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PeerSpectives !
Issue 12!!
Established in 2008, PeerSpectives is an 
open access, quick turn around publication 
for all those interested in education in 
general and cutting edge or experimental 
practice in particular. PeerSpectives is 
published biannually, in spring and 
autumn.!
The Journal seeks to encourage more 
peering (verb: to treat those we work with, 
teach, and learn from as peers and to 
value their points of view) and encourages 
contributions from educators, learning 
advisors, coaches, mentors and learners; 
we aim to empower each other to be better 
members of a global world.!

!
Editorial!
!
Tim Murphey !
Welcome to Issue 12 of PeerSpectives, a 
Paperless 2014 Special Issue. This issue 
welcomes two new contributors, Anna 
Isozaki and Brad Deacon, with regular 
articles and a group of short conference 
proceedings papers from the Paperless: 
Innovation and technology in education 
conference held on February 1st, 2014 at 
Kanda University of International Studies. !
Anna’s paper, Testing the cutting edge in 
translation: Collaboratively building critical 
thinking about computer translation 
software, valuably looks at how our 
students can be better oriented to use 
computer translation software in effective 
ways and avoid some of the pitfalls. Brad’s 
paper, Increasing EFL writing speeds, 
insightfully looks at ways of suggesting to 
students that they can write more and 
better under certain conditions, and 
hopefully get them hooked on writing. !

!
For those of you not able to attend the 
Paperless conference, we have a selection 
of papers here, to help give you a taste of 
the great presentations and work shops 
from the day - showcasing the new 
mediums and perspectives technology use 
is bringing to education. We are happy to 
include papers by a few of the wonderful 
presenters and hope to bring you a few 
more in the next edition. !
I would like to acknowledge my coeditors, 
the readers, and proof-readers who have 
put in a lot of time to bring this issue to 
you. On behalf of the PeerSpectives team, 
please enjoy Issue 12 and we hope you 
enjoy finding new ideas and inspirations 
for your teaching. !!
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!
Call for Papers 

!
PeerSpectives differs from other journals in 
that we focus on short, practical articles 
from a wide range of contributors. We 
particularly welcome new or challenging 
ideas and reports of innovative practice. See 
our website for more details: 

http://peerspectivesonline.org/ 

This is a double-blind, peer reviewed and 
negotiated publication; nothing is 
automatically accepted. All articles must 
meet APA standards. !!

PeerSpectives is published biannually, in 
spring and autumn. The next submission 

deadline is June 1st. !!
Send attached files to 

peerspectivesonline@gmail.com 
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Original Papers!

Testing the cutting 
edge in translation: 
Collaboratively 
building critical 
thinking!
Anna Husson Isozaki 
Gunma Women's University and Kanda Graduate 
School: MA TESOL program!!
Abstract!
It is an ongoing challenge for L2 learners to 
evaluate rapidly evolving online language 
technologies, particularly translation software on 
the Internet. Considering students’ need to build 
skills for future, autonomous critical thinking about 
these technologies and the media surrounding 
them, the instructor set up small collaborative class 
activities in two university classes. The goal was to 
see if hands-on, cooperative activities would 
stimulate critical thinking (CT) and help students 
communicate about issues surrounding language-
related information technologies. A follow-up 
collaborative activity in critical media literacy 
regarding reporting about automatic translation was 
also carried out. Students’ performance and 
feedback showed gains in confidence and 
consequent willingness to critically examine claims 
put before them, encouraging the instructor to 
concur with researchers such as Gokhale (1995), 
and Murphey and Jacobs (2000), who have written 
that collaborative activities can be effective in 
supporting development of strengthened critical 
thinking, and Yang and Gamble (2013) who have 
demonstrated that strengthened CT abilities can 
lead to improved academic performance as well in 
university-age EFL learners.!!
Introduction: language learners, online 
translation, and “time-saving”!!
University students are generally pressed for time 
and language students are no exception. 
Instructors can help students by staying current 
with information technology online and evaluating 

what is potentially useful for learners’ language 
work and what only promises time-saving.* Online 
translation sites are an example, recently 
generating a great deal of marketing and even 
media fanfare (Garrity, 2013; Nixon, 2013), some of 
it featuring one-sided claims and apparently not 
troubled by financial interest (Flinders, 2013; 
Laska, 2013a, 2013b). Most university students will 
know of free sites and will probably have favorites. 
Generally, computer translation sites promise 
greater speed than human translators, easy 
“polishing up,” and often, translation “memories” so 
that the same words or phrases can be 
automatically input to documents after being 
translated once. !!
Critical thinking regarding translation 
software !!
Powerful appeals such as the above are unlikely to 
be counteracted effectively by instructors simply 
telling students not to use the sites, which offer 
themselves whenever the learners go online. The 
root issues are deep: learners’ skills and ability to 
engage in critical thinking about the claims and the 
software. Critical thinking, as needed in this 
situation, cannot thrive without learners having 
some self-confidence in their ability to evaluate the 
sites’ promises against what actually appears in a 
“results” box. While the transformations visible on 
these sites compared to a few years ago are 
undeniably impressive, much does require closer 
examination. In English prose, is repetition of the 
same phrase numerous times within a document 
desirable? If grammar, fundamentally the glue 
holding words together, is mangled or lost, is it 
time-saving to attempt sorting out the resulting 
mash or is a fresh beginning more time-efficient in 
the end? Human translators have been offering 
some of their answers to these questions. For 
second language learners, however, these 
commentaries may not be easy to find even if 
strong motivation is present (see Hendzel in 
Bradshaw, 2013; Payne, 2013). !!
Princeton professor and prizewinning translator 
David Bellos exemplifies confidence in critical 
evaluation,  advising: !!
...[I]t’s very silly to use Google Translate or 

any automatic translation service to 
produce text in a language you don’t 

master completely. (...) The output of any 
automatic translation device needs to be 
read and corrected by somebody who 
commands the language completely, 

because you can often see easily where 
the mistake is, or you can tell whether it’s 
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garbage or not. And if it’s garbage, you 
disregard it. (NPR, 2011) !

How can language learners, who by definition have 
not yet reached the confident stage of “mastery,” 
develop their own critical balance? It would be an 
oversimplification and counterproductive if 
instructors were to suggest any permanent answer; 
the situation is too fluid and the technology is 
improving too rapidly. Learners need to be 
equipped to make their own judgments in real time, 
for which empowerment and critical thinking skills 
are crucial.!!
Collaborative learning and critical 
thinking!!
Research and writing on collaborative learning 
offers potential guidance. Adams, Carlson and 
Hamm (1990, p. 10) write: “When working in 
collaborative groups students have a better chance 
to explore ideas, justify their views and synthesize 
knowledge within a supportive environment.” 
Murphey and Jacobs (2000) state that “it is our 
contention that students learn autonomy...more 
quickly through guided cooperative learning in 
which they collaborate with peers to find and create 
their autonomous and critical voices.” !!
Gokhale’s (1995) experiment comparing two 
groups of students studying technology provides 
valuable hard evidence for these observations on 
the undergraduate level, leading to his conclusion 
that “...if the purpose of instruction is to enhance 
critical-thinking and problem-solving skills, then 
collaborative learning is more beneficial.” More 
recently and specific to the EFL environment, Yang 
and Gamble (2013) conducted a semester-long 
experiment to compare a course involving 
collaborative activities for critical thinking to a 
traditionally-taught EFL course. The end-semester 
results were very strong for the students who had 
participated in the collaborative, critical thinking-
taught course in student satisfaction, critical 
thinking skills and also better than the control group 
in academic achievement. The researchers 
attributed the general L2 English improvements 
seen in the experimental group to benefits from 
their learners practicing evaluating their reading 
materials for deeper understanding, and from 
collaborative work stimulating speaking and 
listening motivation (p. 407). As for helping build 
improvements in critical thinking (CT) abilities, Yang 
and Gamble write: “providing a variety of differing 
or conflicting information sources encourages 
learners to realize that CT skills are necessary for 
determining what to believe. Diversity of opinion 
also fosters confidence in one’s own voice, 
empowering learners to challenge conventional 

wisdom and question information sources” (p. 409).!!
Considering the research, and the challenge for 
learners: to evaluate rapidly evolving online 
language technologies and to build skills for future, 
autonomous critical evaluations, this instructor set 
up three collaborative class activities. The aim in 
the first two was to scaffold university students’ 
testing of popular translation software on the 
Internet and their practice considering critically with 
peers the results the software produced. The third 
followed up on the translation software testing with 
a critical media literacy activity regarding reporting 
on automatic translation.!!
Cooperative software testing !!
The activities took place in two universities 
northwest of Tokyo. Class sizes were small: seven 
members in an international communications 
department’s Business English course, and twenty-
one members in a first-year Medical English class. 
The Business English class worked with an 
example email and the Medical English class for 
future physical therapists worked with a scripted 
introduction for beginning treatment sessions with a 
new patient (Appendix A). The time devoted to the 
activities was approximately one hour. Business 
English members shared student-owned devices to 
connect to the Internet, and the Medical English 
class session took place in a computer lab.!!
Business English!!
The fall semester Business English class for third 
and fourth year international communications 
students was provided with a short email in natural, 
idiomatic English, supposedly from a business 
partner in the U.S.!!

Hi John,  
I thought I’d just quickly drop you a line re. 

upcoming contract points that may run 
into some snags.  The goods from the U.S. 

may be delayed due to the lingering 
effects of the government shutdown. They 
should have been arriving by 10/26 but at 
this point we should aim to expect them 

around Halloween. Can you hold out until 
then?  

More later in my next mail,  
Angel !

The contents were readily understandable to class 
members when gone over together; business news 
at the time had dealt extensively with the effects of 
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U.S. politics on business. When the whole class 
was firmly satisfied that they understood and could, 
themselves, translate the original text, small 
“teams” of two or three members were formed 
around the available devices and invited to input 
the original text to translation sites of their 
choosing. Teams worked together, sharing results 
aloud to the full class, with laughter provoked by 
the unusual translations offered by various sites. 
One site, for example, translated the name of the 
sender “Angel” to the Japanese tenshi (angel), 
which ordinary humans familiar with the fairly 
common name would know not to do. !!
Next, members copied and pasted the Japanese 
which sites had offered back into the entry boxes, 
and requested translations from Japanese to 
English. Students shared results again, while the 
instructor noted points of interest that arose in 
these “translations” on the board. In addition to 
comical mistakes, results included potentially more 
serious errors. Some software sites offered frankly 
unintelligible lines such as: “Pointing to more in the 
future are likely to encounter snag some,” and “Had 
10/26 arrivals of them, and we should aim to expect 
them in surroundings at Halloween here. Can you 
demand till then? The following mail of me, and in 
addition, do slowness and it is angel.” !!
Students showed engagement and occasionally 
amusement during the activity. Their verbal 
feedback to the instructor was positive, indicating 
that they had found the activity to be a worthwhile 
learning experience and intended to rely on their 
own communicative skills in writing rather than 
software output at the current stage of the 
technology. !!
Medical English!!
The second activity took place at a health and 
welfare university with first-year students. 
Translating and testing computer translation 
software was likely to be challenging for them, but 
potentially important as well. Students in this 
required English course had chosen health care 
and rehabilitation for their studies rather than liberal 
arts, and their confidence in their second language 
English skills was generally low. The likelihood that 
they would have difficulty summoning the self-
confidence to critically examine translations 
produced by software could be high; and the stakes 
could be high as well. Communication between a 
health care professional and a patient should be 
clear and accurate as a matter of safety. !!
The class session began with reading a sample 
English introduction from a physical therapist to a 
new client. 

