to an expert or specialist, please make a submission of 
2,000 words or less. 
Email: interviews@jalt-publications.org

Welcome to the September/
October edition of TLT Inter-
views! In this issue we have 
a wide-ranging conversation 
with Barbara Hoskins Saka-
moto, held during JALT2017, 
on the teaching of young-
er learners. Barbara has a 
secondary English teaching 
qualification, a MATESOL 
degree from the USA, and 
is one of the authors of Let’s 
Go (Oxford University Press), 
the first EFL course book for 
children—a long-term best-seller now in its 4th edition. 
She has mentored countless teachers around the world 
in teacher training workshops and through her online 
presence as the Program Director for the International 
Teacher Development Institute (iTDi.pro). Barbara was 
interviewed by Marian Hara, a seasoned educator who 
started her teaching career in Japan with children’s 
classes in 1975. Marian recently returned to working 
with elementary students after a long, full-time career 
in junior and senior high. So, without further ado, to the 
interview!

Marian Hara: Thank you for agreeing to share your 
thoughts on teaching younger learners. As a teacher 
and teacher trainer, what aptitudes do you think help 
children acquire a foreign language?

Barbara Hoskins: I’m not sure that aptitudes is 
the right word because that implies something 
unchangeable; either you’re good at it or you’re 
not. I see many different pathways. Some students 
have amazing listening and a clear ability to mimic 
sounds. I’ve also had students who have dreadful 
pronunciation. They can’t make an “r” sound, but 
they’re excellent language learners. They’re so 
focused on communicating that they don’t worry 
about what they can’t do. Then there’s a third type 
of student that is more analytical. They don’t look 
like they’re picking up anything; they might be 
silent and not answering questions because they’re 
figuring it all out. There are a lot of different paths 
to communicative competence, and our challenge 
as teachers is to figure out which path works for 
each student. The student we think is doing a really 

great job is that one with a great ear, and maybe not 
concerned about mistakes. But that third one, who 
doesn’t seem like he’s getting it, might surprise you. 
Kids are still developing; they’re not a fixed thing 
when they walk into class. The way they are at six 
is not the way they’re going to be at 12. We need 
to allow space for them to grow and discover their 
own pathways.

You wouldn’t be concerned if a child is hung up on 
mistakes and therefore hesitant to speak?

We want to work with them, but there are also stu-
dents who are so focused on fluency that we need 
to nudge them to care a little more about mistakes. 
For the ones who are hung up on mistakes, one of 
the most powerful things we can do is to let them 
see our own mistakes. I will speak Japanese in class, 
simply because it makes my students feel way better 
about their English! Laughing at our own mistakes 
in front of students helps them to laugh at their 
mistakes.  

How can we help those who struggle to enjoy foreign 
languages? 

It’s a hard one! It’s possible that they may never like 
foreign languages. Most kids don’t get a vote about 
being in English class until they get to university. 
I’ve met teachers who chose to teach in elemen-
tary school because they didn’t want to deal with 
English! Just because I think language is fabulous 
doesn’t mean that everybody needs to like it. But I 
think we can help our students come to peace with 
it. When they say “’I don’t like English,” often what 
they mean is, “I don’t like studying about language.” 
They’re stuck learning English as a subject at school, 
but usually the foreign teacher gets to do English as 
communication. It’s a great chance to find out what 
they’re interested in, because chances are there’s 
something about that out there in English. For 
example, I had two students who were huge soccer 
fans, but not big grammar fans. I borrowed an 
activity from Scott Thornbury, using two grammar 
forms, about a player who was currently playing 
and another who was retired. They had to decide 
who was who. They were willing to do it because 
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it was soccer. With a class of 40 it’s hard to find a 
topic they all like, but I’ll toss it in the students’ laps, 
saying, “Make a list of things you would like to use 
English to do,” and we can agree on one, whether 
it’s research into soccer or making manga using 
apps. The same boys loved to use the computer, so 
that was the carrot I dangled when I needed them 
to write a story, peer edit, and rewrite three times. 
Suddenly they didn’t mind revising. After 30 min-
utes of working on the computer to create digital 
cartoons, they gave me three weeks of writing. You 
should assume there’s more than one way to ac-
complish the same teaching goals. It’s like grinding 
up broccoli and putting it in your kid’s spaghetti. 
Every parent does that and most teachers, too. If I 
give my students a voice recorder and say, “Practice 
as often as you want before we record,” they’ve got 
no problem rehearsing. It’s giving them the power 
to control when they feel ready. But if I said, “I want 
you to repeat this until you are fluent,” I would get 
resistance. Also, the element of performance with a 
real audience makes it English communication, as 
opposed to just a class subject.

Please share some of your golden rules of good teaching 
practice.

One is recognizing that kids are bringing stuff to 
the class. We sometimes assume that we’re respon-
sible for everything in the classroom, but they’re 
coming in with different experiences. Even if they’re 
not speaking English in class, for all you know they 
go to Hawaii every summer. I think we sometimes 
dismiss student knowledge just because they can’t 
verbalize it. A good example of that is phonics. Most 
children come into English class in Japan knowing 
the ABC song. I see programs where the teacher is 
following a specific phonics program and says, “We 
don’t need the alphabet letters; we’re going to start 
with sounds.” If students come into class excited 
because they can count to ten in English and know 
the ABCs, and they’re told, “We’re not doing the 
ABCs because the sounds are more important,” it 
kind of dismisses what they’ve brought with them 
to the classroom. 

Another one is respecting the students. That 
means recognizing that English class for students 
is on the same level as their piano, Kumon, or swim 
class. It may not be the most important class for 
them, or their parents. If we respect our students 
and understand that they have outside lives, then 
it’s good to get to know them. My fifth graders have 
been coming into class exhausted and falling asleep. 
So, I’ll say, “Let’s do 30 minutes of focused work and 
then we can play a game.” Or I tell them they can 
use the iPad or just chat. “How was school? You’re 

doing basketball?” Now I understand why they’re 
exhausted!

The other golden rule is to keep learning about 
as many things as possible, both teaching and 
non-teaching, so we as teachers have more choices 
in what we bring to class. The content of English is 
huge. We need to choose the content and how to 
communicate it best to that audience. I think my 
number one goal overall is doing things that make 
us feel stupid so we never forget how our students 
might feel. We talk about how important it is to 
make mistakes in English, but how comfortable are 
we talking in Japanese when we’re making mistakes? 

Many newer methods of teaching children start with 
phonics. What are your views on using phonics with 
pre-school and elementary learners?

It’s a very effective way of learning to read. Both 
phonics and the ‘whole word’ method are neces-
sary, but I see some mistakes with phonics. It’s a 
buzzword that parents recognize and has the cachet 
of being used in countries where English is a first 
language. The first mistake is that programs are 
imported as is. The native English-speaking child of 
6 knows 3,000 to 5,000 words; the phonics pro-
grams simply help them assign sounds to letters. 
They already know the vocabulary. Using a phonics 
program designed for children with a large passive 
vocabulary involves an extra step when we’re teach-
ing children who don’t have that vocabulary. Teach-
ers I’ve asked estimate that their kids know about 
300 words by the time they start phonics, aged 6. 
So, we should start out building a strong oral base, 
and then introduce phonics using words students 
have already learned. It’s the “native” approach, but 
using a much smaller word base. Using a phonics 
approach that builds from the vowels and conso-
nants—the 3-letter words—is backed up by decades 
of research in the US and the UK. But it needs to 
be adapted for ESL. You must continue building 
the oral language as you introduce new phonics 
patterns. I’ve seen enough kids learning to read 
with Let’s Go that I know it works. There’s no reason 
to bring in a whole bunch of language they’re not 
going to remember. 

How should teachers vary their classroom practices 
to fit the local culture or issues arising from the local 
language?

There is value in bringing our own culture into 
class. That’s part of learning a language, especially if 
you’re a child. The parties are the best part—unless 
you’re the teacher, in which case it can be Hallow-
een hell! There’s also another side to it. In my work-
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shop yesterday, the dance had people hugging, but 
many Japanese people generally don’t hug. That’s a 
cultural thing. So, do we force kids to hug? I would 
say no if it distracts from the language learning pro-
cess. There’s just a shock to the system which they 
can’t get past, like hugging or having to stand up in 
front of people. 

In my early years teaching high school in Iwate, my 
16-year-old boys stood and bowed and I said, “No! 
We’re not going to bow. This is America in this 
classroom, so no bowing!” I didn’t realize bowing 
was simply the signal to start class. By the fourth 
week of chaotic classes I said, “OK, let’s bow,” and 
then it was fine. I was thinking my culture was 
somehow superior, and I was going to teach them 
the American way of having class. That was a good 
lesson for me! 

Working with Spanish speakers, it’s E at the 
beginning of every word that starts with S, and with 
Japanese kids the R and the L are going to be a pain 
in the butt—and you know third person singular is 
a nice idea but hard to master! That’s also a chal-
lenge for course book writers. We had to pick which 
phonics patterns to have because you can’t cover 
them all. Let’s Go is sold in 162 countries. We have 
L and R because we sell widely in Asia where it’s 
an issue. We don’t have kids with short sleeves or 
naked legs. We don’t have ham, or people touch-
ing dogs, because those are cultural distractions 
in some countries. In the first edition, you didn’t 
see children wearing shoes in the house because 
that was an issue for Japanese users. Some teachers 
would like lessons about Christmas and Halloween, 
but the books are sold in countries where those 
aren’t holidays. So, you always need to supplement a 

course book. With a book that’s all stories or topics 
and functions, you need to bring in grammar. Let’s 
Go is all form and patterns, so you need to supple-
ment holidays. 

Do you have advice for teachers considering teaching 
younger learners, which is a growing area in Japan?

It’s essential to have reasonable expectations and 
know what learning myths are not supported by 
research. If a parent says, “Please teach my 3-year-
old to write,” we can say, “That’s not developmen-
tally appropriate. Until they’re holding a pencil in 
Japanese school, they’re not going to hold a pencil 
in English class.” And we shouldn’t ask 5-year-olds 
to raise their right hand unless we’re raising ours, 
too, and facing away from them!

Recognize that you may not do this for the rest 
of your career. Teachers often start teaching young 
learners when they are single, young, and new to 
teaching. If they’re dedicated they develop skills, but 
the lower salary isn’t adequate as a married person 
supporting a family, so many teachers take their 
skills and move out of teaching elementary, which 
is a shame. 

Lastly, leave yourself open to the possibilities that 
are in teaching; know that if you want to be a good 
teacher, it will be a project of constantly learning 
new things, realizing that maybe what you were 
doing five years ago could be done better, and ac-
knowledging that becoming a good teacher is going 
to be a career-long process.

Reference
Nakata, R., Frazier, K., Hoskins, B., & Graham, C. (1991). 

Let’s Go. England: Oxford University Press.

[JALT PRAXIS]  MY SHARE
Steven Asquith & Nicole Gallagher
We welcome submissions for the My Share column. Submissions should be up to 600 words 
describing a successful technique or lesson plan you have used that can be replicated by read-
ers, and should conform to the My Share format (see the guidelines on our website below). 
Email: my-share@jalt-publications.org • Web: http://jalt-publications.org/tlt/departments/myshare

Hi and welcome to the September/October edition 
of My Share. As we bid farewell to summer and turn 
our attention to the new academic term, it is always 
exciting to envisage how new ideas and projects can 
be integrated into class curricula. Gems of inspiration 
can begin forming into concrete plans as new ideas 
take shape. Personally, I like to think of this as a period 

when the ideas provided in My Share can produce the 
greatest benefit, and I am therefore delighted to an-
nounce that this month’s authors have provided a truly 
outstanding crop.

In the first article, Kevin Clark introduces a stimu-
lating idea to get students to think more critically by 
role playing a town hall meeting. This practical lesson 
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format is not only perfect for having students engage 
with real social issues, it is also readily adaptable to 
many different topics. In the next article, Lorraine 
Kipling provides a wonderfully interactive question ac-
tivity in which students learn for themselves the value 
of different question types by creating and conduct-
ing a class survey. This activity can be easily adapted 
into almost any classroom setting to provide a lively 
and effective method of teaching questioning skills. 
In the third article, Christopher Jon Pope provides a 
method of introducing large sets of vocabulary using 
word clouds that is an ideal way to scaffold thematic 
topics or units; while in the fourth article, Lance Stilp 
explains an innovative research and writing project 
in which learners collaborate with international ex-
change students. Finally, Sean Toland describes how 
his students create travel songs in a fun and interac-
tive lesson. Nicole and I very much enjoyed reviewing 
these fascinating articles, and feel sure they will pro-
vide some inspiration for the coming months.