!
Hi, I’m your physical therapist. I’m going to 

be helping you recover from your knee 
injury. We will meet every week, here, and 
I will run you through a series of exercises. 
We will get you some exercise equipment 
so you can practice every day at home, 

too. At home also you’ll use heating packs 
and cooling packs every day to help the 
healing along. From your MRI results and 
examining you now, I expect it will take 
about six months of work, if it goes well, 

for your full recovery. !
The full class collaborated on translating this into 
natural, conversational-but-polite Japanese, 
demonstrating understanding and confidence with 
the equivalent expressions they chose as a group. 
Then, arranged into five smaller groups, the 
students tested translation sites, First they input the 
original English to compare the software’s 
Japanese results with their own translation, then re-
input the software results to go from Japanese to 
English again. Team members shared initial results, 
then shared especially interesting selections with 
the full class. In the English to Japanese stage, 
“physical” in “physical therapist” became the 
Japanese word for “Physics” on two sites, and 
exercise equipment was to be brought by the client 
from their home rather than to their home in 
another. More than one site also put “Hi” into a 
slang-like Japanese expression equivalent to an 
American “Yo!” which could create awkwardness if 
used in first-time meetings with a client. Re-
translations back into English yielded the 
unrecognizable “I will send you to us by car in a 
series of movement. ... The question of the result 
and you to whom I to whom it takes about six 
months expect it now from your MRI works...” and 
some interesting surprises: the rehabilitation 
exercise program to be “run through” had morphed 
into a rather violent Japanese phrase: anata wo 
tsukitooshi, defined as “thrust, pierce or stab you 
through”(Kenkyusha), which was then rendered 
back as “thrust you into” in English. Also, instead of 
the physical therapy client practicing independently 
at home, more than one program yielded a 
confusing: “I’m at home for daily use” as the 
supposed words of the physical therapist. !!
Students were asked by the instructor for brief 
written feedback, and their comments on the 
exercise were entirely positive, with many saying it 
was “interesting” “exciting” and “funny”: further 
comments directed specifically to the computer 
translation results were: “The result of Japanese 
was regrettable.”  “...Very interesting! computer 
software translation not good...but unique!” and “It 
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is funny. I can’t rely on it” as well as: “...Human’s 
brain is the best right.” !!
Follow up: critical media literacy!!
Members of the Business English course in the first 
activity shared business news weekly, so as a 
related follow-up, the instructor prepared a session 
of reading and discussing articles regarding 
translation software. News and opinion articles 
were readily available online; automated computer 
translation has been a hot topic and of perennial 
interest since the middle of the twentieth century 
(Rubens, 2012). The articles on computer 
translation software could be roughly divided into 
three categories: strongly advocating automated 
translation, neutral (with multiple viewpoints 
included), and strongly skeptical of non-human 
translations of human languages. !!
As the members of this class had conducted the 
business e-mail activity earlier in the semester, they 
were all familiar with the topic. The instructor 
explained that a search for news articles about 
computer translation had yielded such quantity and 
divergence of opinions in results that it might be 
interesting to go through a sampling and evaluate 
them together. They would be asked to consider 
the positions presented in the articles and develop 
and share their own opinions, since they had 
already shared the experience of testing software. 
The class again was small; with students assisting 
each other, reading and then comparing articles in 
discussion would be challenging but manageable 
within one ninety-minute class session. !!
The instructor’s goal was again to scaffold critical 
thinking and evaluation, but this time focusing on 
business news presented in the media. Much of the 
business news the students found, they questioned 
primarily regarding concerns about new vocabulary 
or overall comprehension. This was understand-
able given the wide scope of business news 
published during a semester, and with distant, 
unfamiliar topics especially difficult to examine with 
critical confidence. The near-future professional 
lives of these students, however, could well involve 
substantive business decisions and English 
information would likely factor in those decisions. 
The personal experience these students had 
developed with computer translation online 
presented an opportunity to practice taking a 
comparative and critical look at business news on 
the topic together with their peers, hopefully also 
offering an empowering approach they might call 
on to use in future deliberations.!!
!  

All members first read through an exemplary article 
in which the reporter had clearly made efforts 
toward balance and which included expert, 
reputable sources and opinions on computer 
translation from across a spectrum, despite the 
limited resources of an American university’s 
student-run newspaper (Bradshaw, 2013). Class 
members counted the sources and noted 
viewpoints and backgrounds, noticing also how the 
breadth of inclusions made for an article that was 
journalistically strong and would be considered 
reliable by readers.!!
The class members then re-arranged themselves 
into close pairs for collaborative work. Each pair 
collected a “comparing sources” discussion 
worksheet prepared for the session (Appendix B). 
Key terms and questions to keep in mind for 
analysis were introduced, particularly those 
important to both journalism and business. The 
task was then set: every member would read a 
different article and explain it to their partners. 
Together, partner teams would fill out their 
worksheets, comparing their two articles by briefly 
noting each article’s main points, intended 
messages, and some possible reasons.  !!
The instructor arranged that each pair of students 
read contrasting articles: one “pro-machine 
translation” and one “skeptic, pro-human,” and 
provided a resource sheet to each team with links 
to profiles of some of the writers and quoted figures 
in the articles. Student-pairs first worked 
individually and soon assisted one another, sorting 
out difficult sections. There were audible gasps and 
then laughter as points were clarified and 
connections clicked; particularly one-sided articles 
tended to match with a business close to the writer. 
The information-organizing and paraphrasing called 
for in the “comparing sources” worksheets also 
served to create a set of speaking notes, and upon 
completion, each member and pair briefly 
presented the articles they had read and their 
analysis of their contrasts to the full class. !!
After the initial article-reading warm up and 
discussion, followed by their reading and pairwork, 
these reports were done comfortably in English. 
Possibly because each article was different, 
attention between peers at this stage seemed 
noticeably sharper than in other classroom 
speaking tasks as members took in the disparate 
messages. Vocal reactions were common as they 
listened to the incidents reported, promotions or 
words of caution, and the affiliation statuses of 
various sources and writers. !!
Students’ comments (anonymously written and 
collected at the end of the class) to the questions 
“What do you think about this exercise and group 
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work/discussion? Were there any surprises? Was it 
useful – will you use these skills again? Or not?” 
are recorded below:!!
! “Good exercise! Even though it was only 

one topic, there were a bunch of sources and 
opinions, it was worth discussion. I really like this 

exercise. It involved reading, scanning, 
paraphrasing skills which are what I want to get.”!!

“To read a lot of article is difficult, but useful to 
improve my skill.” !!

“I like this exercise. I thought this various source 
checking is useful skill not only for business but 

also in academic situations.” !!
“I was surprised to know (some) write ... unrelyable 

article with no source!”!!
“I learned how to read articles critically through this 

exercise. I want to use and practise these skills 
again.” !!

The session concluded with members discussing 
the value of getting multiple sources, and 
remembering that important further information on 
an issue is likely to be available with a quick 
Internet search. Some commented verbally that 
they now care about learning who writers or 
sources are and why they might choose to express 
the opinions that they do. The instructor shared the 
opinion that for both media literacy and for making 
good decisions in business, such searching is likely 
to be time well-spent. !!
Conclusion !!
While class-sizes were small for the reported 
act ivi t ies and therefore not amenable to 
generalizations or firm conclusions, this instructor 
feels strongly encouraged that as Adams, Carlson 
and Hamm (1990), Gokhale (1995), and Murphey 
and Jacobs (2000) have written, collaborative 
activities are effective for stimulating critical 
thinking and evaluation. Through hands-on, 
cooperative activities, issues with and about 
language-related information technologies were 
grasped and communicated between students and 
in their feedback to the instructor. Students’ class 
performance and feedback also indicated gains in 
both their language confidence and their 
consequent willingness to critically examine claims 
put before them, as was observed and reported in 
Yang and Gamble’s research (2013).!!
Murphey and Jacobs (2000) stated: “As teachers of 
autonomy we have to be open to the fact that, in 
developing autonomy, learners will in turn develop 
their courses and their lives in ways that we cannot 

completely foresee.” The rapidly transforming 
technologies and media that students worked with 
in the activities discussed above would lead this 
instructor to concur with that open approach. 
Considering the speed of the changes around 
them, developing critical thinking skills and 
confidence to use those skills autonomously in the 
future, in ways we as L2 instructors “cannot 
foresee,” would be precisely the most hoped-for 
and appropriate outcome for our learners. !!
key words: !
computer translation, collaborative learning, 
cooperative learning, critical thinking, critical media 
literacy!!
* “Free” online dictionaries, for instance, are 
recently drawing the investigation of journalists 
concerned about web-privacy (see Angwin, 2010).!!
** In Gokhale’s experiment, after the same initial 
instruction, forty-eight students were divided into 
two groups of twenty-four, with one group set to 
complete subsequent tasks individually and the 
second group to be divided into smaller, 
collaborative-task teams to complete work together. 
The two groups had the same amount of time to 
complete their set tasks, then both groups were 
given a post-activity test which had factual 
questions and questions requiring critical thinking. 
Both groups produced similar results on the factual 
questions, but the group that had done their work in 
the collaborative activities produced measurably 
superior results in the questions that required 
critical thinking skills. (Please see Gokhale, A.A. 
1995, at: http://scholar.lib.vt.edu/ejournals/JTE/
v7n1/gokhale.jte-v7n1.html?ref=Sawos.Org)!!
*** With grateful thanks to Professor Carolyn 
Miyake of Seian University for encouragement to 
carry out and report on these activities, and for 
helpful feedback on an earlier draft, and to Joel 
Laurier of Gunma Kokusai Academy for advice and 
source material related to the cooperative learning-
critical thinking connection. Also, deep appreciation 
and thanks to two anonymous reviewers for 
tremendously helpful feedback and suggestions, 
incorporated with gratitude in this version.!!
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Appendix A!!
Worksheet for students in a physical therapy 
program:!!
Hi, I’m your physical therapist. I’m going to be 
helping you recover from your knee injury. We will 
meet every week, here, and I will run you through a 
series of exercises. We will get you some exercise 
equipment so you can practice every day at home, 
too. At home also you’ll use heating packs and 
cooling packs every day to help the healing along. 
From your MRI results and examining you now, I 
expect it will take about six months of work, if it 
goes well, for your full recovery.!!
1. Memo the above in your natural conversational 
Japanese. !!
2. With your partners, test some computer 
translation programs.  !!

A. Take the English you understand, above, and 
set it to Japanese translation.  !
Does it say the same thing?  Memo what you 
notice – good or bad points.  !!
B. Then COPY the JAPANESE and translate it 
back into English.  !
Is it the same as the original?  Does it make 
sense?  Memo what you notice now. !!

I will ask groups to read aloud their results.  Have 
fun!!
 !
Appendix B!!
Before we start reading our articles, let’s discuss 
together some of the questions and key terms we 
will be thinking about in our pair and group work 
today:!!
What does “disclosure” mean?  !
What is the publication?             !
How does the magazine/news site’s name sound?!
Who wrote the article?              !
What was the person’s goal or purpose?!
Who is quoted in the article?         !
Can we see what their jobs are?!
How many sides are asked for opinions or 
information in the article?!!
If the writer or quoted people made a statement 
that sounds like fact or a big claim, what reliable 
sources do they use to support (back up) their 
claim?!!
Comparing sources discussion questions:!!
source 1: _________ by ___________      !