Steven Asquith 

Town Hall Meeting
Kevin Clark
Josai International University
kclark@jiu.ac.jp

Quick Guide
 » Keywords: Group Work, Discussion, Critical 

Thinking, Learner Autonomy, Role-play, Active 
Learning

 » Learner English level: Upper Intermediate and 
above

 » Learner maturity: High school and above
 » Preparation Time: 10 minutes 
 » Activity time: 50-70 minutes (can be extended)
 » Materials: paper and writing utensils

This collaborative debate-style activity is modeled 
after a public forum at a town hall meeting where 
members of the community are suggesting how 
to use an unused piece of land. Students work in 
groups to build arguments favoring their position 
while questioning that of the other groups. One 
group acts as the town hall’s ruling committee that 
decides the fate of the unused land.

Preparation
First, assign the roles for each group to assume for 
the activity with about 5 to 7 groups, 3-5 students 
per group. These roles can be thought up together 

with students in a prior lesson or the teacher can 
custom tailor the activity by choosing which roles 
to provide. Some suggestions are farmer, factory 
owner, clean energy provider, wildlife park ranger, 
tourism company, and corporate business owner. 
One group will act as the ruling committee to take 
notes, ask questions, and decide how the groups 
may use the land based on the arguments they hear.

Procedure
Step 1: Divide the class into groups. Groups are 
assigned roles with one group being the committee 
that will make the final ruling.
Step 2: Tell students that each group needs to ex-
plain how they would use the land. Their goal is to 
convince the town hall committee to let them use 
the land by explaining how it will benefit the town 
(creating jobs, improving public image, providing a 
service, bringing money into the town, etc.). Explain 
that the committee group will make a final decision 
based on their arguments.
Step 3: Groups have ten minutes to prepare an 
opening statement saying who they are, what they 
want the land for, and how they can contribute to 
the community. During this time have the commit-
tee group discuss what kind of contributions they 
think are most important to the community.
Step 4: Have a representative for each group stand 
and give their opening statement. Other groups 
should listen and take notes.
Step 5: After opening statements, give groups ten 
minutes to think of a question or two they would 
like to ask another group based on their opening 
statement.
Step 6: Have each group read their question. If pos-
sible, write the questions on the board for groups to 
reference later.
Step 7: After hearing all the questions, give each 
group ten minutes to prepare a closing statement 
that addresses any questions they were asked. Have 
the committee group consider how to use the land 
based on what they have heard so far.
Step 8: Have the representative from each group 
read their closing statement.
Step 9: Finally, give 5 minutes for the committee 
group to make their decision while other groups can 
try to predict the outcome.
Step 10: Finish the activity by having the committee 
present their ruling with the class. As a cool down 
activity, ask students to reflect on the activity either 
through discussion or in a short writing assign-
ment.



THE LANGUAGE TEACHER  42.5   •   September / October 2018 25

The Language Teacher  •  JALT Praxis: My Share  
JA

LT FO
C

U
S

A
R

TIC
LE

S
JA

LT PRA
X

IS • M
Y SH

A
RE

Conclusion
This is an especially great activity to take advantage 
of an active learning environment. It encourages 
critical thinking around social issues, while provid-
ing a stimulating interaction that incorporates a 
practical, content-based element that can be altered 
to suit the needs of any curriculum.

Interesting Questions
Lorraine Kipling
Kanda University of International Studies
kipling-l@kanda.kuis.ac.jp

Quick Guide
 » Keywords: Discourse, Question forming, Surveys, 

Ice-breakers, Conversation, Mingle
 » Learner English Level:  All levels 
 » Learner maturity: Middle school to adult
 » Preparation time: None 
 » Activity time: 30-60 minutes (with possible exten-

sions)
 » Materials: Writing utensils, handout, scraps of 

paper

This survey-style activity involves a variety of 
skills by engaging students to find out interesting 
information about their classmates. It is scaffolded 
to raise students’ awareness of using open-ended, 
personalised questions and follow-ups to stimulate 
a conversation, to provide controlled practice of 
question formation in producing their survey, and 
to facilitate freer practice of speaking and listen-
ing skills in two survey-style mingles. This activity 
can be used as a springboard for a writing task, a 
mini-presentation, or data analysis. It can also be 
used as an ice breaker at the start of the semester, to 
consolidate lexico-grammatical input from previous 
lessons, as a component within a topic-based unit, 
or as a stand-alone lesson with student-led input. 
It requires minimal preparation and set-up, and 
can be adapted for very low level and young classes 
(with minor adjustments), up to high proficiency- 
level students and native speakers.

Preparation 
Step 1: Provide a handout of the survey outline 
(Appendix A) for students to prepare questions and 
make notes while conducting their surveys. 

Step 2: Cut up some scrap paper and write a stu-
dent’s name on each piece.
Step 3: For lower level classes and young learners, 
teachers might choose to prepare some appropriate 
questions for students in advance so they can focus 
on the speaking and listening rather than construct-
ing their own questions. In that case, skip Step 2.

Procedure
Step 1: Instruct students to discuss the example 
questions (see below). Questions may be adapted to 
practice a particular area of grammar or vocabulary 
as necessary. Give the students plenty of time for 
discussion, and reassure them they don’t have to 
finish answering all of the questions. If they end up 
talking a lot about one question and don’t get to the 
end, that is fine.
Example questions:
• How old are you?
• Do you like chocolate?
• If you had 100,000 yen to spend by the end of 

the week, what would you buy?
• Where is the most beautiful place you have ever 

visited?
• What’s your favourite thing about your home-

town?
• Do you think school uniforms are a good idea?
Step 2: Get feedback on the discussions. Most 
students will report that the first two questions 
were less productive (unless someone really loves 
chocolate). Explain the difference between open 
and closed questions, and highlight that questions 
that focus on personal experience and background 
(i.e., present perfect), opinions (school uniforms), 
and character or personal values (i.e., conditional 
structures), are more likely to stimulate interesting 
conversations than closed, short-answer questions.
Step 3: Instruct students to write two ‘interesting’ 
questions. Monitor closely and give feedback on 
lexico-grammatical errors. This is important, as the 
students will be repeating the questions multiple 
times as they conduct their surveys. 
Step 4: Students conduct the survey by going 
around the room asking their questions and making 
notes, and answering their classmates’ questions. 
Step 5: The teacher then hands out a slip of paper 
to each student showing another student’s name. 
Each student must then gather as much informa-
tion as possible about their designated person. This 
involves going around the class again and asking 
people what they found out about this person 
during the survey stage.
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Conclusion
Students are usually very engaged in finding out 
their classmates’ answers to their questions, so 
these survey-style mingles provide a motivating 
focus for speaking and listening practice. 

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

Using Word Clouds
Christopher Jon Pope
Tokushima Bunri University
<pope@tks.bunri-u.ac.jp>

Quick Guide
 » Keywords: Vocabulary, Word Cloud, Graphic 

Organizer, Brainstorm
 » Learner English Level: Beginner and above
 » Learner Maturity Level: Elementary and above
 » Preparation time: 10 minutes
 » Activity Time: 20-30 minutes (depending on 

post-activity discussion)
 » Materials: Word cloud handout, graphic organiz-

er handout

Word clouds are visual images created by arrang-
ing groups of words into a shape or design. They 
can easily be created using various websites. Since 
I first learned about word clouds, I have thought 
about a way to utilize them in English classes. I 
discovered that by using a word cloud in combina-
tion with a graphic organizer, an interesting and 
useful brainstorming activity was possible. For this 
activity, students search for words in a word cloud 
handout and categorize those words into groups on 
a graphic organizer handout. This is a nice warm-up 
activity when teaching themes.

Preparation
Step 1: Create a word list connected to a class 
theme. Include a variety of word types such as 
verbs, nouns, adjectives, proper nouns, complex 
words, and so on. For a university class, a list that 
includes around 75 words is a good amount. Create 
your own list or find them from textbook vocabu-
lary, the Academic Word List, a text corpus, word 
banks, or websites.  

Step 2: Determine six categories for students to 
use for categorizing. For example, if the word cloud 
covers the theme of architecture, you might ask stu-
dents to find verbs, nouns, and adjectives, as well as 
things such as construction problems, construction 
machines, and building materials. Students could 
also help select these categories.
Step 3: Using the word list from Step 1, create a 
word cloud handout. Word cloud websites are free 
and available online. Sites vary in terms of images, 
fonts, and simplicity. To create the word cloud, 
import your word list into a word cloud generator. 
The generator arranges words so that they appear 
like a graphic image; you can upload or choose im-
ages depending on the site. I usually choose images 
that relate to a class theme. For example, if the class 
theme is architecture, our word cloud image would 
be of a building or man-made structure. 
Step 4: Create a graphic organizer handout to 
accompany the word cloud handout. For my class, 
graphic organizers are a simple classic design, with 
the theme listed in a circle at the center of a paper, 
and that circle surrounded by six items.

Procedure
Step 1: Distribute the word clouds and graphic or-
ganizer to individual students or groups of students.
Step 2: Inform the class of the six categories for the 
graphic organizer. 
Step 3: Instruct students to locate and categorize 
words. I often use a timer during this step or give 
the class a predetermined number of words to list 
per category.
Step 4: Check and discuss the placement of words 
in a whole class discussion.

Conclusion
This activity is easy to prepare and adapt to differ-
ent levels. Whether or not students use dictionaries 
is up to the teacher. This activity often leads to 
discussions about semantics, supports scaffolding 
in a mixed-ability class, and provides opportunities 
to explore word meanings and usages. My classes 
follow this activity with small group conversations 
centered on the same class theme, speed reading, 
and quick writing related to the theme. I find this 
activity supports all of those additional activities by 
building a quick foundation of words that are used 
for speaking about the class theme. It is also helpful 
for training the eye to skim and scan English words 
and letters, and it generates ideas and words for 
writing. 
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Enhancing Academic 
Research Through 
Collaborative Research
Lance Stilp
Ritsumeikan Asia Pacific University
<ljstilp@apu.ac.jp>

Quick Guide
 » Keywords: Research, Academic writing, Project, 

Collaborative learning
 » Learner English level: CEFR A2-B2 
 » Learner maturity: University
 » Preparation time: several hours
 » Activity time: 50 minutes, x5
 » Materials: survey software, large poster paper 

This activity enhances student research and aca-
demic writing through collaboration with interna-
tional students. Students go through the academic 
research process in a practical, rewarding, and 
collaborative manner by undertaking this project 
over the course of a semester. 

Preparation
Students should know the goals and steps of the 
project ahead of time. Create a booklet that contains 
information such as the project goals, list of team 
members, language resources, and key deadlines/
checklists. The five steps are: Topic Discovery; Re-
search; Interviewing; Poster Presentations; Report.

Procedure
For days 1-4, teachers need to schedule at least 30 
minutes with another class of international stu-
dents. You can find these classes by contacting other 
courses within the university and requesting to 
do collaborative classes. These classes work best if 
they are the same international students each time. 
Alternatively, you could request international stu-
dents to come into the classroom on certain days. If 
teachers are unable to find international students, 
this lesson has worked with other language learning 
students or with local residents willing to engage on 
a regular basis. 
Day 1: Assign groups of 3-4 students who will work 
together over the semester. Have these groups 
exchange personal interests. You could provide 

students with sample activities that engage topics 
such as health, language, culture, technology, envi-
ronment, business, volunteer, marriage and so on. 
It is important that groups decide on day 1 which 
academic topics they will pursue. After the lesson, 
groups create surveys (in English) of 15-20 questions 
that explore their chosen topic with a variety of 
questions that mix multiple choice, Likert scale, and 
open-ended type questions.
  Day 2: Students conduct their research surveys 
with international students. Make sure that inter-
national students don’t become grammar “checks,” 
though they should give feedback on unclear ques-
tions. After the interviewing, encourage students to 
interview more people outside of class with a target 
of 20-30 participants.
Day 3: Students come to class having completed their 
surveys. Next, they make claims and report back to the 
international students. (e.g., claims such as “According 
to my survey…”, “It seems that…”). Facilitate thought-
ful and opinion-focused discussions of these findings. 
Mini-debate activities extend this activity. After the 
class, Japanese students prepare a group poster presen-
tation based on their topics and conversations.
Day 4: Groups give poster presentations to their 
peers, including international students. Each stu-
dent in the group should present one part of their 
research. Encourage Q&A from the international 
students after presentations finish. You could follow 
up by videotaping the lesson and improving presen-
tation skills.
 Day 5: Students should write an academic report 
that contains background information, an opinion 
about what they learned, and supporting findings 
from their research. This could be conducted in 
class collaboratively or as a final assessment for the 
project. Have students complete a feedback survey 
on their experience over the semester to encourage 
self-evaluation and reflection. 