source 2: _________ by ___________!!
1. What is the topic?!!
2. What is the main idea or argument of source 1? !!
3. What is the main idea or argument of source 2?!!
4. What are some possible reasons for each 
article’s view?!
source 1: !!
source 2: !!
Appendix C!!
Feedback questions:!!
What do you think about this exercise and group 
work/discussion?  !!
Were there any surprises?  Was it useful – will you 
use these skills again?  Or not?!!
Bio: !
Anna Husson Isozaki has been teaching and 
translating in Japan for twenty years. Her co-
translations of bestsellers クロスファイア: 
Crossfire by Miyuki Miyabe and 花埋み: 
Beyond the Blossoming Fields by Junichi 
Watanabe were well received by critics; more 
recently she has been editing translations 
(Building Waves by Taeko Tomioka) and 
teaching reading and listening, journalism, 
media studies and critical media literacy, 
translation, business and other courses at 
universities in northwestern Kanto.!
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Increasing EFL 
student writing 
speeds through the 
usage of Milton 
model language 
patterns!
Brad Deacon 
Nanzan University!!
Abstract!!
In order to develop greater writing fluency, a 13-
week timed-writing activity was introduced into an 
EFL program. The participants included 36 
freshman university students who were randomly 
divided into an experimental group and a control 
group. A baseline pre-test was given to determine 
initial writing speeds for both groups before the 
experiment was conducted. This pilot study 
examined the impact of language pattern 
suggestions taken from the Milton Model (Bandler 
& Grinder, 1975; Bandler & Grinder, 1975, 1976; 
Grinder et al., 1977) to increase the writing speeds 
of the experimental group. Results showed that the 
experimental group improved by 63.37 average 
words compared to 18.70 average words for the 
control group over the study period. !!
Introduction!
 !
Writing fluently in a foreign language is not an easy 
endeavor, especially for Japanese students who 
have mostly focused on receptive skills while 
learning English in order to pass university 
entrance exams (e.g., Antonio & O’Donnell, 2004; 
Murphey, 2000; Takagi, 2001; Yoshihara, 2008). In 
addition, most Japanese students have very few 
chances to practice writing in English prior to 
entering university (Kobayakawa, 2011). The 
imbalance in students’ accuracy and fluency 
becomes especially evident when they join their 
freshman university English classes where there is 
a greater emphasis on productive skills. Nation 
(2007) has suggested that language courses are 
most effective when they include what he calls the 
four strands: meaning-focused input, language-
focused learning, meaning-focused output, and 

fluency. These strands include accuracy and 
fluency components and Nation recommends that 
teachers focus on allotting equal time within the 
strands in the activities offered to students in order 
to achieve balance between input and output. 
Unfortunately, university teachers in Japan are 
faced with students who have a serious imbalance 
in their English skills due to an earlier over-focus on 
meaning-focused input and language-focused 
learning, and in several cases a nearly complete 
lack of exposure to meaning-focused output and 
fluency during their high school years (Asaoka & 
Usui, 2003). Consequently, one challenge for 
university teachers is to make use of what students 
have learned to date while attempting to somehow 
rectify the imbalance in their English language skills 
development. !!
This paper examines the effectiveness of the Milton 
Model which is a way of communicating with 
people through using language patterns to offer 
people more choices to achieve success. These 
language patterns can be used to suggest more 
facilitative internal visual, auditory, and kinesthetic 
representations in others in order to increase 
motivation and improve results. The language 
patterns, which include carefully structured 
sentences, were used as a method for stimulating 
the writing speeds of university freshman students, 
in particular, on timed writing over a longitudinal 
time frame of 13 weeks. For the purpose of the 
study, an experimental group and a control group 
were determined prior to the experiment. The 
following research questions were explored:!!
RQ1) Did the timed-writing intervention have an 
impact on the experimental group’s ability to 
increase their writing speed?!!
RQ2) What were the differences, if any, in the 
number of words written between the experimental 
and control group?!!
This article will first review literature on timed 
writing and then Milton Model language patterns. 
Next, the methodology and results that include 
quantitative data on the writing speed differences 
between the experimental and control groups will 
be presented. Finally, a discussion and conclusions 
will be addressed. !!
Background !
Timed writing 
According to Goldberg (1986, p.8), the goals of a 
timed-writing exercise are: 1) keep writing; 2) don’t 
cross out (mistakes); 3) don’t worry about spelling, 
punctuation, and grammar; 4) lose control; 5) don’t 
think, don’t get logical; and 6) go for the jugular 
(write freely). These goals are geared towards 
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getting the writer’s initial thoughts on paper, rather 
than allowing writers to get trapped in writer’s 
block. !!
Timed writing (Elbow, 1981; Goldberg, 1986) helps 
students to develop their fluency strand (Nation, 
2007) to a greater degree and is a form of low-
stakes writing (Elbow, 2002). Timed writing not only 
helps Japanese university students to focus on 
their writing fluency, but also gives them valuable 
experience in finally producing language rather 
than simply acquiring it. Chastain (1988) adds that 
students need to focus on the creative process that 
allows for uninterrupted thought flow while avoiding 
the criticism that hinders writing flow and results in 
hesitation and idea blockage. This writer’s block 
can lead to feelings of inadequacy and insecurity 
which can be overcome with in-class, non-graded, 
non-stop timed writing (Mathers, 1988). !!
Language patterns 
There is a lack of empirical research investigating 
the effect of language patterns on students’ ability 
to develop their writing ability. Thus, this study aims 
to fill the research gap. Specifically, the language 
patterns in this study are drawn from the Milton 
Model (Bandler & Grinder, 1975; Bandler & Grinder, 
1975, 1976; Grinder et al., 1977) named after the 
famous hypnotherapist Milton H. Erickson, M.D. 
The Milton Model is a way of communicating with 
others in deliberately vague and general ways to 
facilitate states such as relaxation and as a way to 
help people to achieve desired results. It is a 
linguistic model based on Milton Erickson’s 
communication style that includes specific 
language patterns that have come to be used in 
various areas including education (e.g., Dilts, 1983) 
in order to create more facilitative states in 
ourselves and others. This is made possible 
through suggesting useful internal visual, auditory, 
and kinesthetic representations, for example, that 
allow people to access more empowering states of 
being and to achieve desired results more easily. 
Revell & Norman (1997) have shown that the 
power of these language patterns can impact 
student’s learning states and positively affect their 
learning outcomes. The language patterns from the 
Milton Model may be used to create powerful 
learning states in our students. Murphey & Bolstad 
(1997), who have explored hypnosis in education, 
put forth as follows:!!
All comprehended language suggests certain 
internal representations in the minds of those 
present. The principle idea behind educational 
hypnosis is the desire to consistently suggest 
internal representations that lead someone to 
facilitative learning states (p.7).!!

Method!
Participants 
The study was conducted within the framework of 
an English language program at a four-year private 
Japanese university. The 36 participants were 
18-19 year-old students who were attending 
required first-year writing classes for non-English 
majors. They attended one 90-minute class every 
week for two, 15-week semesters. Although they 
had been streamed to the advanced level within the 
program, their general level of English proficiency 
actually ranged from low-intermediate to advanced. 
The students were equally distributed into two 
advanced groups based on their scores according 
to a placement test prior to the course.!!
Timed-writing activity guidelines 
Before initiating the 13-week study, I modified the 
timed-writing guidelines mentioned earlier in 
Goldberg (1986) to the following five goals for the 
students: 1) write as much as possible, 2) use a 
pen not a pencil (as erasers can greatly limit writing 
speed), 3) cross out mistakes and write above 
them, 4) don’t use a dictionary, instead write a word 
in Japanese if necessary but remember to shift 
back into English immediately (again to encourage 
students to pause less and write more), and 5) 
focus on fluency, rather than grammar, spelling, 
and punctuation. Students were reminded of these 
goals before each timed writing.!!
To help students to gain greater confidence and 
likely increase the amount of words written, I asked 
them to write about simple topics within their 
schematic background that mostly centered on 
areas pertaining to their daily lives such as: 
weekend plans, hobbies, daily life, and school life. 
A 10-minute time limit was given as I felt this was 
neither too short (potentially limiting their chances 
to develop more fluency), nor too long to allow 
them to run out of writing steam. !!
Procedures 
The students were divided into two groups: Group 
1 (the experimental group, n=16) and Group 2 (the 
control group, n=20), respectively. (Note: Some 
students withdrew from the university before the 
course began resulting in uneven numbers). A 
baseline (pre-test) was set up in the first lesson by 
measuring the initial writing speed of all students by 
simply asking them to write as much as possible 
within the 10-minute fixed time frame in accordance 
with the guidelines mentioned above. Each of the 
groups performed the activity according to the 
same prescribed weekly topic. Over the 13-week 
period, the control group was only told to write as 
many words as possible within the fixed time limit. 
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The experimental group, on the other hand, was 
given numerous suggestions in the form of the 
Milton Model language patterns (see below) prior to 
writing and thus had two or three minutes of 
potential pre-imagining time before each essay with 
Milton Model patterns. These language patterns 
were delivered in each session with slight 
modifications for each topic. !!
Language patterns 
The following language patterns were adopted from 
the Milton Model for the purpose of this study and 
include: Yes-Sets, Complex Equivalence, Modal 
Operators, and Embedded Suggestions. A brief 
explanation of each pattern is provided below to 
help readers to become more familiar with each 
pattern. Next, an example transcript is provided 
which situates these patterns in the ways that they 
were delivered each week to the experimental 
group.!!
Yes-Sets  
In a Yes-Set we pace people with a series of 
statements with which they are likely to agree. 
These are also known as “truisms.” Truisms are 
effective for pacing because they create a 
momentum towards ‘Yes’ which then makes it 
easier to lead people in a desired direction. A good 
rule of thumb is to use about four or five of these 
truisms before then leading students to the desired 
goal.!!
Yes-Set example:!

“So, we are all here together again in 
class this Friday. And it’s another beautiful 
sunny day outside this morning. I can see 
that you have put your bags in the back of 

the room and that you…” !
Complex Equivalence!!
Complex Equivalence patterns involve connecting 
a previous statement to mean something else that 
follows. In other words, two things are said to be 
equivalent in the form of “x means y.” This is a 
particularly effective leading pattern with which to 
follow-up after pacing through a Yes-Set.!
Complex Equivalence (underlined) example:!
“…and that means you can relax and begin thinking 
about all the things you would like to write about 
during today’s timed writing now.”!!
Modal Operators!!
When we use words that describe necessity or 
possibility such as “can”, “may”, “could”, or “have 

to”, for example, we are using Modal Operators. 
This pattern is a powerful way to suggest internal 
possibilities for listeners that they may act upon in 
the future. This pattern can be even more effective 
when combined with sensory-specific suggestions 
that include visual, auditory, and kinesthetic 
representations. Modal Operators (italics) example:!!
“And before you write as many words as 
possible you can start to think of all the 

things that you have done this week. You 
might remember some of the things that 
you saw perhaps at school, at home, or 

somewhere else. You may even remember 
some of the things that you heard such as 

what people said, a TV show you 
watched, or maybe even some music that 

you listened to. Or you could even just 
write about the way you have been feeling 

this week.” !
Embedded Suggestions!!
These are suggestions that occur within a larger 
sentence structure such as those in the preceding 
patterns. Embedded suggestions are made more 
powerful by using analogue marking techniques 
such as lowering or raising the voice, pausing, or 
using a specific gesture when delivering key points. !
Complex Equivalence Embedded suggestion:  
(underlined) example:!!

 “So, now that you remember the things 
that you have experienced this week 

through what you have seen, heard, and 
felt that means you can focus on writing 

as much as possible now. Begin!” !
Data analysis!!
The words written during each timed writing by the 
students in the experimental and control groups 
were tracked longitudinally across the 13-week 
study period and then divided into five blocks: the 
baseline week, weeks 2-4, weeks 5-7, weeks 8-10, 
and weeks 11-13. The total averages for the 
baseline and each three-week block were tallied for 
each group, respectively. Three-week blocks were 
chosen instead of tracking weekly results in order 
to take into account fluctuations in student 
motivation, learning states, and among others, 
topical differences. This approach to analyzing the 
data aimed to provide a more accurate snapshot of 
students’ abilities at several points over time and to 
level out the differences for each group that might 
otherwise have emerged based on the potential 
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fluctuations mentioned above. A weekly average 
was taken and inserted into the data for times when 
students were absent. The blocks for each group 
were then analyzed for their total average of written 
words per block across the study period. The two 
groups were also compared in terms of their 
average gains between each block. Over the 
course of a semester, it was hypothesized that the 
experimental group would show greater gains in 
writing speed. Furthermore, the baseline (pre-test) 
scores were compared with the final timed writing 
(post-test). !!
Results!!
Once again, the research questions for this study 
are as follows:!!
RQ1) Did the timed writing intervention have an 
impact on the experimental group’s ability to 
increase their writing speed?!!
RQ2) What were the differences, if any, in the 
number of words written between the experimental 
and control group?!!
Table 1 includes the means and standard 
deviations for student’s timed-writing results. As 
can be seen, the experimental group were ahead of 
the control group by 26.68 average words at the 
baseline pre-test point. However, over the course of 
the four blocked periods they increased their 
average words compared to the control group by 
42.79, 59.09, 61.26, and 66.05 average words, 
respectively. In answer to the research questions 
above, it is seems clear from these results that the 
exper imental group did benefit f rom the 
intervention. In fact, they made incremental gains 
across each of the four blocked periods, whereas 
the control group remained relatively flat across the 
same time period.!!!

To further understand the differences in results 
between the two groups, their average gains in 
words written were tracked between the baseline 
and block one, and then between each respective 
block. Table 2 provides these results which again 
shows that the experimental group consistently 
made gains across each measured time block. In 
addition, these gains were greater when compared 
to the control group for each time period measured.!!