Conclusion
The main purpose of this activity is to engage 
students and their academic skills in meaningful 
ways. It is collaborative because students have to 
work together with group members, including 
students from different cultures. It builds critical 
insight and the ability to think deeply about a topic, 
and students learn to explore solutions to problems 
through first-hand interviewing. Since students 
work over the semester, it also teaches life skills 
and project management. Finally, with the aim for 
Japanese universities to become global, it fosters 
relationships with different cultures that could 
continue beyond the classroom.
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Appendix
The appendix is available from the online version of 
this article at http://jalt-publications.org/tlt/depart-
ments/myshare

Create a Travel Song
Sean H. Toland
Nanzan University 
seanhtoland@gmail.com 

Quick Guide
 » Keywords: music, creative writing, collaboration, 

travel
 » Learner English level: pre-intermediate and above
 » Preparation time: 5-10 minutes
 » Activity time: 60-90 minutes
 » Materials: white/blackboard; worksheets; mobile 

devices

Numerous English language textbooks on the 
market have units that focus on travel and tourism. 
Incorporating travel songs into a lesson will not only 
supplement ‘ready-to-go’ textbook activities, but also 
provide English language learners with a window into 
another culture as well as an enjoyable way to improve 
their listening and pronunciation abilities. Added 
to that, students can enhance their writing skills by 
shaping words into creative new forms. The first 
part of the lesson requires learners to watch a music 
video and examine the lyrics of a popular travel song. 
Next, the students pair up to brainstorm ideas and 
research information about a tourist destination of 
their choice. The duos use this knowledge to write an 
original travel song. Lastly, students make a number of 
short interactive presentations to other teams. 

Preparation 
Step 1: Reconfigure the desks into small groups so 
that learners will have ample room to walk around 
the classroom unobstructed. 
Step 2: Print Appendices A-C.
Step 3: Write a verse and chorus of a simple song, 
such as ‘Row, row, row, your boat’, on the board.   

Procedure 
Step 1: Divide the class into small groups. Write a 
chart on the board to list words in the following 
categories: Types of transportation, Travel objects, 
Tourist attractions, Accommodations. Discuss the 
categories and provide an example for each one. 

Step 2: Give the groups 5 minutes to brainstorm 
ideas. Each team must write down two items for each 
category. Elicit more ideas and provide feedback. 
Step 3: Write the following words on the board: 
topic, title, chorus, verse, and words that rhyme. Dis-
cuss the meanings and provide examples. 
Step 4: Get students to read the lyrics you wrote 
on the board before the lesson. Give the groups 5 
minutes to identify the aforementioned items. 
Step 5: Provide corrective feedback and answer any 
questions. 
Step 6: Distribute Appendix A. Tell the groups that 
that they will have 15 minutes to watch a music vid-
eo on their mobile devices, fill in the missing lyrics, 
and answer questions on the handout. 
Step 7: Elicit answers and review difficult vocabu-
lary (e.g., clouded mind).
Step 8: Divide the class into pairs. Instruct students 
that they must research information about a tourist 
destination of their choice. Afterwards, they will write 
a collaborative song about that place. This activity 
works best if the duos choose different locations. 
Step 9: Distribute Appendix B. Highlight the in-
structions and answer any questions. 
Step 10: Inform learners that they have 15 minutes 
to complete the task. Remind them that that each 
verse must focus on the following: types of trans-
portation, travel objects, tourist attractions, and ac-
commodations. Provide an example (e.g., Bangkok, 
tuk tuk, backpack, Grand Palace, youth hostel). 
Step 11: After the time is up, distribute the song 
template (Appendix C). Instruct the partners that 
they have 20 minutes to write an original song that 
has a title, chorus, and four verses. 
Step 12: When the time is up, get the duos to team 
up with another pair. They will have 3 minutes to 
share the songs, discuss their research findings, and 
answer questions. Each pair will make a predeter-
mined number of presentations and listen to their 
classmates’ presentations. Before the sharing ses-
sion commences, the teacher will model a presenta-
tion with a student volunteer. 

Conclusion 
This activity can inject some spice into a typical 
travel unit as well as enhance the learners’ creative 
thinking and communicative competencies.   

References
Mumford and Sons. (2013, August 3). Hopeless wanderer 

[Video file]. Retrieved from https://www.youtube.com/
watch?v=rId6PKlDXeU
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[RESOURCES]  TLT WIRED
Edo Forsythe
In this column, we explore the issue of teachers and technology—not just as it relates to CALL solutions, but 
also to Internet, software, and hardware concerns that all teachers face. We invite readers to submit articles on 
their areas of interest. Please contact the editor before submitting.
Email: tlt-wired@jalt-publications.org • Web: http://jalt-publications.org/tlt/departments/tlt-wired

360° Videos in the 
Classroom: A How-to Guide
Euan Bonner
Ryan Lege
Kanda University of International Studies

R ecently, a proliferation of mobile technol-
ogies has created new ways of interacting, 
interpreting, and consuming media. Simple 

text types have suddenly become less common than 
complex, rich, multimodal modes of communica-
tion (Bezemir & Kress, 2008, p. 172). The rapid pace 
of development has led us from traditional videos 
to rich, immersive, virtual reality (VR) experiences. 
Virtual reality is a means of enabling people to sup-
plant their surroundings with another environment 
by replacing their visual, audio and other sensory 
inputs with those generated by a computer. VR has 
the potential to transform media into an immersive 
domain, wherein the user has presence— “a state of 
consciousness, the (psychological) sense of being in 
the virtual environment” (Slater & Wilbur, 1997, p. 4). 
One of the easiest ways to experience a virtual envi-
ronment is through 360° videos, which allow users to 
not just passively view content, but rather to interact 
with it by directing their gaze wherever they choose. 

A recent drop in price of 360° cameras has made 
the technology widely available to consumers and 
educational institutions. This has enabled users to 
play a part in creating 360° video experiences, such 
as transporting users to encounter events in novel 
and distant locations. Usage of 360° videos is not 
limited to users with costly specialized equipment. 
Perhaps surprisingly, it can be accomplished via the 
ubiquitous smartphone, which can transform into 
a window to virtual places. 360° video is a poten-
tially powerful medium, but like all new advances it 
comes bundled with affordances as well as lim-
itations that are not apparent at first. In addition, 
there are no clear rules or instructions for best use 
in academic settings. Based on our experiences with 

our classes, this article attempts to remedy this pre-
dicament by providing a quick overview of the best 
practices, classroom applications, and limitations of 
360° video.

Affordances of 360° Video
360° videos offer a fundamentally richer experience 
than traditional video, since they are based on a 
concept that rarely applies to standard cinematog-
raphy: presence. In the case of 360° video, presence 
is created by positioning the user in the same po-
sition as the lens of the camera, and offering them 
autonomy to direct their gaze in any direction. This 
creates the illusion of presence in a location, either 
through the small window of a smartphone display 
or a more advanced and immersive VR headset, 
such as Gear VR, Daydream, or Cardboard (see 
Figure 1).

The sensation of presence also allows the user to 
spatially orient themselves in a place, giving them 
a sense of scale and position not possible when 
viewing regular photos or videos. Users can become 
familiar with novel or foreign spaces, discovering 
scale and position through their own eyes. This 
immersive relationship to the virtual environment 
quickly allows content to become more real and 
powerful. These affordances of presence and spatial 
orientation create an experience unlike anything 
previously available. This innovative way of con-
suming media is both attractive and highly motivat-
ing for both teachers and students.

Figure 1. A 360° photograph taken through a VR 
headset.
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Process for Creating 360° Video
Filming 360° videos requires a considerably dif-
ferent approach than creating traditional videos. 
We will briefly explain our process to help readers 
benefit from our past experiences.

We were approached by our university’s public 
relations department to create 360° videos to pub-
licize the campus. We decided that videos should 
be kept short, as different viewing methods, such 
as smartphones held at arm’s length or VR head-
sets, can be physically taxing to use. As a result, we 
decided on creating a playlist of 30-second videos. 
Next, we began by evaluating cameras to see if the 
quality was high enough for showcasing the uni-
versity environment. We eventually settled on the 
Samsung Gear 360° 2017 camera (see Figure 2), due 
to its quality and cost effectiveness. 

Figure 2. The Samsung Gear 360° 2017 camera re-
cords high-quality 4k footage.

We then worked together with the university’s 
PR department to determine which spaces would 
be best showcased in 360° video. We took sample 
footage to determine appropriate focal distance and 
lighting conditions. We reviewed all footage mul-
tiple times, in all directions, to make sure nothing 
was present in the background that might be dis-
tracting or inappropriate for viewers. This iterative 
process revealed that the most important factors 
to take into account are the level of activity in the 
environment, the position (especially the height) 
of the camera, and the edges of the camera lenses. 
Once the videos were filmed, we piloted the content 
on smartphones, tablets, and in VR, and collected 
feedback and advice from both teachers and stu-
dents. Based on this feedback, we created the final 
videos and published them to a YouTube playlist.

Suggested Uses in the Classroom
The following are some example activities that have 
been successful in our classrooms. Each time we used 
360° videos in our lessons, the students appeared 
enthusiastic and engaged with the material. We hope 
that the suggestions below will demonstrate the pos-
sibilities for VR use in the language classroom. Not 
all of these activities require the purchase of a 360° 
camera or even VR headsets, as many of them can be 
completed using student smartphones.

Familiarization with Spaces
With the wide availability of YouTube 360° videos 
and Google Street View locations, students can famil-
iarize themselves with places before visiting them. 
This can be useful for helping students prepare for 
class trips or even for study abroad programs in for-
eign countries. This can give students a better sense 
of spatial orientation and understanding of a local 
area. Visiting new areas in 360° videos generated a lot 
of discussion amongst our students as they became 
familiar with the characteristics of the spaces they 
were immersed in. An excellent list of 360° video 
examples is the Time 360 video playlist available 
at <https://bit.ly/2m85VES>. If the equipment is 
available, students can also move beyond consump-
tion and produce their own videos to introduce and 
familiarize others with their own local environment. 

Visiting Historic Places
360° video has the ability to transport students 
to any contemporary or historical location or 
scene, such as National Geographic’s Viking Battle 
<https://youtube.com/watch?v=oNEW4qPacGw>. 
There are many other video re-creations of histor-
ical environments available online that are suitable 
for taking virtual trips to places of interest such as 
ancient Rome. When our students visited historical 
sites, they were invariably amazed as history was 
brought to life.  With resources such as the BBC’s 
360 Videos playlist < https://bit.ly/2q1GGEz>, 
students can use 360° videos to learn on location 
about topics such as historical and social change, 
the environment, or world cultures, 

Embodiment Leading Towards Empathy
360° video is immersive in that the viewer assumes 
the position of the camera itself. Using these videos, 
the viewer can be placed in the environment or situ-
ation of another person, forging an empathetic link. 
360° videos are already being used to garner do-
nations for refugees or people in extreme poverty. 
Using 360° video, our students have therefore been 
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able to see more of the situation in impoverished 
countries, such as with the Refugees 360 VR docu-
mentary < https://youtube.com/watch?v=z9HEG-
HOk5hM>, enabling them to gain greater empathy 
and understanding than had they viewed pictures 
or traditional videos.

Immersive Acting
360° videos can be used by students to create short 
films with the goal of placing the viewers them-
selves in the scene with a role to play. Actors should 
treat the camera as another character in the scene, 
and should address it with questions and react 
dramatically to the expected viewer responses. The 
videos can then be uploaded online in preparation 
for the next part of the task. At this stage, students 
in other groups view the video and work together 
to create appropriate responses that fit well into the 
original 360° video. Students can then perform their 
favorite responses to the class.

Presentations and Public Speaking
360° videos can also be used to assist students in 
practicing public speaking skills. As a less stressful 
alternative to having students practice public speak-
ing in front of each other, students can use 360° 
presentation and speech videos to expose them-
selves to virtual audiences. 

Teachers should create or find a suitable 360° 
presentation video that features both a view of the 
presenter and the audience, such as the example 
at <https://youtube.com/watch?v=csh54WYiYKI>. 
Initially, students focus their attention on the pre-
senter, with the goal of shadowing the speech. After 
students are comfortable and familiar with the part of 
the speech they wish to practice, they then turn to face 
the audience in the video and practice shadowing the 
speech again, but this time using eye contact to focus 
on as many different audience members as possible. 
This activity can be done as homework or in class and 
can be enhanced by using a VR headset to provide 
even further immersion while students practice.

Filming Considerations
During the creation of our 360° video campus tour, 
we came across a few issues and limitations. The 
first and most important was being aware of the 
technological limitations of current 360° videos. 
Cheaper 360° cameras often have lower resolutions, 
resulting in blurrier, lower quality video. To miti-
gate this issue, be careful when displaying text or 
other small details in your videos and make sure to 
keep your actors within 1-2 meters of the camera. 

Another consideration is the movement of the 
camera itself. While lateral movement can be an 
effective technique if done smoothly and slowly, 
rotating the camera should be avoided entirely as 
viewers may feel nausea, dizziness, or disorientation. 
Another consideration is that voice overs should be 
avoided. Unlike regular videos where an unseen voice 
is automatically interpreted to be a narrator, in 360° 
video, a sense of presence leads the viewer to seek the 
source of the voice, taking their view away from the 
intended point of focus in the video.

We hope this information can help you make 
use of this emerging technology. If you’d like to 
learn more and see some good examples of 360° 
video used in educational contexts, please refer to 
the links and resources below. Another excellent 
resource is the JALT Mixed, Augmented, and Virtual 
Realities in Learning (MAVR) SIG, which specializes 
in the concepts discussed above.

Links
Virtual Reality for Education:  

<http://virtualrealityforeducation.com/>
YouTube VR Channel: <https://goo.gl/k4R8o5>
Facebook 360: <https://facebook360.fb.com/>
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Bezemer, J., & Kress, G. (2008). Writing in multimodal 
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Editor’s Note: New developments in technology en-
able teachers to bring the world into the classroom in a 
more realistic setting, virtually taking the students on a 
worldwide field trip. You can find more tips for bringing 
the diverse world into your language classroom at the 
CALL SIG Forum at JALT 2018 this fall! We hope to see 
you there so that you can take home a wealth of tips for 
keeping your classroom Wired!
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[JALT PRAXIS]  YOUNGER LEARNERS
Mari Nakamura & Marian Hara
The Younger Learners column provides language teachers of children and teenagers with 
advice and guidance for making the most of their classes. Teachers with an interest in this field 
are also encouraged to submit articles and ideas to the editor at the address below. We also 
welcome questions about teaching, and will endeavour to answer them in this column.
Email: younger-learners@jalt-publications.org

Hello colleagues, 
We hope you all have had a nice summer vacation, 

and are now fully geared up to learn some new skills 
to serve your students even better than before. In this 
issue, Sean Reid, an experienced teacher of young 
learners and a school owner, illustrates his innovative 
approach in promoting elementary school students’ 
communication strategies while having them engage in 
communicative tasks. We hope you enjoy reading this 
highly stimulating article, and share your own thoughts 
on this topic on JALT - TYL Facebook page. We are 
eager to hear from you. 

Communication Strategies 
and Young Learners
Sean Reid
Alpha English
yoseanreid@hotmail.com 

In 2013, I was tasked with implementing an English 
curriculum for a new elementary school in rural 
Japan.  Before developing the first-grade curricu-

lum, I decided on the following overall goals:
1. To increase student output by emphasizing 

student-student interactions, consisting of the 
exchange of information unknown to one of 
the speakers. 

2. To increase the students’ communicative com-
petence and remove myself from the peer-peer 
interactions, allowing the students to adapt 
communication strategies to rectify communi-
cation breakdowns.

I then decided to monitor the students’ use and 
awareness of communication strategies. This was to 
ensure that their opportunities for interaction con-
tinued to increase, and to examine the effectiveness 
of the strategy instruction that I provided them with. 

In this article, I will explain why I believed that 
strategic instruction could benefit my young learn-
ers. Then, I will detail my methodology and some of 
my findings from developing this curriculum.

Theoretical Background
In order to understand the benefits of commu-
nication strategies, we must first understand the 
concept of strategic competence. According to 
Savignon (2002), communicative competence 
comprises four components including sociocultural, 
strategic, discourse, and grammatical competence 
(p. 8). Savignon (1997) also says, “Strategic compe-
tence is present at all levels of proficiency although 
its importance in relation to the other components 
diminishes as knowledge of grammatical, sociolin-
guistic, and discourse rules increases” (p. 49). In oth-
er words, the awareness and use of strategic compe-
tence has a bigger impact on beginner learners. 

Communication Strategies are essentially devices 
that the students can use to clarify meaning in con-
versations, for both speaker and listener. By using 
these strategies, students can negotiate for mean-
ing with their interlocutors in times of difficulty 
and continue a conversation without using L1, or 
requiring assistance from a teacher. This indepen-
dence increases the students’ confidence and helps 
them to receive modified input, essential to the 
language acquisition process.

The following communication strategies were 
simple enough for young beginners to grasp and 
likely to be effective in allowing them to communi-
cate independently despite limited English ability:
1. Requests for repetition—essentially using the 

utterance “pardon?”
2. Confirmation checks—repeating the speaker’s 

utterance with a questioning intonation in or-
der to confirm whether they heard it correctly.

Teaching of Communication Strategies
The curriculum was designed by first setting 
thematic units which were then matched with 
increasingly difficult language goals. A final unit 
information-exchange task was designed to evalu-
ate progress and make revisions to the curriculum 
accordingly. Once this final information exchange 
activity was designed, the unit was scaffolded with 
each class introducing a new language goal, leading 
students step by step towards being able to produce 
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the required language for the final task. Each lesson 
would end with the students moving around the 
room to participate in an information-exchange 
task based on the day’s language goal.  
These tasks were communicative in nature and 
task-based, requiring the students to solicit in-
formation that was unknown to them from their 
peers. The students were told not to speak Japanese 
during information-exchange activities and were 
expected to use communication strategies to repair 
any communication breakdowns. The strategies 
were taught by frequently modelling their use 
ahead of peer-peer conversations. At no point was 
the rationale explained; nor were they referred to as 
communication strategies. By exposing the students 
to these strategies by way of modelling, they were 
forced to think about their purpose, and how they 
should be adopted. 

Monitoring Student Use and the Awareness of 
Communication Strategies 
Video recordings were taken of the students inter-
acting in unscripted pair conversations throughout 
the school year, and qualitative and quantitative 
data was extrapolated from the transcripts.

In addition, open-ended questions on surveys in 
the students’ L1 were used to compile information 
on students’ awareness of how they were able to 
apply communication strategies to repair commu-
nication breakdowns. The rationale for this data 
collection was to establish a correlation between 
students’ increasing awareness of communication 
strategies and their actual use of them in informa-
tion-exchange activities. Their awareness of these 
strategies from a starting point of zero is represent-
ed in Figure 1 below. It is important to keep in mind 
that no references or prompts referring to commu-
nication strategies were included on the question-
naire. Student answers translated from Japanese 
referring to communication strategies included, 
“I say pardon to my friend” or “I ask a question to 
check what they said.”

Figure 1. Students’ Increasing Awareness of Effective 
Strategy Use.

Examples of Communication Strategies in 
Information-Exchange Tasks
In Transcription 1, extracted from a grade 1 class in 
February 2014, Atsushi has difficulty hearing Haru-
aki’s question and uses the strategy “pardon?” three 
times. He first replies with a request for repetition 
in his first language, “hah”, before quickly replacing 
it with “pardon?” This clearly suggests that he is 
using “pardon?” as a genuine means of asking for 
repetition. The urgency with which he repeats it 
also suggests that he is genuinely concerned about 
not being able to hear his partner’s question.

Transcription 1: Food information-exchange activi-
ty Haruaki and Atsushi
4:48-Haruaki: Hello.
Atsushi: Hello.
Haruaki: Do you like milk? (quietly)
Atsushi: Hah? Pardon?
Haruaki: Do you like milk? (quietly)
Atsushi: Pardon?...Pardon?
Haruaki: (louder) Do you like milk?
Atsushi: Milk?... Yes, I do.
Haruaki: Yes, I do?
Atsushi: Yes.
Haruaki: Why?
Atsushi: It’s…healthy.
Haruaki: Okay.
Source: Video of Class 2-B February 19, 2014

The conversation below is from video of a grade 
1 class in October. We can see Sachi used confirma-

JALT CUE SIG 25th 
Anniversary Conference
"25 years and still right 

on CUE"
September 15-16

Rikkyo University, Tokyo
http://conference.jaltcue.org
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tion checks to confirm her partner’s response. In 
her first use of a confirmation check she genuinely 
misheard the question and used this communi-
cation strategy, which ultimately resulted in her 
partner correcting the communication breakdown. 
She then used the same technique again to confirm 
that her understanding of the corrected version of 
the question was correct. Had she not used a confir-
mation check here, she would likely have answered 
a question different from the one she was asked. 

Transcription 2: Can You? information-exchange 
activity Suzy and Sachi
Suzy: Can you skip? (quiet voice)
Sachi: Ski?
Suzy: No. Skip.
Sachi: Skip?
Suzy: Yes.
Sachi: Yes, I can. 
Source: Video of class 1-1A October 15, 2013 

Findings 
Initially, students would look to me for support 
during communication breakdowns, but I was care-
ful not to intervene, forcing the students to think 
about how they could best continue the conver-
sation themselves. The students’ use and reported 
awareness of communication strategies (evidenced 
in video transcriptions and questionnaire data 
respectively) began at zero in the beginning of the 
year, and increased gradually through the course of 
the year until they were using them frequently and 
comfortably. This allowed them to have lengthy 
conversations without any L1 usage or assistance 
from the teacher.  In fact, data comparing teacher 
and student talk-time demonstrated that from the 
middle of Term Two onwards, the grade 1 elemen-
tary school students were speaking more than their 
teacher, with student-student interactions making 
up 64% percent of 45-minute classes in the third 
term.  

The Teaching of More Complex 
Communication Strategies 
Inspired by these results, I continued to teach new 
communication strategies to the students as they 
progressed through elementary school. Table 1 
shows how the strategies were introduced over 
time. 

Table 1. Chronological Order of Strategies Introduced

Order Strategy Grade Example

1 Request for 
Repetition

1 Pardon.

2 Confirmation 
Check

1 You don’t like 
pasta?

3 Rejoinders 1 That’s great!

4 Expressing 
Agreement/
Disagreement

2 Me too!

5 Follow-up 
Questions

2 What did you do 
there?

6 Requesting a 
Translation

3 How do you say 
____ in English?

7 Requesting 
Thinking Time

3 Hmm. Let’s 
see…

8 Shadowing 4 You went to a 
movie.

9 Providing and 
Requesting 
Examples

4 Vegetables? 
For example, 
carrots, lettuce…

10 Circumlocution 5 It’s a kind of 
food that we eat 
on New Year’s 
Day.

This order was determined by difficulty along 
with how they correspond to the students’ emerg-
ing language competence and their suitability to 
assist in completing the information-exchange 
tasks. From the sixth strategy (requesting a trans-
lation) onwards, the strategies were explained in 
addition to being modelled. I provided the students 
with examples of how strategies could be used to 
successfully complete the information exchange 
tasks as well as other possible uses in the real world.  
This switch in protocol occurred as it appeared 
that at this age and stage of their language progres-
sion, the students could understand the concept of 
strategies and think critically about when and how 
to employ them. 

By grade 5, students could have 5-minute pair 
conversations on a random topic with few pauses. 
They effortlessly navigated difficulties in commu-
nication and continued speaking until the time ran 
out. As the conversations became more advanced, 
many breakdowns in communication occurred due 
to one student using vocabulary that was unfamiliar 
to their partner. This was rectified with the intro-
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duction of circumlocution, where a speaker explains 
the meaning of the word or phrase in English. 