!
Table 3 provides the results taken from the pre-test 
and post-test and shows that the experimental 
group, while ahead on the baseline test by an 
average of 26.68 words initially, shot up by an 
average difference of 78.51 average words on the 
post-test. Clearly, the answer to the research 
questions above is that the experimental group 
benefited from the intervention by the numbers 
reported here within.!

!
Limitations!!
There are four main areas that include limitations 
and possibilities for more research from this study. 
First, admittedly the sample size is small and this 
pilot study would benefit from a wider response 
base in order to provide more conclusive results. 
Second, part of the positive results of the 
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Group Baseline Block 1 Block 2 Block 3 Block 4

Experi
mental

Mean 141.47 177.56 191.33 193.50 196.00

n =16 SD 50.53 52.38 63.73 53.47 48.42

Contro
l

Mean 114.79 134.77 132.24 132.42 129.95

n = 20 SD 35.02 47.77 44.99 42.97 42.17

Differe
nces

+26.68 +42.79 +59.09 +61.26 +66.05

Table 1. Means and standard deviations of student’s timed-writing 
speed measured by words for baseline and blocks 1 ~ 4, and 
group mean differences

Group Baseline 
to Block 1

Block 1 to 
Block 2

Block 2 to 
Block 3

Block 3 to 
Block 4

Experiment
al

36.09 13.77 2.17 2.50

n =16

Control 13.24 4.21 0.18 -2.47

n = 20

Differences +22.85 +9.56 +1.99 +4.97

Table 2. Range of timed-writing speed changes measured by 
words across the baseline and blocks per group, and group 
differences

Group Baseline (pre-test) Final times writing 
(post-test)

Experimental 141.47 208.56

n =16

Control 114.79 130.05

n = 20

Differences +26.68 +78.51

Table 3. Difference between baseline (pre-test) and final timed-
writing (post-test) writing speed changes measures by words, 
and group differences
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experimental group could be attributed simply to 
the two or three minutes of time given to prepare 
mentally for what students would write, irregardless 
of the patterns. Perhaps in a future study some 
reflective time can be given to the control group to 
prepare them mentally before writing without the 
patterns and get a better view of the effect of just 
the patterns. !!
Third, it can also be noticed that a great part of the 
improvements came in the first two blocks, with 
little change in the last two. It is necessary to more 
fully determine if the increase in the first two blocks 
are the effect of the newness of the activity and 
patterns, and if in the last two blocks the 
intervention had somehow hit the ceiling with the 
power of the patterns effect.  Fourth, it is likely  that 
some topics are simply more attractive to people at 
certain times in their lives and this is hard to control 
for. However, despite these limitations, we can still 
see a positive pattern effect from the students, not 
only in their writing, but in their undocumented 
faces showing enthusiasm in class when they hear 
a pattern. Obviously more research is needed and 
this study has opened up further avenues for such 
research. !!
Discussion and conclusions!!
There are two main tentative conclusions from this 
pilot study: 1) Teachers can have an impact on a 
students’ success through the language they use to 
structure classroom activities.  In other words, the 
Milton Model language patterns appear to help 
students get into more settled writing states and 
focus more specifically on the goal to write more. 2) 
Students can potentially achieve more when they 
are guided to first imagine what it is that we want 
them to do via the stimulus provided by language 
patterns. Thus, it is not only crucial that we become 
more aware of the language patterns that we are 
actually using with our students now, but so that we 
can also structure our language to facilitate 
successful learning experiences. In doing so, we 
can create more empowering messages for our 
students which, in turn, will support their learning 
potential. One easy way to do this is by videoing 
our classes and analysing our teacher talk to 
students. !!
I would like to end the article with a  bit of 
patterning for my readers: As readers get closer 
and closer to the end of this article, I hope they can 
realize with enjoyment the many possibilities of 
structuring their own classroom language patterns 
to better engage students in learning processes. 
Effective teachers usually start with just one or two 
patterns to offer to their students each day, and 
then it starts becoming more and more natural to 
use them naturally and appropriately all the time. !

!
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Responding to 
extended writing 
electronically: Tricks, 
traps and tips!
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Introduction!!
Technology-enhanced marking not only saves time 
but also saves paper. This article aims to share a 
system for responding electronically to extended 
writing. Although many teachers use correction 
codes and concise comments, research (e.g., 
Hyland & Hyland, 2006) shows that students who 
are working alone frequently ignore or misuse such 
pithy comments.  !!
“Correction” policy!!
The first step is to select a policy for responding to 
writing. This may be affected by institutional or 
departmental requirements. One such policy could 
be based on the perceived cause of the mistake. 
Mistakes can be categorized as slips, errors and 
attempts (Edge, 1990). Slips are simply identified 
for writers to correct themselves. More detailed 
guidance is provided for errors via the insert 
comment function while the track change function 
is used to provide the correct form for attempts. 
Rather than only focusing on areas for 
improvement, praise can provide a motivational 
boost for some writers and when used in the form 
of a compliment sandwich, helps sugar the pill.!
 !
Five useful features in Microsoft Word !!
This integrated system drawing eclectically on two 
core features in Microsoft Word 2010, namely: 
track changes and insert comment and three 

�14

PeerSpectives 
The PeerSpectives team welcomes comments and 
feedback. If you would like to submit a paper, make a 
comment or get involved, please get in touch.!!

Send attached files to 
peerspectivesonline@gmail.com  !

http://peerspectivesonline.org/



PeerSpectives Issue 12, Spring 2014                ! ISSN 2187-1191                                                                       

lesser-known cool features: autocorrect, spike and 
fillable forms.  Descriptions and examples of how to 
use these features are given below.  These 
features are also available in Mac Word although 
the shortcut codes may differ.!!
Track changes !!
Type Ctrl+Shift+E to start track changes. Any 
changes made to a document after this will be 
highlighted in a new colour and any deletions will 
be tagged as can be seen in Figure 1. The student 
is then able to see which words have been 
changed and can choose to accept or reject those 

changes.!!
Insert comment!
Type Ctrl+Alt+M to insert a comment. Write 
comments in terms that your student can 
understand (see Figure 2 for an example). Clear, 
concise and generalizable comments are the most 
useful, but should you find that you tend to reuse 
tried and tested phrases, consider using the 
autocorrect function. !!
Autocorrect function!
Microsoft automatical ly corrects common 
typographical errors, such as the inversion of 
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Figure 1: Screenshot of Word document showing markup

Figure 2: Screenshot of Word document showing inserted comment

Figure 3: Screenshot of Word document with a fillable form inserted
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consecutive letters, e.g., “thsi” is replaced with 
“this”. This autocorrect function can be harnessed 
to convert any shortcut code into a sentence. By 
adding codes and corresponding comments to the 
autocorrect function, detailed unambiguous 
feedback can be generated in a few keystrokes 
(Bower and Greaves, 2000). For example, by 
setting autocorrect to replace “.gpt” with “When 
referring to past events or states, use past tense.” 
this sentence can be generated in only four key 
strokes. One caveat here is to choose codes that 
are unlikely to occur naturally. One way to achieve 
this is to begin each code with a period. To add 
entries to the autocorrect function, click on:  File> 
Options>Proofing>AutoCorrect Options.!!
Spike!!
Spike is like the standard cut-and-paste feature, but 
more powerful since it can cut multiple extracts and 
then paste all the cut extracts in one click. The 
extracts are pasted into the document in the order 
they were cut. If words were cut, they could form a 
sentence, whereas if sentences were cut, they 
could form a paragraph. It is essentially a multiple-
cut-and-single-paste feature. This tool is most 
suitable when it is necessary to provide 
personalized feedback to students in the form of a 
paragraph. First, in order to create a coherent final 
paragraph, decide the purpose or topic of each 
sentence (e.g., opening comment, strengths, 
weaknesses, recommendations, closing comment), 
then create a list of sentences grouped by purpose. 
To use spike, highlight each sentence to be cut 
using Ctrl+F3. Repeat this multiple times until all 
the required sentences have been collected. By 
typing Ctrl+Shift+F3, all the sentences can be 
pasted at once to form a paragraph. The main 
caveat here is to remember that as spike cuts 
rather than copies, it is prudent to create a backup 
document to prevent accidental loss of the list of 
sentences.!!

Fillable forms!!
Fillable forms are an excellent way to give 
formative or summative feedback on a piece of 
writing as shown in Figure 3. They particularly lend 
themselves to justifying grades with reference to 
assessment criteria. In order to enable the creation 
of fillable forms, first it is necessary to add the 
D e v e l o p e r t a b . To d o t h i s , c h o o s e 
File>Options>Customize ribbon, and then select 
the Developer tab and click okay. To add a fillable 
form to a document, select the appropriate icon 
from the Developer tab, and add alternative entries 
into the list by using the Properties feature. The 
most easily used functions are Check Box Content 
Control and Drop-Down List Content Control!!
For the more technically savvy or just the more 
adventurous, macros can also be used to automate 
repetitive tasks. The macro feature can record a 
sequence of keystrokes and mouse movement, 
save them and then automate the whole sequence 
through a hotkey.  Although macros cannot respond 
to students` writing, they can reduce the time taken 
to respond by greatly reducing the number of 
keystrokes. !!
Responding to extended writing electronically can 
bring about a number of benefits. Extended 
detailed responses can be generated in minutes 
using these features. Students appreciate the 
detailed responses and assume that the teacher 
spent a vast amount of time personally responding 
to their writing. Although effective use of technology 
can save the teacher time, students still need to 
read, reflect and act on the feedback for learning to 
occur.!!
References!!
Bower, H. & Greaves, C. (17-19 April 2000). Magic 
marking: An electronic marking system. Paper 
presented at 35th RELC International Seminar on 
Language Curr icu lum and Inst ruct ion in 

�16



PeerSpectives Issue 12, Spring 2014                ! ISSN 2187-1191                                                                       

Multicultural Societies. SEAMO Regional Language 
Centre. Singapore.!!
Edge, J. (1990). Mistakes and correction (Longman 
Keys to Language Teaching). Harlow: Longman.!
Hyland, K. & Hyland, F. (2006). Feedback on 
second language student`s writing. Language 
Teaching, !
39 (2), 83-101.!!
Bio:!
John Blake has taught English at universities 
and schools for over 20 years in Japan, 
Thailand, Hong Kong and the UK. His current 
research interest is corpus analysis of 
s c i e n t i fi c r e s e a r c h a r t i c l e s . 
<johnb@jaist.ac.jp>!! !!!!!!!!!!!!!!!!