Circumlocution proved to be by far the most 
difficult strategy for the students to grasp. I soon 
realized that the strategy of circumlocution could 
not be taught effectively without breaking it down 
into sub-strategies. These sub-strategies consist 
of describing the appearance of the thing, its use, 
where it can be found, when it can be seen, and so 
on. With one of these sub-strategies as an anchor, 
the listener has a specific context to visualize while 
listening to a description that will help them begin 
to negotiate meaning. It also provides the speakers 
with a starting point for explanation, as they cycle 
through the various sub-strategies in their head 
before selecting an appropriate one and elaborating 
on it. For example, if the listener did not under-
stand the word “food stand” when their partner 
used it to describe what they did over the summer, 
they could inquire, “What does food stand mean?”. 
The partner could reply with “Oh, you can see them 
at Japanese festivals, they are places that sell food.” 
This technique proved extremely effective in allow-
ing students to negotiate meaning independently 
when an unknown word occurred. 

Summary
After implementing a program of working through 
the 10 communication strategies and providing stu-
dents with opportunities to first practice and then 
test their usage of the various strategies, the stu-
dents’ strategic competence significantly increased. 
This resulted in increased confidence and overall 
communicative competence as the students shared 
information in pairs unassisted, and without the 
use of L1, for upwards of eight minutes, with topics 
ranging from what they did on the weekend, to the 
climate or culture of foreign countries.  I would 

strongly recommend strategy instruction from 
the earliest stages to any teacher hoping to foster 
communication and communicative competence in 
their classrooms.
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[JALT PRAXIS]  BOOK REVIEWS
Robert Taferner & Stephen Case
If you are interested in writing a book review, please consult the list of materials available for 
review in the Recently Received column, or consider suggesting an alternative book that would 
be helpful to our membership.
Email: reviews@jalt-publications.org  
Web: http://jalt-publications.org/tlt/departments/book-reviews

This month’s column features Samar Kassim’s review 
of Content-based English: Around the World (Book 1) 
and Glenn Amon Magee’s evaluation of Our Time, Our 
Lives, Our Movies.

Content-based English: 
Around the World (Book 1)
[John Spiri. South Korea: Global Stories 
Press, 2016, pp. 84 (Includes teacher man-
ual, audio and supplementary materials 
online). ¥2,100. ISBN: 978-4-905426-42-4.]

Reviewed by Samar Kassim, Kyushu 
Sangyo University 

A round the World is 
a content-based 
English EFL text-

book series that introduc-
es students to countries, 
continent by continent. 
According to Brinton, 
Snow, and Wesche (1989), 
content-based instruction 
(CBI) can take a thematic 
focus. Intended for begin-
ner to intermediate level 
students, this textbook 
uses the themes of world 
cultures for its content, and it follows this methodol-
ogy. As English is often used for introducing different 
cultures in Japanese education, a textbook based 
on various cultures around the world is important 
to build cultural awareness. This textbook features 
fifteen countries divided into the following six units: 
Africa, Asia, Europe, North America, South America 
and Oceania. One chapter takes about a fifty-minute 
class once students are accustomed to the format of 
the textbook. 

The first thing that distinguishes this textbook is 
its utilization of culture, geography, geographical 

features, and famous people from various countries. 
This book was trialed in a class of 32 third-year high 
school students, both English majors and general 
course majors. So the content of this textbook fit 
the class objectives of studying various cultures 
around the world. In the unit featuring South 
America, I chose the chapter on Brazil.

The unit begins with a map of South America. 
Students are given a list of the countries in South 
America and are required to label the map. They 
also have a fact box of information related to the 
continent, which they fill out as part of a short read-
ing and listening activity.

The Brazil chapter starts with content-specific 
vocabulary, introduced through two matching activ-
ities. The students first match the new vocabulary to 
the best definition available. A fill-the-blank activity 
tests whether they have grasped the meaning of 
the new vocabulary by asking them to pick the best 
word to fit the sentence. The activities then proceed 
toward practicing the productive skills of speaking 
and writing. Students are given eight pictures asso-
ciated with Brazilian culture, with a corresponding 
keyword for each. In pairs, the students brainstorm 
words to describe the pictures to their partner. 
Many of my students take the Eiken test and should 
describe situations depicted in pictures for part of 
their speaking test. This activity was therefore a good 
opportunity to practice describing different pictures 
with a classmate.

The following activity is a dictation, intended 
to develop students’ listening and writing skills. 
According to Kiany and Shiramiry (2002), the use 
of dictation has a positive effect on improving 
listening comprehension. My students are espe-
cially eager to improve their listening abilities, so 
this was a good challenge for them. The online 
teachers’ manual also provides instructors with a 
variety of alternative dictation activities to use. The 
vocabulary, describing, and dictation activities build 
towards the final reading section. In this section, a 
text about a famous person in the target country is 
followed by comprehension questions. Lastly, there 
is a map for students to draw and label geographical 
features of the country.
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Students seemed to enjoy filling in the continent 
map, as that was not something they were accus-
tomed to doing. They also found the speaking activ-
ity and the dictation exercises engaging. As this was 
a mixed level class I had to make pairs in advance, 
as there were some really low-level students who 
would have had difficulty otherwise. 

The downsides of this textbook were that instruc-
tions could be difficult to understand at times. In 
particular, instructions were not very clear for the 
last activity of the chapter, which requires drawing 
a map of the target country. It took too much time 
to understand what the activities were trying to 
achieve. The teacher manual, while helpful at times, 
could be improved by using the textbook pages they 
refer to, and by adding the comments, thus saving 
time and eliminating confusion.

Overall, this textbook series is useful as either 
supplementary or foundational material for an 
international studies class. It is a good way to 
introduce students to a continent and its countries. 
However, the materials are somewhat light, as each 
chapter is only five pages long. It integrates the 
four skills and scaffolds activities for students well 
throughout each chapter, and provides an oppor-
tunity to study geography as well. I would recom-
mend it as supplementary material, depending on 
the nature of the class and how much content the 
students and teacher would want to cover. 

References
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Heinle & Heinle Publishers. 
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Our Time, Our Lives, Our 
Movies
[Joseph Talbot and Koji Morinaga. Tokyo, 
Japan: Kinseido Publishing, 2017. pp. vii + 
95. ¥1,900. ISBN: 978-4-7647-4044-0.]

Reviewed by Glenn Amon Magee, 
Ehime University

O ur Time, Our Lives, Our Movies is an EFL 
reading comprehension textbook consist-
ing of essays on popular Hollywood films. 

15 units introduce movies from Star Wars to The 

Devil Wears Prada. Each unit consists of a short 
vocabulary matching passage, a reading passage 
(around 500 words), short comprehension exercises 
(Read & Write, Listen & Write, Write & Speak), and 
a writing task for students to express their opinion 
on the theme of the reading passage. The end of 
each unit features a single page in Japanese that 
gives further background information and trivia 
about each movie. Online support for the book 
includes freely downloadable audio files, a handy 
QR code (matrix barcode), and website address. The 
text serves as a light introduction to Hollywood 
movies that would suit around 40 minutes of class 
time without adaptation, and with adaptation could 
easily fill a 90-minute class.

One of the aims of the 
textbook is to answer the 
question, “What makes 
Hollywood movies so 
enjoyable?” In answering 
this question, students are 
encouraged to reflect on 
their own lives in compar-
ison with the views of the 
authors. Each unit asks 
students to think about the 
similarities between Hol-
lywood movies and Japan. 
For example, in the unit on 
Star Wars students read about what made the movie 
a blockbuster, relating it to their existing experienc-
es of movies in Japan. The unit on Harry Potter, for 
example, introduces how the movie blends reality 
with fantasy, and then asks students to consider the 
kinds of things they might improve in their daily 
lives with magic. Each of the units has this kind of 
simple, yet thoughtful, question that is appropriate 
for freshman university students. 

It is clear that the textbook has been written 
with Japanese teachers in mind. From Japanese 
translations of each unit title to activity directions 
and vocabulary explanations written in Japanese, 
there may be too much Japanese for some teachers 
to consider using this text in class. Not being able 
to read Japanese could lead to problems for some 
teachers. For example, what looks like inference 
questions, “Hollywood didn’t always make block-
busters. Why?” (p. 9) are actually questions that 
require students to simply copy the part of the text 
that supports initial true or false responses to the 
question. The teacher’s manual sample also con-
tains a translation of the main reading passage into 
Japanese, but lacks any English translation of the 
Japanese used in the book.
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Recently Received
Julie Kimura & Ryan Barnes
pub-review@jalt-publications.org

A list of texts and resource ma-
terials for language teachers 
available for book reviews in TLT 
and JALT Journal. Publishers are 
invited to submit complete sets 
of materials to Julie Kimura at 
the Publishers’ Review Copies 

Liaison address listed on the Staff page on the inside cover 
of TLT.

Recently Received Online
An up-to-date index of books available for review can be 
found at: <http://jalt-publications.org/tlt/departments/ 
recently-received>.
* = new listing; ! = final notice — Final notice items will be 

removed Oct 31. Please make queries by email to the ap-
propriate JALT Publications contact. 

Overall, the aims of each unit can be enjoyably 
accomplished. However, one drawback is that older 
films such as Back to the Future, or Titanic may be 
relatively unknown to students. This is a minor 
weakness of the textbook, but could be used as an 
opportunity for teachers to expand on and supple-
ment the content. Teachers could consider showing 
students extracts or trailers from each movie to help 
them visualize the content of their reading. Visual-
izing reading material while reading is reported as 
one of the least used metacognitive strategies (Ma-
gee, 2018), and this is certainly true for my students. 
Even with Harry Potter, students might not recall 
specific instances where reality and magic were 
blended in the movie, so showing short clips, such 
as when Hermione repairs Harry’s glasses using the 
Oculus Reparo spell, could be another way to help 
students appreciate the concept of magic before 
tackling the questions posed in the textbook. 

Racial and gender representation is an under-
played aspect of the content of the book. Aside from 
the units on Frozen and The Devil Wears Prada, all 
the remaining units are examples of films domi-
nated by men. In fact, the 15 units taken together 
present a view of Hollywood movies as being 
dominated by white men and women and this issue 
is not acknowledged or addressed in the book. This 
could be seen either as a major weakness of the 
textbook, or an excellent chance for teachers to 
draw students’ attention to the issues of racial and 
gender representation in Hollywood movies. In line 
with the critical reflective thinking students are en-

couraged to do throughout the textbook, teachers 
should critically reflect on gender (Nagatomo, 2010) 
in the form of unconscious bias through the images 
presented. Likewise, paying attention to stereotyp-
ical images can allow teachers to facilitate a deeper 
discussion of both racial and gender representation 
in their classes (Kubota & Lin, 2009).

In conclusion, this text brings some thoughtful 
discussion of Hollywood movie themes to students 
through uncomplicated reading comprehension 
activities. While the text is based on some of the 
most popular movies, teachers might also consid-
er supplementing the text with awareness-raising 
activities that look at gender and race issues in 
Hollywood films. 
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Books for Students (reviews published in TLT)
Contact: Julie Kimura — pub-review@jalt-publications.org
* Breakthrough plus. (Second edition)—Craven, M. London, 

England: Macmillan Education, 2016. [New edition of a com-
munication-focused course that builds young adult and adult 
learners’ confidence to use English in everyday situations.]

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

* Flow—Jackson, J. Eurasian Editions, 2017. [14-unit speaking 
textbook that shows students how to build on short answers 
and develop extended conversations. Additional materials 
and activities available online.]

* Four thousand essential English words. (Second edition)—
Nation, P. Seoul, South Korea: Tryalogue Education, 2018. 
[6-book series designed to focus on high-frequency words 
to enhance vocabulary of learners from beginner to ad-
vanced levels. Free app and MP3s audio recordings avail-
able.]

! Integrate: Reading & writing basic—Foster, L. Seoul, South 
Korea: Compass Publishing, 2017. [Four levels. Eight units 
covering four topics. Incl. CD-ROM, audio download, and 
app.]
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In this issue’s Teaching Assistance, the author claims 
that her current part-time job as a Teaching Assistant at 
a private university in Japan would be more academi-
cally rewarding if the job description included proofing 
and editing of graduation theses. So as not to detract 
from her own studies she can assist classroom instruc-
tors and receive a salary for up to 10 hours per week. 
Hikaru Hirata majors in American literature and is inves-
tigating how Jack London’s (1876-1916) editors influ-
enced her work. Her own Master’s Thesis may include 
the review of a set of corrected page proofs for Lon-
don’s article “Getting Into Print” which appeared in the 
Editor in March, 1903. 