Use a class blog to 
start your paperless 
classroom!
Brett Milliner 
Tamagawa University!!
Abstract !!
The potential of a paperless classroom cannot be 
achieved unless a context is created for 
collaboration and sharing of paperless content. A 
class blog is perfect for fulfilling this role. A class 
blog is free and easy to use and, more importantly, 
it gives students and teachers the opportunity to 
create and share paperless content. In addition, 
most blogs have a comment function, which allows 

students and teachers to interact with their 
audience. To capitalize on smartphone ownership 
and encourage students to participate in real-time 
conversations, the author experimented with the 
micro-blogging software, Posterous® Spaces. This 
paper will share a brief report on experiences using 
the software at three Japanese universities, 
describe how students participated on their mobile 
devices, and reflect on questions and feedback 
received during the presentation at the 2014 
Paperless: Innovation and technology in education 
conference. !!
Introduction!!
Teaching English as a foreign language (EFL) in a 
homogenous setting like Japan provides one’s 
students with very few opportunities to practice 
communicating in English outside of the classroom. 
However, the development of the Internet and 
computer assisted learning technologies has 
created opportunities for students to gain valuable 
experience interacting in their second language. 
The challenge for teachers is to find tools that 
enable these potentials to be realized. This paper is 
a reflection on the incorporation of the blogging 
p l a t f o r m , P o s t e r o u s S p a c e s 
(<www.posterous.com>) into five university-level 
EFL classes. It will present student perceptions of 
the blogging experience, report on how students 
utilized their electronic devices, and discuss 
audience questions and feedback during the oral 
presentation of these findings.  !!
Blogs in the EFL classroom!!
Bakar and Ismail (2009) identified three types of 
blogs generally found in the EFL teaching context. 
These include:!!
1. The tutor blog, which acts as an online notice 
board for teachers or tutors (e.g., teachers share 
reading texts or websites for personal study).!!
2. The learner blog, whereby students are 
responsible for designing and maintaining their own 
website which includes a regularly updated blog 
section.!!
3. The class blog, which involves the whole class 
working on a shared, online publication. !!
This specific study sought to evaluate the 
implementation of a class blog component.  Figure 
1, provides a summary of the author’s motivations 
to start a class blog.!!
This study was undertaken between September 
2012 and January 2013 in EFL classes taught by 
the author at three private universities in Tokyo. 
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The total sample size was 92. Although there was a 
range of tasks completed by the students utilizing 
the blog platform, a required core task for all 
classes was to publish one blog post of 300-500 
words every week, which included reflection on 
lesson content and two paragraphs on topics set by 
the teacher.!!
The research questions!!
This study attempted to respond to the following 
research questions:!!
1. How was the class blog perceived by students?!!
2. Did the blogging component motivate students?!!
3. How were students using technology to 
participate in the blogging component?!!
Although this project is part of a larger mixed-
methods study, this paper focuses on student 
responses to an online questionnaire which  
students completed during the final class of each 
course. The survey instrument contained six items 
focusing on the use of technology, eight items 
asked about the blogging experience and three 
questions investigated whether the classroom blog 
influenced students’ motivation for studying 
English. !!
Results!!
Table 1 summarizes the students’ overwhelmingly 
positive perceptions of the blogging component. 
The most significant result was that 93% of 
respondents believed the blogging component 
fostered a closer relationship among class 
members. Many students also recognized this 
when they were asked to comment on the blogging 

experience. For example, a first-year student 
noted, “the more we posted on the blog, the 
more our relationship developed”. !!
Moreover, some students appeared to 
appreciate the publ ic submission of 
homework. A female student replied, “I 
realized it’s good to hand in homework using 
the b log. I t ’s convenient and more 
importantly, I can see another student’s blog, 
so I learned lots of things not only from my 
teacher, but also other students”. !!
The blogging component also appeared to 
have a positive influence on the students’ 
motivation. Eighty-six percent of respondents 
believed that being able to read their 
classmates’ posts motivated them. Seventy-
nine percent believed they made more effort 
on homework assigned as blog tasks, as 

opposed to homework simply submitted to the 
teacher. Receiving comments from classmates also 
appeared to have a positive effect on motivation. 
One student noted, “Any comments or ‘like’ from 
my classmates encouraged me to increase my 
motivation for writing blog entries”.!!

!
To conclude, students had very posit ive 
perceptions of the blogging component. Blog tasks 
and blog participation also appeared to leverage 
students’ motivation. The importance of these 
findings also deserves special recognition in light of 
the fact that the Posterous platform presented 
students with a range of technical problems. !!
Posterous’ problems!!
Just after the study began, Posterous was acquired 
by Twitter. Slowly, technical problems emerged. 
Mobile applications stopped working, students 
would carefully compose a blog post only to have it 
disappear before their eyes and all requests for 
technical assistance went unanswered. These 
issues frustrated many students. One noted: 
“Sometimes I had trouble to post the blog from my 

Question Yes% No%

1. Do you think a class blog is a useful way 
to study English?

92% 8%

2. Is a class blog a good way to practice 
writing in English?

92% 8%

3. Did the blogging component enable you 
to improve your English skills?

88% 12%

4. Did the blog make the class’ atmosphere 
happier?

93% 7%

Table : Student perception of the blogging component

�18

Figure 1: Possible benefits of EFL class blogging!
The context



PeerSpectives Issue 12, Spring 2014                ! ISSN 2187-1191                                                                       

cellphone or computer. It made me annoyed”. 
However, in spite of a range of technical problems 
students were able to finish the program with very 
positive perceptions of the blogging experience. !
Despite a host of technical problems when using 
the mobile application, close to half of the sample 
(44%) reported that they generally composed and 
read blog entries on their smartphones. This result 
suggests that any teacher who wishes to 
implement a class blog should consider a platform 
that allows students to successfully engage with 
their smartphones.!
Discussion!
Feedback from both the student questionnaire and 
presentation at the Paperless conference centered 
around two issues: how to encourage blog 
commenting, and the most useful blogging 
platforms. This study, like many others before it 
(Murray, 2009; Wolff, 2011), failed to generate 
meaningful blog comments among students. An 
audience member at the Paperless conference 
suggested that if the blog was staged in a format 
where students are used to commenting (e.g., 
Facebook, Google Plus or LINE) students might be 
more inclined to comment. For recommendations 
about choosing an appropriate blogging platform, 
audience members recommended, Edmodo, 
Edublogs, WordPress, and the social networking 
sites mentioned above. In recognition of the need 
to protect students’ privacy as well as tracking and 
evaluating blog participation, the audience 
suggested education specific platforms (i.e., 
Edmodo or Edublogs), or blogs included in an 
institution’s learning management system (e.g., 
Moodle or Blackboard), as these may be more 
effective.!!
Conclusion!!
This study revealed that the implementation of a 
class blog component into the curriculum for five 
EFL classes was well received by students. The 
class blog was a catalyst for strengthening bonds 
between class members and leveraging student 
motivation. A high number of students engaged 
with the blog using their smartphones, which 
suggests that teachers should be mindful of 
smartphone applicability when choosing a blog 
platform.  !!
*The Posterous Spaces blogging platform was 
officially closed on April 30, 2013.!!!
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Moodle lessons and 
your lessons!
Gilda Battagliese and William 
Machado 
 
Alianza Cultural Uruguay – EEUU!!
Background!!
Our journey with this tool dates back to 2010 when 
the institution that we work for decided to adopt 
Moodle as a course management system. We both 
work at the Binational Center between Uruguay 
and the United States. It is located in Montevideo, 
Uruguay. English is taught at the BNC to students 
of different levels and ages. The courses are 
organized by age (kids, teens and adults), 
frequency (4 to 6 hours a week), and level (basic, 
intermediate and advanced according to the 
Common European Framework). The BNC has 
recently adopted a blended learning format for its 
courses in which students complete half of the 
class work online in what we call their Homeclass, 
and the other half on-site in their Alianza Class. !!
About Moodle lessons!!
Technically speaking, according to the University of 
Wisconsin-Madison (2014):”a Moodle Lesson 
activity is a powerful and flexible tool which 
presents a series of interactive pages. These 
pages typically require students to answer a 
question in order to progress.”  From this definition, 
several key concepts can be highlighted. First, the 
lesson activity involves a series of interactive 
pages, which are created easily by teachers who 
do not have training in web design. These pages 
are interactive because they go beyond the simple 
presentation of information and require the student 
to engage with them in an educational dialog. This 
educational dialog leads the student in their own 
path similar to choose-your-own-adventure stories. 
Therefore, the lesson will present different contents 
according to the answers provided by the student.!!
Our lesson activity!!
In a typical class of English as a foreign language 
(EFL), the teacher sets several objectives. Based 
on our experience teaching EFL, setting the use of 
a digital device as a class objective is not a very 
sound decision unless one is teaching an IT class. 

For this reason, every time that a tech tool is used 
in our classes, suitable pedagogical reasons are 
considered. The objectives for the lesson and each 
activity become key factors when choosing one 
technological tool or another. !!
The reason why Moodle lessons was chosen, was 
to provide tailored extra practice that could be 
adapted to students with different levels inside the 
same class. In our lesson activity, a typical dialog 
that may happen in a restaurant was selected. This 
dialog is part of an end-of-level exam. At this point, 
one of the objectives of any lesson, is to practice 
the language and vocabulary for this situation (see 
Figure 1).!

This was achieved by presenting students with 
different can-do statements that led them into 
different paths according to their needs and level. 
For instance, a more proficient student might skip 
working on the vocabulary about food and 
vegetables whereas a less proficient student might 
go over it to gain better understanding. In a 
nutshell, a lesson activity provides both students 
with exercises of different levels of difficulty based 
on the answers they provide. !!
Steps to create a lesson!!
The following are a set of steps that have helped us 
create our lesson activities quite easily.    !
The first, and most important step to create a 
lesson activity is to have clear learning goals and 
objectives. Our aim was to reinforce the language 
and functions that are necessary for the end-of-
level evaluation.!!
After that, our second step was to design a 
Decision Making Flowchart (DMF) (see Figure 2). 
In other words, the process involves dissecting the 
topic to be taught. This is the moment in which one 
has to stop being the teacher and try to walk a little 
bit in the students’ shoes. By doing this exercise, 
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the cognitive process that our students undergo 
when learning a particular topic will become clear. 
The result will be a flowchart showing us the path 
that our students will follow when learning the topic.!!
Our third step involves translating our DMF from 
step two into a lesson activity. So, this is the right 
time to go over our notes on the basics of this 
activity and keep in mind all the different elements 
that can be used. What is essential to pinpoint is 
that we do not get to touch the computer yet. The 
idea is to write next to each element of our decision 
making flowchart its equivalent in Moodle (see 
Figure 2). !!
The fourth step entails the creation of the activity 
itself.  Provided with all the elements from the 
previous steps and extra resources (such as 
images, audio and video files), the activity can be 
created in just a couple of minutes Nonetheless, 
clear names should be used for the different 
components as well as rushing into setting the 
jumps which at this point will complicate the whole 
process.!!
The fifth and last step is adjusting the jumps. 
Things become less clear in a non-linear lesson 
activity which is when your jumps take you to 
different branches that have jumps to other 
branches and so on (see Figure 2). Therefore, 
taking this simple step at the end might save us 
some precious time trying to find mistakes later on.!!
Having completed the lesson activity and all its 
settings, one might be tempted to make it available 
to our students. However, there is still one final step 
to go, which is editing. Even after having followed 
all the previously suggested steps, one is prone to 

make mistakes. Therefore, we should go over the 
lesson activity as if we were students to spot 
inaccuracies and make the necessary fixes.!!
Conclusion!!
To conclude, the lesson activity has many benefits 
for both, teachers and students. The main benefit 
of lessons is that through them, students can follow 
different paths. More proficient students will be 
challenged with more challenging activities, while 
less proficient students will be following a path that 
is adapted to their own needs. In this way, one gets 
a little bit closer to one-on-one learning. Lesson 
activities, enable us to create activities that can be 
tailored to students’ needs. Students will be 
engaged, and what is more, they will be practicing 
the language they really need!!
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Devising a GAME 
plan: Promoting 
learner autonomy 
with iPads!
Peter Harrold  
Kanda University of International Studies!!
Introduction!!
The presentation was based on research into 
developing a process, yet to be trialled, for 
promoting student autonomy when studying 
English with iPads.  The presentation began with 
an introduction to the situation of iPad integration at 
Kanda University of International Studies (KUIS).  
This involved an explanation of the move towards 
1:1 student ownership of iPads, for all Freshman 
English students, and the possible justifications for 
this. The presenter explained the ubiquitous 
learning potential of the iPad to offer seamless 
switching of contexts at any time or location (Geist, 
2011),  and highlighted the students ability to tailor 
the content and personalise their apps to their 
specific learning needs.   !
This, it was claimed, would empower and motivate 