How TAs Can Assist in the 
Editing of Student Papers
Hikaru Hirata

The Teaching Assistant (TA) can help a universi-
ty course instructor in various ways. TA roles at 
universities in Japan include a wide spectrum 

of duties—from taking attendance, to correcting 
papers, marking tests, instructing workshops, facil-

itating seminars and discussion groups, conducting 
online courses, or even giving a guest lecture during 
the course. In this essay, I discuss how a TA can 
perform the role of correcting papers. In conclusion, 
I argue that it is worthwhile for course supervisors 
to upgrade the TA’s role to act as a proof-reader and 
editor of university student capstone papers.

I prepped for this essay by thinking of the roles 
that a TA once did for me when I was a fourth 
year seminar student. One year ago, my seminar 
class had a TA who acted as a proof-reader for our 
papers. She corrected our grammar and typograph-
ical errors. This correction service helped most of 
us. On the other hand, some of my classmates said 
they also needed to receive comments, critique, and 
objective opinions from the TA. They were told, 
however, that normally students should receive 
academic comments from the course instructor. 
When writing graduation theses in the literary field, 
the professor often performs the role of an editor, 
checking the flow of the thesis and offering com-
ments on how to make it better to students. The TA 
is usually expected to only correct the grammar and 
find mistakes. The TA who does this work could 
be considered as a proof-reader. However, in my 
class students wanted to be critiqued by someone 

! Mastery drills for the TOEIC® L & R Test. (New edition)—
Hayakawa, K. Tokyo, Japan: Kirihara Shoten, 2019. [15-unit 
coursebook incl. audio download/streaming.]

! Money matters. (International Edition)—Eckart, I., Lau, S., 
Preuss, F., Richey, R. Soll, M., Thönicke, M., & Williams, I. 
Berlin, Germany: Cornelsen, 2016 [10-unit coursebook for 
banking professionals. Incl. video and audio download.]

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

* Running into yourself: A teacher's journey of growth and 
discovery—Ochi, K., & Jackson, J. Leicester, England. Eur-
asian Editions, 2017. [A reading textbook that follows a Brit-
ish woman in Japan and her attempts at learning English. 
Incl. audio download.]

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

Books for Teachers (reviews published in JALT 
Journal)
Contact: Greg Rouault  — jj-reviews@jalt-publications.org
Developing intercultural perspectives on language use: Ex-

ploring pragmatics and culture in foreign language learn-
ing—McConachy, T. Bristol, England: Multilingual Matters, 
2017.

Language learner autonomy: Theory, practice and research—
Little, D., Dam, L., & Legenhausen, L. Bristol, England: Mul-
tilingual Matters, 2017.

[JALT PRAXIS]  TEACHING ASSISTANCE
David McMurray
Graduate students and teaching assistants are invited to submit compositions in the form of a speech, appeal, 
memoir, essay, conference review, or interview on the policy and practice of language education. Master’s and 
doctoral thesis supervisors are also welcome to contribute or encourage their students to join this vibrant de-
bate. Grounded in the author’s reading, practicum, or empirical research, contributions are expected to share an 
impassioned presentation of opinions in 1,000 words or less. Teaching Assistance is not a peer-reviewed column.
Email: teach-assist@jalt-publications.org
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they felt more comfortable with prior to having the 
professor weigh in on the discussion.

It was with some trepidation, therefore, that 
when I became a graduate student I also stepped 
forward to become a TA. To help me develop my 
own TA role for a seminar class, I asked my supervi-
sor the following five questions.

What do you expect from a TA who works in your 
graduation thesis class?
Teacher (T): I demand that they teach students how 
to write the thesis. Students often don’t know how 
to decide on a theme and compose a paper on that 
topic. I would like you to judge whether students 
have reached the stage at which they can show their 
paper to the professor. 

What are the advantages and disadvantages of 
having a TA in your class?
T: The TA and students are close in age, so it’s easy 
for them to talk to each other. Students can talk to 
the TA if they can’t find the opportunity to ask me. 
They will get good advice and motivation from you.

Do you think it’s too difficult for a TA to work as a 
semi-editor?
T: You’ve already successfully written a graduation 
thesis. You know how to write it. You might feel 
that having the ability to be a semi-editor will help 
you to grow as a person.

What influence does a TA have on students?
T:  Because you just finished your graduation thesis 
last year you can recall the precepts. When you give 
detailed advice to students who are just beginning, 
they can pick up the rules and procedures.

Would you rather your TA be a proof-reader or be 
a semi-editor?
T: I hope you would like to be a semi-editor. I would 
like you to combine both of these roles.

Keeping in mind my class last year, and my 
supervisor’s views, I believe that in the capstone 
thesis class for literature majors the TA could act 
more like a semi-editor. In my case, with a literary 
academic background and some editing ability, this 
role could benefit the students, the instructor, and 
me as a graduate student. The function of an editor 
is to make authors realize if their ideas are spread 
too thin. The author and editor need to have a lot 
of discussion before publishing a new book (Berg, 

1997). In addition to cutting unnecessary sentenc-
es, the editor’s role is to give direction (Wheelock, 
1979). This role of a director can also be efficiently 
carried out by the TA. TAs can shed light and new 
points of view on the development of a written 
paper.

So far I have assisted 12 American culture ma-
jors consider topics for their graduation thesis. In 
the first semester—the fourth class of a 30 class 
course—one student shared a mind map of pos-
sible ideas that he wanted to write about. While 
itemizing these ideas, he explained that he wanted 
to write about the history of English and discuss 
whether British English or American English was 
more appropriate for Japanese students to study 
and speak. I advised him to narrow down this wide 
topic and more clearly focus on just one point. 
“Yes, you should definitely write about what you 
are interested in” I advised him. Then I added “but, 
it would be too difficult to theorize on such a wide 
topic that likely doesn’t have an answer in our glob-
al English world of 2018.”

In that same culture class, another student asked 
me for advice in choosing a theme related to the 
film industry. She said she was interested in Amer-
ican live-action movies. She was starting to do a li-
brary search to check and catalog all the live-action 
movies that had been made since the 1920s. Live 
action is a form of cinematography that uses actors 
and actresses instead of animation or animated 
pictures. I suggested narrowing the 100-year span 
to one decade, or even one year. To narrow the time 
helped her to contrast the societal events with the 
subject of the film. This focus might permit her to 
write and search more deeply. It is easy for under-
graduate students to skim the Internet, to cut and 
paste, and come up with a superficial viewpoint. 
But they really need to dig much deeper and debate 
one topic. TAs can read a thesis to find out if it is a 
cut-and-paste effort or an original well-thought out 
work. TAs can act as a trouble shooter for professors 
who have many students.

In conclusion, I strongly think that TAs should 
be allowed to fulfill the role of a semi-editor in the 
university graduation thesis classes. In addition to 
helping the course instructor and assisting stu-
dents to learn how to successfully write a capstone 
paper, the TA can contribute to both proofing and 
editing. In addition to correcting their sentences, 
TAs should be allowed to give ideas to students. My 
supervisor thinks that I can help students because 
our ages are similar. Sometimes the students do 
hesitate to consult with the professor, but they 
freely talk with me. These students really do need 
to receive direction on how to write a thesis, but for 



THE LANGUAGE TEACHER  42.5   •   September / October 2018 41

JA
LT FO

C
U

S
A

R
TIC

LE
S

JALT PRAXIS • W
RITERS’ W

O
RKSHO

P
The Language Teacher  •  JALT Praxis: Teaching Assistance & The Writers’ Workshop  

various reasons they don’t ask, so that means I can 
fill the role as a consultant. TAs can best develop 
themselves through contact with students and 
professors. 

Figure 1. The TA recommends a reading passage to a 
student while the instructor looks on.

In addition to aiding students, TAs need to gather 
information to frame their own dissertation. They 

should not only give their opinion. They must 
ground their ideas in facts. Time is needed to build 
up this knowledge. Because the TA is frequently 
in contact with their supervisor, they can leverage 
their time on the job to help their own research. 
As a TA I can increase the amount of time I am in 
contact with my supervisor by 10 hours per week. 
We communicate with each other on an academic 
level. This communication helps me to set new 
sights on my own academic horizon. In the publish-
ing world, an editor is supported by a proof-reader. 
An editor is a first reader for an author. The editor 
can approach an author as a reader who is a person 
close to the author and also as a reader who is a 
professional editor.
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[JALT PRAXIS]  WRITERS’ WORKSHOP
Paul Beaufait
The Writers’ Workshop is a collaborative endeavour of the JALT Writers’ Peer Support Group (PSG). Articles in 
the column provide advice and support for novice writers, experienced writers, or nearly anyone who is look-
ing to write for academic purposes. If you would like to submit a paper for consideration, please contact us. 
Email: peergroup@jalt-publications.org • Web: http://jalt-publications.org/psg

Strategies for a Successful 
Grant Proposal: Part Four
Robert Cvitkovic
Tokai University

Max Praver
Meijo University

Previously on Grant Writing Strategies
In the last three articles, we covered a lot of ground. 
We started with the importance of having a good 
research idea and learned how it will be evaluated. 
We then moved on to planning a typical three-year 
proposal and decided whether or not to work on a 
team. In the third installment, we dove into dozens of 
do’s and don’ts along with sentence stems, which are 

open-ended sentence starters that can help get you 
thinking about the specifics of your proposal. In this 
final installment, we cover the budget and shed some 
light on the nuances of spending potential funding. 

Budget
The budget is why you are applying for funding. 
In a way, it is the sole purpose of this grant writing 
process. If you could do the research without the 
funding, you wouldn’t need to do all the paperwork, 
and you could just get down to research. However, at 
a minimum, international conferences are not inex-
pensive, and chances are you need some equipment 
or service to advance your research. Before we talk 
about budget, let’s get a few things out of the way. 

There will be lots of paperwork after the proposal 
has been accepted, and most of the instructions will 
be in Japanese. So, you may need help with figur-
ing out what to do. Once you understand what is 
required, most of the time you can fill in the form 
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in English. However, sometimes it needs to be in 
Japanese, so administration staff can evaluate it. So, 
be sure to check with your support staff first (more 
on support staff below). 

Next, we hear both Japanese natives and non-na-
tives complain about the amount of paperwork 
involved with grant funding. Honestly, if the gov-
ernment is going to give you tax payers’ money to 
explore and discover new vistas of knowledge, a bit 
of paperwork and transparency is expected, so you 
are just going to have to accept this responsibility. 

There have been many positive changes to the 
way funds can be used recently, so it is important to 
review these changes. You should talk to the dedi-
cated staff at your institution for details. However, 
the highlights of the most recent and useful chang-
es are as follows. Funding can be carried forward 
or back a year. In both cases, some straightforward 
paperwork needs to be filled out. To reach into the 
future year and bring funding into the current time 
frame, you just need to stipulate which year you 
would like to draw from and how much. 

There are two times a year when this can be done, 
once around the summertime and once in the fall. 
Please check with your support staff for specific 
deadlines. This ability to move money around 
has been introduced recently, and should not be 
overlooked. These new rules are especially useful 
if you are making good progress and would like to 
purchase equipment or items in the current year in-
stead of having to wait up to 12 months because the 
next year’s budget has not kicked in yet. The total 
amount of funding does not change, so there will be 
less money in the next year. However, accelerating a 
project is often well worth it. 

The opposite is also possible. Often, it is difficult 
to spend exactly the amount allocated for any fiscal 
year. When this is the case, the money remaining 
can be carried into the next year, as long it is not 
the last year of the project. This eliminates wasteful 
last-minute spending and improves the efficiency of 
the system. 

It is important to understand some basic ter-
minology of the budget system. In 2001, indirect 
funding was introduced into the system, which 
means funding can be broken down into direct and 
indirect funds. Direct funds are sums you get for 
the project, and indirect funds are generally used for 
administration purposes which go to your institute. 
However, sometimes your institute may give you a 
portion of this back. 