students to take greater responsibility for their own 
learning.!!
Learner Autonomy!
! !
The presentation reviewed definitions of learner 
autonomy focusing on Benson's (2007) explanation 
that autonomy may be considered as a continuum 
with a learner's capacity for autonomy increasing 
and decreasing depending on how they apply 
themselves to the situation, tasks and activities.   It 
was clarified that in the presentation autonomy will 
be considered as a process using the stages 
identified by Kumaravadivelu (2003).  These were 
identified as: 1) Initial - Raising awareness of the 
teacher's choices of goals, tasks and materials; 2) 
Intermediate - Students choose from a range of 
options provided for by the teacher; 3) Advanced - 
Learner self-determination of goals, tasks etc.!!
The GAME plan process!!
This led on to an explanation of the G.A.M.E. plan 
process, an activity adapted from Kumaravadivelu 
(2003) and reconceptualised for iPads.  The 
method uses the acronym GAME (Goals, 
Applications, Methods, Evaluation) to structure a 
gradual transfer of responsibility to students and 
assist in their development of greater autonomy.  !!
The first stage discussed was the G (Goals).  The 
importance of offering students a choice of goals, 
or allowing them to develop their own goals was 
highlighted.  It was suggested these goals could 
include course objectives, personal language goals 
or study skills development.  The mnemonic 
SMART (Specific, Measurable, Attainable, 
Relevant, Time-bound) was identified as a useful 
method for allowing students to evaluate the 
suitability of their goals.!!
The second s tage ident ified was the A 
(Applications). The researcher stressed the 
challenge of selecting or suggesting apps due to 
variety available or costs involved.  It was put 
forward that teachers may create a tool kit of the 
most commonly used apps that students could 
download at the beginning of the course, but after 
that apps could be shared or suggested based on 
different ways of categorising them.  The three 
methods identified and represented visually were 1) 
By task - what you want to achieve with the app;  2) 
By cognitive skill - using Bloom's taxonomy; 3) 
Using the SAMR model (Puentedura, 2012) to 
identify whether apps enhance or transform 
learning opportunities.  Finally, the researcher 
highlighted the most common apps used by 
teachers and students at KUIS.!!
The third stage to be explained was the M 
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(Methods).  It was suggested that students should 
be supported in exploring their own personal 
learning styles, which could take the form of 
multiple intelligence tests, learner training, study 
skill development and cognitive or metacognitive 
strategies.  This could help refine the most suitable 
apps for them to use.  It was also stressed that 
learners should explore collaborative methods of 
study and also be prepared to teach each other.!!
Finally the E (Evaluation) stage was explained.  
This stage requires the students to evaluate on the 
success of their methods and apps at achieving 
their linguistic goals. A number of methods of 
evaluation were considered such as self-reflection, 
oral reports, an E-Portfolio, a reflection diary, 
questionnaire or app quizzes.!!
Conclusion!!
The presentation concluded with the claim that the 
iPad has exciting potential as an autonomous 
learning tool due to the ubiquitous access and 
range of multimodal functions and applications the 
device offers.  The researcher suggested teachers 
can support learners developing greater autonomy 
by using the GAME plan process to help ensure 
they carefully consider their goals, the applications 
they use, their methods of study, and finally 
evaluate and reflect on their success.!!
Q and A!
! !
The audience raised some interesting points in the 
Q and A session.  One teacher described their 
experience of using iPads at their university and 
the difficulty in finding collaborative apps.  This led 
to a brief review of apps previously mentioned to 
identify those that students could work on 
simultaneously such as Popplet.  Another teacher 
was interested in discussing the evaluation stage in 
greater detail, and the potential difficulty or 
reluctance of students to sufficiently reflect.  
Overall, it was made clear that this was a new 
process yet to be trialed and the researcher would 
welcome any feedback on how the stages could 
best be implemented. !!
References!!
Benson, P. (2007). Autonomy in language teaching 
and learning.  Language Teaching 40, 21-40.!!
Bloom, B. S. (1994). Reflections on the 
development and use of the taxonomy. In Rehage, 
Kenneth J.; Anderson, Lorin W.; Sosniak, Lauren A. 
"Bloom's taxonomy: A forty-year retrospective". 
Yearbook of the National Society for the Study of 
Education (Chicago: National Society for the Study 
of Education) 93 (2). ISSN 1744-7984!

!
Geist, E. (2011).  The Game Changer: Using iPads 
in College Teacher Education Classes. College 
Student Journal, 45(4) 758-768.!!
Kumaravadivelu, B. (2003). “Promoting Learner 
Autonomy” in Beyond Methods: Macro-strategies 
for Language Teaching. (pp. 131-155) New Haven, 
CT: Yale University Press.!!
Puentedura, R. (2012). The SAMR model: 
Background and exemplars. Retrieved January 7th, 
2014, from < http://www.hippasus.com/rrpweblog/
a r c h i v e s / 2 0 1 2 / 0 8 / 2 3 /
SAMR_BackgroundExemplars.pdf>!!
Bio:!
Peter Harrold is an English lecturer at Kanda 
University of International Studies, Chiba, 
Japan.  His research interests include teaching 
English for Academic Purposes, technology 
and learning, and extensive reading.!!

From Paper to 
Pixels: Design and 
delivery of online 
language courses!
Dubhgan Hinchey, John Blake and 
William Holden 
Japan Advanced Institute of Science and 
Technology!!!
The English program at the Japan Advanced 
Institute of Science and Technology was revised in 
2012. Initially, a needs/means analysis (Brown 
1995) was carried out to determine learning 
object ives for postgraduate science and 
engineering students. The analysis revealed three 
dissimilar groups, namely: Japanese students in 
need of remedial English instruction, Japanese 
students with goals to present or publish in English 
in Japan, and international students writing and 
publishing in English for an overseas audience. In 
order to satisfy the needs of the groups, three 
courses in a paperless, foundation level English 
language program were developed: a self-access 
course, an oral/listening course and an academic 
reading course. The challenge was to create 
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content for online courses, starting from scratch. 
The initial deficiency in digital content was solved 
three ways. First, two subscription services iKnow! 
(spaced repetition software), EnglishCentral 
(corpus-based pronunciation software) and 
MoodleReader provided content for the self-access 
course. Second, video clips of authentic speech 
were carefully selected for an oral/listening course. 
Third, the content creation of the academic reading 
course relied heavily on the input of the first cohort 
of students. !!
Integrating existing services!!
The open source content management system 
(CMS) Moodle was chosen as the main platform for 
the online courses due to its ability to host a local 
installation of the MoodleReader Module, the 
authors’ familiarity with the Moodle platform, and 
the support available from the Moodle Association 
of Japan. The CMS became the platform to 
integrate the software and service listed in Table 1 
into the self-access course.!!
Because student progress tracking is a feature of 
iKnow!, EnglishCentral and MoodleReader, 
students no longer needed to provide paper 
evidence of independent study completed outside 
of class. A common characteristic of Table 1 
software is that web-based reports for teachers can 
be downloaded and easily imported into Excel. 
iKnow! and EnglishCentral`s academic discount 
made these services` costs comparable to that of 
providing textbooks, with the added bonus of 
access to multimodal content (Gee, 2007 p.110). 
Moreover, students were able to study level-
appropriate material at their own pace. !!

!
Harnessing authentic materials!!
The oral/listening course was developed in tandem 
by the instructors who taught it. Sharing information 

on a Google doc. facilitated vertical and horizontal 
integration of content. After a scope and sequence 
was complete, videos were examined, discussed, 
and adopted or dismissed.!!
Each unit included two video clips: a short 
introductory clip, and a longer, slightly more difficult 
clip. Clips were between 1 and 4 minutes in length. 
Difficulty was assessed holistically; factors 
considered were: length, accent, rate of speech, 
lexical density and syntactic complexity. !!
Video clips featuring authentic speech in a variety 
of native and non-native accents were sourced 
online, and quizzes based on them written. Clips 
featured both language students and native-English 
speakers engaged in communicative situations our 
students were likely to encounter.!!
Transcription and editing of the video clips was 
outsourced, and the transcriptions used to develop 
course material. Quiz items were written that 
encouraged students to develop and use specific 
cognitive strategies, such as: goal setting, 
activating background knowledge, prediction, 
paying selective attention, note-taking, guessing, 
and using inference and deduction.!!
Students were introduced to the video and quiz 
questions during class; the instructor led them to 
approach the task using the appropriate listening 
strategies. Students then completed the viewing/
listening tasks, and one follow-up attempt outside 
class. Quizzes were open for 72-hours to 
encourage regular study. !!
Organizing student-led content 
development!!
The academic reading course required students to 
upload entries to a Moodle glossary. Some 
students were able to produce excellent glossaries, 
comprehension questions and summaries for their 
classmates in spite of vague or ambiguous 
instructions. However, to reduce the amount of time 
re-explaining and revising materials, it is worth 
spending a significant amount of time preparing the 
students by providing clear examples of the work 
expected.  !!
It could also be helpful to show examples of what 
not to produce to new students. Working through 
an example, and getting the students to agree on 
clear guidelines also has the added advantage of 
securing some degree of buy-in from the 
students. To reduce the time spent formatting the 
materials, the usage of prepared e-templates is 
suggested so that the materials produced are more 
likely to adhere to the provided template.  !
Using the student-produced work in subsequent 
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iKnow! EnglishCentral Moodle Reader

Basic structure Flashcard
s

Videos Graded 
readers

Flashcards ✓ ✓ ✓

Videos ✓ ❌  (1) ❌  (1)

Graded readers ✓ ✓ ✓

R e a l - t i m e 
reports

✓ ❌ ❌

Table. 1: Summary of the software or services used to kickstart 
going paperless. !
(1) Mobile apps in development
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sessions helps to motivate them to produce better 
quality materials and gives them a sense of 
satisfaction. There will be mistakes in the materials, 
but after using the materials for the first time, these 
can be identified and corrected. !
The guidelines below were used to enable students 
to produce individualized materials for their 
academic reading course.!!
Guidelines for materials development!!
1. Provide clear examples!
2. Work through examples in class time!
3. Write clear guidelines !
4. Distribute teacher-created templates online!
5. Use newly-created materials immediately!
6. Improve materials for following cohorts!!
Conclusion !!
We suggest that other, similar programs would 
benefit from having a member of faculty become a 
certified Moodle Course Creator, who might then 
serve as a resource for others. Going paperless 
may initially seem daunting, but there are a number 
of advantages; we have found that this approach 
has enabled us to: specify learning objectives 
relevant to our students` needs; use authentic 
content; provides greater interest and motivation; 
write material & quiz items that address the specific 
needs/lacks/wants of our students; provide 
students 24/7 access to materials via pc, tablet or 
smart phone; set a steady, reasonable learning 
pace that encourages regular study; easily revise, 
update and introduce new course material; revise 
quiz items based on analysis of student 
performance; maintain and share student progress 
profiles in real time; and provide immediate 
feedback to students on their progress. Finally, you 
can see how other programs have gone paperless 
by v i s i t i ng <hub .mood le japan .o rg> and 
downloading one of the many courses available 
there.  !!
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Understanding what 
motivates and deters 
language learners: 
An experiment with 
Facebook Groups!
!
Louise Ohashi 
Tokyo Woman’s Christian University!!
Introduction!!
In recent years a plethora of online tools have been 
developed, with many recognized for the 
affordances they offer to language learners (Lam, 
2004; Antoniadou, Canals, Mohr, & Zourou, 2011). 
Research in this area is extensive, but most studies 
report on tools that students are required to use. 
The main aim of this study was to determine what 
motivated and deterred English language students 
from voluntarily using an online tool that was 
recommended for self-study. To gain insight into 
this, the group setting in Facebook (FB), was used 
to offer English engagement opportunities to 54 
students who were enrolled in two English writing 
courses at a women’s university in Tokyo. The 
“closed group” setting was chosen to protect 
students’ privacy. Participation was not compulsory 
and no grade-based incentives were offered. FB 
was chosen because it facilitates social interaction, 
which according to sociocultural theory is required 
fo r deve lopment (Vygotsky, 1986) . Two 
questionnaires were administered, one for those 
who decided to join their class’s Facebook group 
(FBG) and the other for those who did not. The 
results of the questionnaires, which were 
completed by 51 students, were presented at 
Paperless 2014, and as many points as space 
permits are outlined below.!!
Results and discussion!!
The FBGs (one per class) were introduced at the 
start of the 2013 fall semester and questionnaires 
were administered at the end. The first 
questionnaire was completed by 23 of the 25 
students that joined a FBG. All of these students 
already had a FB account. Answers to a multiple 
response question suggest that the main reasons 
students joined were to get writing practice (61%) 

and reading practice (61%). Over half of the 
students joined to improve their Engl ish 
communication skil ls (57%) or because I 
recommended it (52%). Slightly fewer indicated that 
they joined to socialise with their classmates/
teacher (43%). While skill-based reasons were 
most commonly chosen in the multiple response 
section, the students’ own explanations made more 
references to social aspects. As two students 
noted, “I wanted to communicate with my teacher 
and my friends via Facebook. I thought if I join the 
writing class group, I can learn more about English 
and get along with them” and “i thought it 
interesting to share information with my classmates 
and teacher. I hadn't been friends with most of my 
university friends, so it was good to become friends 
in FB.”!!
In terms of motivation to post/comment, the top 
three reasons chosen from the list provided were to 
get writing practice (61%), improve English 
communication skills (48%), and socialise with 
classmates/the teacher (43%). The students’ 
written responses mentioned slightly more social 
factors than skill-based ones. Examples included “i 
just thought that it was fun. It was exciting to 
communicate with friends in English whom i usually 
use Japanese to communicate with” and “If 
someone say something interesting, I want to 
comment.” Students were asked why they did not 
post or comment more. The main reasons were 
that they felt nervous about making mistakes 
(48%), just wanted to read other people’s posts/
comments (30%), and could not think of topics to 
write about (26%). !!
Twenty-eight of the 29 students who did not join a 
FBG completed the second questionnaire. Their 
main reasons for not joining were being worried 
about privacy (39%), not wanting to join FB (21%) 
and worrying about making mistakes (18%). When 
asked what would convince them to join, almost 
half (43%) said they would join if they had more 
time available to study. Interestingly, social factors 
were more important than grade-based incentives, 
with 21% willing to join if their classmates asked 
them to, but only 14% prepared to do so for a 
higher grade. Fourteen percent indicated that 
nothing could be done to convince them to join. !!
Although students were not directly questioned 
about the extent to which their private online 
practices impacted upon their decision to 
participate, data collected about private FB use 
shows that those who chose to join the FBGs had 
all used FB before in at least one language, and 
52% had experience using it in English. In contrast, 
only 43% of the non-members had a FB account 
and just 14% had used it in English. This suggests 
that prior experiences with an online tool may make 
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students more willing to voluntarily use it. 
Furthermore, experience using it in English may 
contribute to their adoption of it for self-study. 
During my presentation I was asked about the 
training I provided for students for this project. As 
this was not a central component of the course, 
none was provided. Students were simply shown 
their class’s FBG in class and invited to join by 
email (with a link for those who were interested). In 
retrospect, spending a little more time showing 
students how to use FBGs and troubleshooting 
several weeks later may have been a worthwhile 
time investment as familiarity with FB was a key 
factor for participation.!!
Conclusion!!
This project sought to understand what motivated 
and deterred language learners from voluntarily 
using an online tool for self-study. A key finding was 
that students were only willing to join their class’s 
FBG if they already had a FB account. Educators 
may like to keep this in mind as it suggests that 
students may be unwilling to use a tool that is 
recommended for self-study if they have no 
experience with it. Furthermore, most students who 
joined their class’s FBG did so to improve their 
English skills and socialise, but their participation 
was inhibited by their fear of making mistakes in 
front of others. The main deterrent non-members 
cited was their concern over privacy, but a fifth 
would have participated if their peers had asked 
them to join, highlighting again the importance of 
social interaction. While only surface-level data 
have been provided in this report, it is hoped these 
findings will be useful for educators who are 
interested in providing their students with a self-
study option that helps them work on their 
language skills in a social way.  !!
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Using Keynote 
(PowerPoint) in the 
language-learning 
classroom!
Mary Nobuoka 
Mejiro University!!
Abstract!!
It has been said that Generation Y takes digital 
technology completely for granted. One innovative 
way for using technology in the classroom to help 
keep the attention of students while promoting 
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second-language learning is to present classroom 
activities in a Keynote format. This non-technical 
presentation explored how students respond to 
instruction in which the teacher uses PowerPoint or 
Keynote presentations in language learning. It also 
demonstrated practical ideas and classroom 
activities utilizing Mac Keynote software (much of 
which is applicable to PowerPoint software and 
other electronic gadgets) and how these digital 
activities can create a positive classroom 
atmosphere and promote student-centered 
language learning.!!
The conference and presentation!
 !
It was like touring several different countries; the 
poster presentat ions at KUIS Paper less 
Conference were held in the visually stimulating 
Multicultural, Multilingual Space (MULC). Each 
unique area in the MULC is colorfully decorated 
with architecture, and realia from the various 
countries that each space represents. !
    !
Unlike the vibrant walls of the MULC, most 
university classroom walls are bare. Fortunately, in 
the past decade or so, most schools have added 
monitors for digital media. Using this tool, teachers 
can bring visuals and supportive text into their 
classrooms. My poster presentation, held in the 
China area of the MULC, focused on students’ 
perceptions of teachers using presentation 
software in language-learning classrooms. !!
Digital natives!!
The presentation started with a quick look at 
Generation Y or the so-called “digital natives”. 
According to Marc Prensky (2001), some of the 
characteristics of digital natives include being over 
the age of 30, not wearing a watch and getting 
news from the internet rather than from print 
subscriptions. Not surprisingly, the participants at 
this paperless, CALL conference, though mostly 
over 30 years old and so considered to be “digital 
immigrants”, were closer to digital natives”. They 
have embraced technology to the extent that they 
have “lost” their “digital accent”. !!
Next, I highlighted learning preferences of digital 
natives: Teens and twenty-somethings like to 
receive information quickly, prefer graphics rather 
that text, thrive on instant gratification, enjoy games 
over serious learning and want to multitask (Marc 
Prensky, 2001). A brief discussion about the myths 
of being able to multitask followed. Many students 
study while listening to music, Tweeting and 
texting. Though some people think they are able to 
do multiple activities at the same time, research 
shows that performance suffers overall when 
people multitask (Kirschner & Karpinski, 2010). !

!
In the above context, one advantage of using 
presentation software for learning activities is 
memory retention. Research over the past 50 years 
has shown that in a lecture-based classroom, after 
two weeks, learners retain 10% of what they read, 
20% of what they hear, 30% of what they see in 
visual form and 50% of that which they see and 
hear together (Brenner, 1960). This has great 
significance for university classrooms that are 
devoid of visual stimulation. Bringing visuals and 
text into the classroom via presentation software 
can help students’ learning and retention of 
material. !!
Results!!
How do students perceive their classes in which 
the language teacher uses Keynote (Apple’s 
equivalent of PowerPoint) during the lesson? To 
gauge my own students ’ percept ions of 
presentation software use in their language 
classes, I prepared a questionnaire that asked 253 
Mejiro University students – mine and those of 
Charles Watson - about their experience when 
presentation software supplemented the lesson.!
     !
The student feedback was overwhelmingly positive. 
Twenty-two percent of students felt that the use of 
presentation software in their lesson was “very 
mot ivat ing” ; 61% responded that i t was 
“motivating”, and 15% were “neutral”. Only 2% 
answered negatively about motivation to study. 
Students also revealed that they felt more 
motivated to pay attention in class: Almost 30% 
responded “very motivated”, 60%, “motivated”, and 
only 9% were neutral. !
     !
Ninety percent of students felt that the teacher’s 
use of presentation software aided in their 
understanding of English; 10% were neutral. For 
understanding instructions, 48% found the use of 
presentation software “very helpful”; 22% found it 
“helpful”. Twenty-seven percent were “neutral”; only 
3% thought it was “unhelpful”.!
     !
When rating their “overall experience” with the use 
of presentation software, 41% of the students 
responded with “very good” and 45%, “good”. In 
total, 85% of the students surveyed had a positive 
experience with the teacher using presentation 
software. No students indicated that their 
experience was negative. The remaining 15% were 
“neutral” about the experience.!
     !
When asked to write about their positive and/or 
negative opinions on the use of presentation 
software in the classroom, many students 
commented that it was fun and interesting. 
Students wrote that they enjoyed seeing pictures 
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and videos, as well as listening to the music and 
hearing fun sound affects. Under negative opinions, 
16% left the answer space blank, and 65% percent 
wrote “Nothing”. Six negative comments mentioned 
eye strain, 7 mentioned that it was troublesome, 
and 1 responded that using presentation software 
“used up electricity”. Interestingly, several of the 
students who wrote that it was troublesome were 
empathizing with the time it supposedly took the 
teacher to prepare for the lesson. !!
Application!!
In the next part of my presentation, I shared the 
slides that I have used in my classes. Slides for 
various transitions in the lesson can be used. I 
usually start class with an overview of what we will 
be doing that day. An icon for pair work and group 
work can be displayed to help get students moving 
into the next activity. The prompts and visuals on 
the slides help students follow along as the lesson 
progresses and activities change.!!
 A lot of the materials teachers use are recyclable. 
The same is true for presentation software slides. 
Using clipart or Google images makes it easy to 
create countless picture flashcards. Text can be 
added and animated to appear or disappear. I have 
a stock of grammar timelines that I’ve used 
numerous times in oral communication classes. 
Timers can be created on slide for speed reading 
and writing exercises. In speed-reading exercises, 
when students finish their reading passage, they 
only need to look up to check their time. Shorter 
one or two minute times can be used to push the 
students to go a little faster, creating a fun and 
lively atmosphere in class.   !!
Having most, if not all, of the lesson plan organized 
on presentation software makes it very easy for the 
teacher to move through the material. And, no 
teacher will forget to assign homework. !!
One piece of advice I had for the attendees at my 
poster session was to throw out all the rules of 
typical presentations. I always use 64pt-font size or 
bigger. I mostly use large photos or clip art and little 
text, but there are times when heavy text can be 
used for reading activities. !!
Closing thoughts and comments !!
During the discussion at the end of the 
presentation, participants shared their experience 
using presentation software in the classroom. 
Renauld Davies mentioned that he uses an 
interactive game on iPad Keynote software, which 
enables hyperlinks, unlike the computer software. 
His blog has information about taking presentation 
software one step further to make it more 

interactive, <http://eslrenaud.wordpress.com>. !
     !
Considering the very positive perceptions that 
students have for the use of presentation software 
by the teacher, it would be a great idea to 
incorporate it into classes. Using presentation 
software creatively will engage students and help 
with learning. !!
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Issues and 
challenges in a live 
online project-based 
Japanese program!
(プロジェクトベースで行なう日本語
のオンライン授業の紹介)!

Reiko Aya  
American School in Japan: Elementary School 
Japanese Language teacher!!
Machiko Romaine  
Nishimachi International School -Sub K-9 Japanese 
Language teacher!!
Introduction!!
This paper was presented in Japanese at the 2014 
Paperless: innovation and technology in education 
conference, based on the findings of the final 
project the presenters conducted while studying to 
obtain the Certificate of Educational Technology 
and Information (COETAIL).!!
College level, live, online courses at the Seton Hill 
University in Pennsylvania have been offered to 
high school and college students through the 
B l e n d e d S c h o o l s I n s t i t u t e ( h t t p : / /
li.blendedschools.net). Among the courses offered 
through the university, online language classes are 
particularly useful because the native-speaker 
teacher can be in a different country. This paper 
showcases the online entry level Japanese 100 
course, where the instructors live in Tokyo, Japan 
and the students are based in Pennsylvania, USA. 
The class is made up of a mix of high school honor 
students and college students, who live in different 
areas across the state. This class is held three 
times a week, with two self-study hours allotted 
during the week.  !!
In this learner-driven, project-based, technology-
enhanced class, students created various video 
clips to reach out to their community. Voice-
recorded and/or written self-reflections and peer 
suggestions were also shared. The platform called 
Elluminate Live! (Blackboard Collaborate) was 