The maximum allowable limit for a Category 
C (general) grant is 5,000,000 Japanese yen (JPY). 
However, that does not mean you will ever re-

ceive that much money. The most you can expect 
to receive for a category C, over a typical 3-year 
project, is about 3.6 million JPY. Let’s break it down. 
Scenario #1: You sit down and sketch out all the 
equipment costs, conference fees and expenditures 
for a three-year research project, and you come to 
the total 4,800,000 (approx. $48,000) to complete 
the project. Great! This is just under the 5-million 
JPY limit for category C, so you apply. Your propos-
al passes, and April 1st you hear that you got 3.37 
million + 86,000 JPY. You accept the grant, but you 
wonder what happened. You are 1.344 million short 
and start thinking about what part of the project 
you can cut and where to trim. Let’s step back and 
reverse engineer this budget and find out where 
that shortfall went.

Let’s work through the hypothetical example where 
you ask for 4.8 million JPY. We start with the reality 
that you will never get 100% of your budget request. 
Ten percent or more will be cut outright during the 
screening process by the panel of judges. Initially, a 
10% initial reduction from 4.8 million becomes 4.32 
million JPY (a loss of 480,000, or about 5,000 USD). 
Of that, the school gets about 22% for administration 
overhead, so you are left with approximately 3.37 
million JPY. But, the school may give you back 0-15% 
of the indirect funds. Yes, just let that sink in. They 
will take about 22% and then give you up to about 15% 
back from the portion they took. It’s kind of weird, but 
that how it works. Let’s say they give you 9% of their 
950,000 JPY take. That gives you about 86,000 JPY in 
indirect funds to add to your 3.37 million. 

Now, the reason I am not going to say the total is 
the combination of the two values, which is 3.456 
million, is because direct funds and indirect funds 
cannot be combined for purchases; the types of 
purchases you can make with each are different. So, 
asking for 4.8 million leaves you with 3.37 million 
in direct funds + 86,000 JPY in indirect funds for a 
shortfall of 28% or 1.344 million (approx. 13 thou-
sand USD). That is not including the losses from 
overhead and markup that your school purchasing 
department may charge you on equipment or other 
goods and services.

The point to remember is that you should only 
plan for about a maximum of 3.6 million across the 
life of your research project. Use the following in 
your overall calculations. 
• (Funds needed) / (0.72) = funds to request, or 
• (Funds needed) * (1.39) = funds to request (it’s 

the same calculation)
Example,
• If you need 3.50 million JPY then ask for 3.50 / 

0.72 (roughly 4.86 million)
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• If you need 2.20 million JPY then ask for 2.20 * 
1.39 (roughly 3.06 million) 

So, even though the maximum funding from a 
Category C grant is 5 million JPY, the maximum 
you are likely to actually get is about 5.0 * 0.72 , or 
about 3.60 million JPY over the life of the project. If 
you need more funding and think you have a stellar 
team with stellar credentials, then you can always 
apply for the next higher category, Category B, for 
up to 20,000,000 JPY (approx. 200,000 USD), or 
Category A, for up to 50 million JPT (about half a 
million USD).

Getting Along with the Support Staff at Your 
Institute
You will undoubtedly need to contact your sup-
port staff and stay in touch with them throughout 
the funding process, which includes after your 
grant proposal gets accepted. There will be periods 
throughout the year when you will be contacting 
them quite a bit about annual reports, purchasing 
questions, or other grant-related issues. 

Everything must go through their office. They act 
as the gatekeepers for the government, mostly to 
protect you from yourself and your ignorance of the 
system. They check that you meet deadlines, that 
you are submitting the proper forms, and most of 
all that you are not breaking any grant rules or pur-
chasing protocols that can land you in hot water. 
They know the rules, so ask them questions when-
ever you are in doubt about a particular procedure. 
We like to start by telling them what we want to do, 
and then asking them what are the specific steps to 
take in order to get it done. That way you won’t be 
surprised when you need to fill out three different 
forms for some small procedural point. 

For example, say you want to reach into the 
following year and use money that was originally 
allocated for the future. As mentioned above, you 
can do that. You can also move unused money from 
your current year into the next year, assuming it 
is not your final year. They can help you with that. 
There are specific times of the year to do that and 
special paperwork that needs to be filled out. That 
is what support staff are there for. They are there to 
help you get your research paperwork completed 
smoothly and as painlessly as possible, so that you 
can focus on the research and not have to figure out 
what form to fill out. They will tell you if you ask. 

So, the general rule is to be extremely polite and 
considerate to your support staff. They are working 
hard for you and deserve your respect. No matter 

how frustrated you may get with what may seem 
like endless paperwork, never ever take it out on 
the support staff. If you do, you will regret it the 
next time you need something from them, which is 
usually sooner than you might think. 

Miscellaneous Budgetary Issues and Tips
There are a number of very important budget 
details to consider. We will mention a few here, but 
you need to realize this list is not comprehensive. 
Please check with your support staff and the helpful 
documents listed in the reference section. The 
grant funding agency understands that research is 
always in flux, and it is hard to predict expenditures 
three years out or more. Hence, the flexibility it 
allows with spending. Yet, you should consider the 
following:
1. Be specific when listing your conferences, if 

possible. Indicate how many people will be go-
ing, the name of the conference and the city.

2. Conference participation fees should be listed 
in a different category which is separate from 
the conference transportation fees category. 

3. Check with your administration staff before-
hand to determine the correct category for soft-
ware, services, and hardware. Also, hardware 
over a certain amount is a special category. 

4. List computers according to their functions, 
not just as computers; call them data acquisi-
tion stations, video processing workstations, or 
servers, instead. Your home institute is ex-
pected to supply you with basic infrastructural 
equipment such as a computer, printers, pens, 
and paper. If you need a new computer, explain 
why it is necessary for the success of your 
research and not just a personal desire. Be sure 
to tie everything back to being critical for the 
success of the project.

Now, this next point is a sensitive subject. Sharp 
readers will have noticed during the budget calcu-
lation where we alluded to it, but we will explicitly 
discuss it here since it is such an important topic. 
The reality is you can lose between 20-30% of your 
initial budget request, and if you do not take this 
into account, you may not have enough to complete 
your research as planned. The majority of apparent 
cuts are actually redirected into indirect fees for ad-
ministrative overhead, but cuts also may comprise 
straightforward reductions. Whatever the reasons, 
it will feel like a punch in the gut from your per-
spective. Therefore, you will need to: a) add a few 
items and expect not to get them, b) list the cost of 
items on the high side, or c) ask for multiples of an 
item and expect you will get fewer than originally 
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planned. If you know you need 3 million JPY to do 
a project successfully, and if you ask for 3 million, 
be prepared to receive only 2.2 million. Then figure 
out where you can cut back, or you can strategically 
accommodate cuts that are likely to come.

It is useful to prepare a spreadsheet that parallels 
the budget format on the application form and 
takes into account the slightly different version 
in the web system. Familiarize yourself with the 
categories and what goes in each column. Then 
break it down by project year. For example, a major 
difference between the paper application and the 
online system is that travel expenses are combined 
in the online system, whereas they need to be sepa-
rated into domestic and international categories on 
paper. You will also need yearly totals and category 
totals. Setting this up in a separate spreadsheet, pre-
viewing, and adjusting expenses will save you a lot 
of time and frustration when it comes to transfer-
ring this information into the system. A screenshot 
of the online budget screen is shown in Figure 1. 

As of last year, the feedback screen has been 
radically simplified; however, we are showing the 
old version to give you a comprehensive overview 
of the issues that you will need to consider when 
you write your proposal. The categories are still the 
same, and many judges will still be familiar with the 
old system and may be unconsciously using it even 
with the new rating system. Remember the five ma-
jor categories: 1) Academic validity and importance 
of research, 2) Validity of research plan and meth-
odology, 3) Originality and innovation of research, 
4) Universality and applicability of research, 5) 
Ability/skill of researchers is adequate and research 
environment is appropriate. For a comprehensive 
discussion of these major grading criteria, please 
see Part One of this article series. The numbers in 
Table 1 refer to the major grading criteria, and the 

letters refer to sub-categories for each. Once you’ve 
gone through your budget and proposal thoroughly, 
you may want to ask a trusted colleague to use this 
evaluation chart as a basis for critical feedback. 

Table 1. Detailed sub-category feedback and grading 
criteria

1a Whether or not it is academically important

1b Whether the research structure and details 
were enough

1c Whether the budget is appropriate for 
research

2a
In order to achieve research goals, wheth-
er research plan was carefully thought 
through

2b
From standpoint of accomplishing the plan; 
whether considered alternate plans careful-
ly enough

2c Whether time frame was appropriate

2d Whether allocation of funds was appropri-
ate

2e
Whether primary investigator responsibil-
ities are suitable and appropriate to details 
of project

2f

Appropriateness for public funds:
a) to simply purchase off-the-shelf 
equipment 
b) a plan to use funds with other funds 
to purchase a large piece of equipment 
c) for purpose of business or employing 
personnel 
d) for purpose of personal gain or 
business

Figure 1. Online budget form. This screenshot shows year and category breakdowns (JSPS, 2016).
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3a
Whether innovation and originality are 
brought about by research target and 
method

4a Whether research would contribute to 
advancement of your research field

4b
Whether research will impact or have a pos-
itive effect on society, business or business 
community at large

5a
Whether you have ability to complete 
research based on previous research results 
and academic publications 

5b Whether research group as a whole has 
ability, and roles members play are suitable

5c
Whether research environment such as 
facilities, equipment and materials are 
adequate

Summary
Having your first grant proposal accepted is an 
exciting, exhilarating moment in your research 
career. A group of your peers has deemed your idea 
credible enough to allocate millions of yen towards 
your research. You can now embark on a process of 
discovery, uncovering hidden truths about human 
beings, society, and nature. If you wish to get the 
official version of what scientific research is from 
the governing body allocating funds, then all you 
have to do is read the first few pages of the official 
Kakenhi: Creating New Knowledge handbook. 

Broadly speaking, scientific research is all intel-
lectual work that aims to uncover truth hidden 
in human beings, society and nature. An intrinsic 
characteristic of scientific research is a rigorous and 
systematic inquiry into principles and knowledge, 
in a free and responsible way, based on the ideas of 
the researcher. Through scientific research, knowl-
edge supporting the welfare of mankind (i.e., dig-
nified happiness and prosperity based on a stable 
life and social environment) is accumulated, and a 
cultural infrastructure is formed. Scientific research 
based on this is indispensable for further scientific 
progress and technological development. (MEXT & 
JSPS, 2016, p. 3)

You may shrug off the above statement as just a 
flowery introduction in a government manual that 
does not need to be taken seriously, or as a weird 
translation of Japanese that again does not really 
hold any weight. However, we politely disagree. If 
you are passionate about your research and contin-
ue to strive for excellence, then it will show in your 
proposals and the work that you do, and it will only 
be a matter of time before you will be counted as a 

grant recipient. It is really no big deal, but it does 
feel that way when you get your first one. 

We have left out details that we felt are readily 
available in other well-prepared documents that 
your support staff will undoubtedly have. It is im-
possible to cover every issue that may arise, but we 
hope that we have covered enough to get you start-
ed to write a successful proposal on your first try. 
If you are serious about the grant writing process, 
we recommend that you review English documents 
available on the grant website (https://www.jsps.
go.jp/english/e-grants/). They contain many useful 
charts and tables covering the entire system. They 
also provide valuable insights into the two-tiered 
screening process, the annual reports you are ex-
pected to complete, and much more. Finally, get an 
early start, preferably at the beginning of summer 
in July or August, so when the late October deadline 
rolls around you will be ready with a well-written 
proposal that you have developed  carefully. 

Applying for a grant may seem like a daunting 
challenge at first, but once you receive funding, it 
can become an exciting period in your career. You 
will be on the forefront of knowledge, and expand-
ing the frontiers of human understanding. We hope 
that you have learned a few strategies and tech-
niques that will aid in the unending quest for new 
understanding, knowledge, and learning for the 
betterment of humankind and the world. 
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The Gender Awareness 
in Language Education 
Special Interest Group
 
SIG Overview
The Gender Awareness in Language Education 
(GALE) SIG works toward building a supportive 
community of educators and researchers interested 
in raising awareness and researching how gender 
plays an integral role in education and professional 
interaction. We also network and collaborate with 
other JALT groups and the community at large to 
promote pedagogical and professional practices, 
language teaching materials, and research inclusive 
of gender and gender-related topics. 

Our Mission Statement focuses on the following 
four points:
1. To research gender and its implications for 

language learning, teaching, and training, such 
as differences in discourse styles, preferred 
teaching and learning styles, interests, needs, 
motivation, aptitude, achievement, classroom 
interactions, same-sex versus co-educational 
classrooms and same sex vs. opposite sex teach-
ing, and social identity.

2. To improve pedagogical practices, develop 
language teaching materials, and provide a 

Bob Cvitkovic has been on six 
JSPS grants since 2009, acting 
as both principal investigator 
and co-investigator. He has a 
Master’s degree in Materials 
Engineering from the Univer-
sity of Alberta and another in 
TESOL from Temple University, 
Japan. His research interests lie 
in measuring the effectiveness 
of English educational apps through instructional 
efficiency, in-game metrics, and learning outcomes.

Max Praver is an Associate Pro-
fessor in the Faculty of Foreign 
Studies at Meijo University. He 
holds a Master of Science and 
a Doctoral degree in Education 
from Temple University, Japan. 
His research interests lie in 
teacher self-efficacy, motiva-
tion, and technology enhanced 
learning. 

[JALT FOCUS]  SIG FOCUS
Joël Laurier & Robert Morel
JALT currently has 26 Special Interest Groups (SIGs) available for members to join. This column 
publishes an in-depth view of one SIG each issue, providing readers with a more complete picture 
of the different SIGs within JALT. For information about SIG events, publications, and calls for 
papers, please visit http://jalt.org main/groups.
Email: sig-focus@jalt-publications.org •  Web: http://jalt-publications.org/tlt/departments/sig-news

clearing house for materials inclusive of gender 
and gender-related topics in Foreign Language 
(FL) subject areas such as communication, his-
tory, literature, linguistics, science, sociology, 
cultural studies, etc.

3. To raise awareness of workplace and human 
rights issues related to gender for language 
professionals, such as discrimination, harass-
ment, and violence based on gender and sexual 
orientation, and discrimination on the basis of 
marital or parental status, and to provide infor-
mation for countering such discrimination.

4. To increase networking opportunities among 
language professionals interested in teaching, 
researching, and/or discussing issues related to 
gender and language education, such as biologi-
cal sex, gender identity, gendered language, sex-
ual orientation, gender behavior, gender roles, 
and gender socialization.

The Mission Statement (https://gale-sig.org/
gale-mission/) can be found on our website (https://
gale-sig.org/).

Events
GALE has 72 members of all genders at the time 
of this writing. The SIG holds forums and invites 
plenary and featured speakers to the Pan-SIG and 
JALT International Conferences. At the recent Pan-
SIG 2018 Conference in Tokyo, GALE was proud to 



A
R

TIC
LE

S
JA

LT PR
A

X
IS

THE LANGUAGE TEACHER  42.5   •   September / October 2018 47

JA
LT FO

C
U

S • SIG
 FO

C
U

S
The Language Teacher  •  JALT Focus: SIG Focus  

support a wide variety of gender-related presenta-
tions which addressed topics including LGBTQIA+ 
identity, sexual harassment issues, and diversity in 
JALT conference attendance.

The upcoming 2018 Conference in Shizuoka, with 
its theme of Diversity and Inclusion, promises to 
be a particularly exciting event for GALE. Plenary 
Speaker Professor Momoko Nakamura will speak 
on “Gender Construction in Japanese Translation” 
and “Normalization and Simplification of Japanese 
Youth Style.” Featured Speaker Professor Louise 
Haynes’ presentations will be “Songs of Social 
Significance” and “Student Choice, Motivation and 
Inclusion.”

Recent projects by our members include work on 
the JALT Code of Conduct, and inclusive repre-
sentation of gender on the JALT website. We seek 
collaboration with other SIGs and Chapters to 

co-sponsor speakers on gender-related research and 
teaching.

Publications
GALE accepts submissions and publishes, on an on-
going basis, for our new online Newsletter and the 
peer-reviewed Journal and Proceedings of the Gender 
Awareness in Language Education Special Interest 
Group of JALT (affectionately known as The GALE 
Journal). Information and previous issues are avail-
able at https://gale-sig.org/index.php/gale-publica-
tions/. We also maintain an active Facebook group 
and a mailing list at galemembers@gale-sig.org. All 
interested people are encouraged to join.

Submitted by Quenby Hoffman Aoki,  
GALE SIG Co-Coordinator

JALT Sendai Professional Development Weekend 
Fostering Resilience in Young Learners (plus more!)

with Judith O'Loughlin 
JALT Junior 2018 Plenary Speaker

October 20 – 21, 2018
2 days of workshops, plus optional off-to-the-onsen with 

the presenter and JALT Sendai locals. 
Details at http://www.jaltsendai.org

Osaka JALT TechDayPlus 2018
Saturday, September 29, 2018 - 9:00 – 17:30

with Jerry Talandis, Jr., JALT's Publications Board, & more
At TechDayPlus 2018, we aim to share ideas on a wide range 
of topics, both tech-related and non-tech alike. All are wel-
come to submit proposals for presentations via this link: 
https://tinyurl.com/y8y5vnxf The deadline for submissions 
is Saturday, September 8. JALT's Publications Board Chair 
Jerry Talandis Jr., and many of the Board will be joining us, 
including Eric Hauser, Peter Clements, Malcolm Swanson, 
Caroline Handley, Aleda Krause, Philip Head, Sugano To-
shiko, and In'nami Yo. Together they will be presenting on 
Getting Published in JALT Publications. This event will be 
at the beautiful facilities of Uchida Yoko Co., Ltd., very near 
Tanimachiyonchome Metro Station, and will be followed 
by a dinner party at a nearby restaurant. Please check back 

closer to the date for updated information.

Uchida Yoko Co., Ltd., Osaka Branch 
2-2, Izumimachi 2-Chome, Chuo-ku, Osaka 540-8520
More info: https://jalt.org/events/osaka-chapter/18-09-29



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

JALT MEMBERSHIP INFORMATION 
The Japan Association for Language 
Teaching (JALT)

• A professional organization formed in 1976  
- 1976年に設立された学術学会

• Working to improve language learning and teach-
ing, particularly in a Japanese context  
-語学の学習と教育の向上を図ることを目的としています

• Almost 3,000 members in Japan and overseas  
- 国内外で約 3,000名の会員がいます

http://jalt.org

Annual International Conference
• 1,500 to 2,000 participants  

- 毎年1,500名から2,000名が参加します

• Hundreds of workshops and presentations 
 - 多数のワークショップや発表があります

• Publishers’ exhibition - 出版社による教材展があります

• Job Information Centre  
- 就職情報センターが設けられます

http://jalt.org/conference

JALT Publications
• The Language Teacher—our bimonthly publication  

- 隔月発行します

• JALT Journal—biannual research journal  
- 年2回発行します

• JALT Postconference Publication  
- 年次国際大会の研究発表記録集を発行します

• SIG and chapter newsletters, anthologies, and con-
ference proceedings - 分野別研究部会や支部も会報、アン
ソロジー、研究会発表記録集を発行します

http://jalt-publications.org

JALT Community
Meetings and conferences sponsored by local chapters and 
special interest groups (SIGs) are held throughout Japan. 
Presentation and research areas include:
Bilingualism • CALL • College and university education • 
Cooperative learning • Gender awareness in language ed-
ucation • Global issues in language education • Japanese 
as a second language • Learner autonomy • Pragmatics, 
pronunciation, second language acquisition • Teaching chil-
dren • Lifelong language learning • Testing and evaluation 
• Materials development

支部及び分野別研究部会による例会や研究会は日本各地で開催
され、以下の分野での発表や研究報告が行われます。バイリンガリズ
ム、CALL、大学外国語教育、共同学習、ジェンダーと語学学習、グロー
バル問題、日本語教育、自主的学習、語用論・発音・第二言語習得、児
童語学教育、生涯語学教育、試験と評価、教材開発 等。

http://jalt.org/main/groups

JALT Partners
JALT cooperates with domestic and international partners, 
including (JALTは以下の国内外の学会と提携しています):

• AJET—The Association for Japan Exchange and 
Teaching

• IATEFL—International Association of Teachers of 
English as a Foreign Language

• JACET—The Japan Association of College English 
Teachers

• PAC—Pan-Asian Consortium of Language Teaching 
Societies

• TESOL—Teachers of English to Speakers of Other 
Languages

Membership Categories
All members receive annual subscriptions to The Language 
Teacher and JALT Journal, and member discounts for 
meetings and conferences. The Language TeacherやJALT 
Journal 等の出版物が１年間送付されます。また例会や大会に割引価
格で参加できます。

• Regular 一般会員: ¥13,000
• Student rate (FULL-TIME students of 

undergraduate/graduate universities and colleges 
in Japan) 学生会員(国内の全日制の大学または大学院の学
生): ¥7,000

• Joint—for two persons sharing a mailing address, 
one set of publications ジョイント会員（同じ住所で登録す
る個人2名を対象とし、JALT出版物は2名に１部): ¥21,000

• Senior rate (people aged 65 and over) シニア会員(65歳
以上の方): ¥7,000

• Group (5 or more) ¥8,500/person—one set of publi-
cations for each five members グループ会員(５名以上を
対象とし、JALT出版物は５名ごとに１部): 1名 ¥8,500

http://jalt.org/main/membership

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

JALT Central Office
Urban Edge Building, 5th Floor, 1-37-9 Taito, Taito-ku, 
Tokyo 110-0016 JAPAN
JALT事務局：〒110-0016東京都台東区台東1-37-9 
アーバンエッジビル５F

t: 03-3837-1630; f: 03-3837-1631; jco@jalt.org
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Scott Gardner old-grammarians@jalt-publications.org

Yo, Eigo, Stay the Way You Are

E arlier this year I was observing a student teach-
er giving a lesson to a junior high school class 
as part of her practicum. The lesson was based 

on the following dialogue:
Ms Erable: What is that?
Mijime-kun: It’s an old fiddle.
Ms Erable: A fiddle?

(Note: Names and artefacts have been changed to 
protect the mundane and unfunny.)

At some point in her exegesis of this exchange, 
the student teacher asked the kids to help her “fix” 
the grammar in Ms Erable’s final line. She ulti-
mately led the entire class (with the exception of 
myself, biting my tongue at the back of the room) 
to the conclusion that the grammatically correct, 
intended meaning of the woman’s response was “Is 
it a fiddle?”

Which is, of course, pure fiddle. By this same 
logic, Sylvester Stallone’s impassioned cries to his 
girlfriend from the boxing ring, after barely losing 
the title fight at the end of Rocky, would have been 
intended to mean: “Yo, you are Adrian!” If this is 
Chomskyan deep structure, it’s pretty much just 
lapping around the ankles.

A few of my students have been doing research 
along similar lines, namely trying to determine 
specimens of good “spoken grammar” in Japanese 
EFL textbooks. Among the many reasons they chose 
to research this topic (besides the fact that I told 
them to do so) is that they had noticed some glaring 
differences between the grammar appearing in the 
textbooks and the grammar spoken by characters 
in some of their favorite English language songs 
and movies. Take the following lines from a recent 
Ariana Grande song:

Every look, every touch
Makes me wanna give you my heart
I be crushin’ on you, baby
Stay the way you are
Let’s set aside “wanna” for another discussion 

and focus here on “I be crushin’.” Grande’s use of a 
colloquial, cute and endearing grammar structure 
is entirely cool with me. But it’s not likely to appear 

very soon in any Monkasho-approved junior high 
textbooks. (There is an obscure policy directive that 
says trend-setting linguistic phenomena must be at 
least 40 years out of date before they are “gnarly” 
enough to merit inclusion in the curriculum.)

On the other hand, anyone who thinks that 
Ariana be droppin’ the newest, chillest English on 
us through her hip-hoppy millennial-friendly R&B 
should do more research themselves. Let me in-
troduce to you one of my favorite American actors 
of all time, Bugs Bunny, who in a classic animated 
Western from way back in the 1940s was facing 
down red-bearded bad guy Yosemite Sam on a train 
that Sam was trying to rob:

Sam: Be you the mean hombre that’s a-hankerin’ 
for a heap of trouble, stranger?

Bugs: I be.
As you can see, B. Bunny was crushin’ on hip En-

glish slang long before Ariana made it grande.
As part of my students’ research project I asked 

them to check out some English slang online (and 
of course I claimed “no fault” on what they might 
end up finding), to see if they themselves could “fix” 
the textbook dialogue above to sound a little more 
natural. This is what they came up with:

Ms Erable: What is that?
Mijime-kun: It’s an old fiddle.
Ms Erable: Get outta town!
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