used for conducting the classes. Applications like 
YouTube, Vimeo, VoiceThread and PuppetPals, 
were used for students to work on and present their 
video projects. Evernote,  Dropbox and Adobe 
Acrobat Pro X were used for collecting and storing 
student work, recording the assessment results and 
giving feedback to the students.!!
At the Paperless conference session, the 
presentation concluded with a hands-on application 
trial time of bContext. This  iPad application was 
free as of February 1st, 2014 at the iTunes Store.  
The application is an interactive whiteboard that 
makes recording, screencasting, sharing slideshow 
presentations for e-learning, HW review and/or 
flipped class situations possible (see <https://
vimeo.com/50246389>). Other similar applications 
such as Skitch , QuickTime Player and Screencast-
O-Matic were also mentioned.!!
Reports and discussion!!
There were several issues that came up during this 
online course. Many of these challenges dealt with 
students’ motivation to work hard on this course 
and technology literacy rather than language 
learning. During the course the students were 
required to write reflection papers after each 
project. The instructors realized the students 
needed more guidance to further develop their 
critical thinking skills, and help the class better 
understand how to write reflection papers.!!
The challenges and solutions on the following 
aspects were also presented and discussed. The 
importance of technology literacy and having 
students demonstrate their understanding in their 
final projects; Communicating effectively with a 
class of mixed high school and college students; 
Giving streamlined tasks with sample work to guide 
the class to master the required tasks; Helping 
students to reflect on their work, and what is 
needed to move on to the next level. !!
One of the main challenges shared was creating a 
community around language learning. At the entry 
level, students may not yet have a vested interest 
in learning about Japanese culture, requiring a 
social networking approach in this live online class.!!
At the Paperless conference, there was active 
exchange of knowledge and information with the 
audience about the implementation of appropriate 
digital applications. Most of the conference 
presentations were given in English, as only a 
handful of Japanese language teachers were 
present, but everyone that came to our session 
agreed that there is a need for an internet-
connected community for Japanese language 
instructors to share ideas and resources.  !
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!
Conclusion!!
The authors, as instructors, found that student 
learning beyond the target language mastery is 
required for having success in this course. Student 
mastery of various digital applications – in addition 
to further development of critical thinking skills – is 
necessary for writing an insightful reflection paper.!!
Students may have benefited from a social 
networking community – where they could have 
connected with other Japanese learners to discuss 
questions and share ideas – that may have 
encouraged a deeper interest in the culture and 
language learning. However, the course curriculum, 
which used a popular but traditional textbook, gave 
little space to build a social networking community 
for students.!!
Further direction!!
Based on Professor Tohsaku’s recent book ‘Nippon 
3.0 の処方箋’, the presenters were made aware of 
the need for creating a networking community for 
Japanese language instructors where sharing and 
the practical exchange of ideas on certain 
applications can take place. The presenters 
created the group in June 2012, and the group is 
steadily increasing its membership among 
Japanese language instructors in Japan and the 
United States. Attendees at the conference were 
a l s o e n c o u r a g e d t o j o i n a t , < h t t p s : / /
www.facebook.com/groups/benkyokai/>.!!
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Documentary project: 
An experiment in 
cooperative learning!
Simeon David Flowers 
Tokai University!!
Abstract!!
Recently, an experimental course in documentary 
filmmaking was presented at the 2014 Paperless: 
Innovation & technology in education conference 
held in Chiba, Japan. The course used cooperative 
learning theory to manage learning. Students in the 
course created mini documentaries about 
international students on campus, as part of an 
English elective. A summary of these proceedings 
and an example of one of the student projects is 
included in this article. Feedback from audience 
members attending the conference revealed 
interest in the management of student learning with 
regard to the technical aspects of the filmmaking 
process.!!
Introduction!!
As teachers, many of us have faced situations 
where class sizes are too large, resources are too 
minimal, or teaching time is too limited to carry out 
interesting ideas we may have. This instructor 
recently designed a course for Tokai University 
which used documentary filmmaking as a method 
for providing extensive contact with international 
students on campus. This one credit English 
elective ended up being highly popular, and 73 
students registered for the course. Due to 
enrollment size, limited time and limited resources, 
the course adopted a cooperative learning 
approach to achieve its objectives.!!
Theory!!
Perhaps the most important benefit of cooperative 
learning is the increased connection students make 
with the learning material, and with each other as a 
social collective (Barkley, Cross & Major, 2005). 
This interdependence allows students to “teach” 
each other. Cooperative learning allows for the 
teacher to maintain control over the overall 
structure of learning while students are responsible 
for combining their resources to complete learning 
tasks.   !

!
Objectives!!
One of the major objectives of this course was that 
students gain confidence through experience. The 
project was designed such that completing earlier 
stages of the project would require contact with 
many different international students on campus. It 
was hoped that the amount of contact would 
provide significant experience to overcome the 
fears students typically have when making contact 
with the international community.!!
Another related, but perhaps more important 
objective, was that students gain a deeper 
understanding of their international peers through 
extensive contact. It has been argued that when it 
comes to experiential learning in intercultural 
situations “cultivating and understanding human 
relationships is more important than abstract 
knowledge” (Yamazaki & Kayes, 2004, p. 26). With 
this in mind, it was decided that the documentaries 
should focus on one individual in depth, as this 
would provide opportunity to cultivate a meaningful 
relationship and develop a deeper understanding of 
the culture the students would be interacting with. !!
A final objective of this course was that students 
produce a documentary that would enable them to 
extend communication beyond their own campus. 
As such, students were encouraged to produce 
their documentary for the world-wide web. !!
Procedures!!
This course used a term-long documentary 
filmmaking project to guide the learning experience. 
The overall structure of the course was designed 
by the instructor; however, many of the technical 
details were managed by the students. For 
instance, students were encouraged to form their 
own project groups and elect roles within their 
groups. Each group was responsible for finding 
their own subject to interview. In addition, all of the 
logistic details regarding filming and editing were 
left to each individual group to manage.!!
In filming the documentary, many groups chose to 
use their smartphones. A 2010 article in Media Shift 
investigated the use of smartphones in professional 
journalism courses, noting that "[Smartphones] are 
light, unobtrusive and non-threatening for folks not 
used to media attention" (MacPhail, 2010). With 
this in mind, it seems that many students who 
chose this technology simply because they were 
most familiar with it, may have also selected the 
best tool for making documentaries.!!
Another major technological task, video editing, 
was also left to the project groups to negotiate. 
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Some groups chose to film with a camcorder and 
edit on a desktop computer, some chose to shoot 
and edit entirely on their smartphones; in many 
cases, the technical quality of the smartphone 
recordings was superior to those made by 
camcorder and edited on the desktop computer. 
Though each of the group’s final projects differed 
greatly in content and quality, each group was able 
to complete their project on time. As a medium for 
extended communication with the international 
community, a selection of student work was 
uploaded to YouTube. !!
Assessment!!
Students were assessed using a combination of 
group score for their project, and individual score 
for participation. As part of the process students 
were given on-line surveys to assess themselves 
and their group members. Peer evaluations were 
taken into consideration by the instructor. As an 
example, one student received a negative 
evaluation by many of their group members. Their 
final grade suffered accordingly.!!
Evaluation!
! !
Sixty-one students responded to a post course 
evaluation given through an on-line medium. 
Students were asked to report on challenges they 
faced and changes in confidence they experienced 
as a result of the course. Qualitative analysis of 
student commentary revealed that most students 
felt language itself was the biggest obstacle for 
them to overcome with group member cooperation 
being the second most significant challenge. 
Results of a Likert scale suggested that net gains in 
confidence with regard to approaching non-
Japanese peers for conversation were achieved as 

a direct result of this course.!
 !
Discussion!!
One question which came up at the conference 
involved students’ use of technology. Teachers 
wanted to know exactly what technology students 
had used to create their documentaries. The truth 
is, this instructor has limited knowledge of that 
aspect. Students were required to make those 
decisions within their project groups. There were a 
few reasons for this. The first reason is very 
practical as this instructor simply did not have the 
time or resources to provide the tools or instruction. 
The second reason is one of lack of need in that 
most students are already familiar with how to 
shoot video and many already know how to edit 
video as well. The third reason involves a deeper 
educational philosophy regarding learner autonomy 
and technology. Especially with regard to our 
rapidly changing technological landscape, this 
instructor believes it is more important that our 
students develop personal strategies for coping 
with technological challenges than that they “get it 
right”.!!
The example work displayed here was created 
using an iPhone and edited on an iMac, using 
iMovie. The student said that it was her first time to 
use the iMovie software. The technical quality of 
this work supports the theory of cooperative 
learning used for this course, suggesting that we 
may not need to actively teach technology to 
motivated students at the tertiary level. In addition 
to technical quality, the narrative quality of this work 
surpassed instructor expectations. !
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!
Conclusions!!
The results of this course show that cooperative 
learning can be used for English study in the 
Japanese tertiary setting. The major course 
objective of developing confidence in intercultural 
communication was achieved through the 
cooperative approach. The willingness of some of 
the students to tackle more difficult intercultural 
communication genres, such as religion, may have 
been inimitable; however, this instructor was 
excited to see such challenges faced, and feels 
results like this open up the door for further 
research into amateur documentary filmmaking and 
how it can be used to develop intercultural 
awareness in the Japanese tertiary setting.!!
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Using Dragon 
Dictation VR 
software for more 
objective 
pronunciation 
feedback and guided 
self-correction for 
EFL students!
James Henry III 
Research Institute of English Language Education / 
Kobe Shukugawa Gakuin University !
Abstract !
This talk demonstrates a practical application for 
Automatic Speech Recognition (ASR) software in 
the EFL classroom, as a tool to facilitate 
customized pronunciation feedback and correction.  
The hardware used was the Apple iPad, and the 
software is Nuance's Dragon Dictation. As this 
software is designed for practical speech-to-text 
applications in the target language, it is ideal both 
as a gauge for speech accuracy as well as a 
feedback mechanism to aid pronunciation 
improvement. Using this software in conjunction 
with instructor feedback is seen as a potentially  
more effective alternative to the typical subjective 
feedback from the instructor (by itself), whether 
modelling/chorusing, using diagrams about mouth-
shaping and tongue positions or other common 
approaches. This paper will discuss how ASR/VR 
(voice recognition) mobile software was used for 
these purposes with Japanese 1st and 2nd-year 
University students, promising ways to build on this 
approach, as well as limitations encountered and 
expected. Also taken into discussion will be similar 
research with ASR/VR software applications for 
customized pronunciation feedback for EFL 
students.!!
Introduction!!
In today’s world, we have increasingly innovative 
ways to interact with technologies for solving 
problems. Voice controlled software is becoming 
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more prevalent as a means to achieve hands-free 
control of devices and systems. Speed and 
convenience are the oft-cited benefits received by 
users of this technology to control tasks such as 
emailing, telephoning or otherwise mining and 
controlling data. I downloaded the free application 
Dragon Dictation to my iPad in 2011, and after I 
spent some time exploring its functionality, the 
power of the transcription system and interface 
became apparent. !!
Other important background information informing 
this presentation was provided in handouts to 
attendees. The type of voice recognition or speech-
to-text technology most often used by consumers 
to accomplish everyday tasks usually has to do 
with dictating emails, transcribing audio content, or 
simplifying the writing process. As such, the 
software and algorithms designed for these 
purposes are typically known as speaker-
dependent systems, and are customizable to the 
speaker’s pronunciation, accent, and other 
idiosyncrasies affecting the accuracy of the speech 
detection. !!
The process of calibrating this software to the 
speaker’s delivery is known as training, and this is 
a main feature of the more robust desktop voice 
recognition (VR) systems (such as Dragon 
Naturally Speaking). Importantly, the software and 
device used for the EFL training application above 
is speaker-independent, as the goal is obviously 
different. We want the student to adjust his/her 
speech to match the expectations of the algorithm, 
since it is natural or native pronunciation that we 
are trying to achieve. !!
A speaker-independent system, Dragon Dictation 
(for mobile devices), transcribes your utterances 
into English (or any of 40 other target languages), 
and displays the sentences in real-time for 
immediate feedback. Speaker-independent means 
the algorithm comes pre-trained to recognize a 
range of speech from the selected region. The idea 
is that, as long as your speech is relatively clearly 
enunciated (for the region you select on launch), 
the software can detect your speech and transcribe 
the words and phrases accurately. In practice, 
overall accuracy is remarkable, although it 
understandably suffers when encountering certain 
accents, proper names or even poorly enunciated 
words. For the mobile (free) version of this 
software, utterances are limited to a few seconds of 
recording time, before a new utterance must be 
initiated.!!
Based on the feedback mechanism (transcript), the 
interactive nature (mobile device) and the relatively 
objective voice analysis method (the speaker-
independent VR algorithm itself), I saw a potentially 

promising teaching tool for my university EFL oral 
classes. I set up an initial program for my students 
as a voluntary game to earn bonus points, in order 
to make it feel less like a test. Being assessed 
while speaking in a foreign language into a 
machine is an intimidating process. !!
I used my own iPad in the class of about 10-15 
students. All the practice was done through my 
device only. Students were given some simple 
sentences as targets, and awarded points for 
whether or not the software captured the sentence 
as intended, i.e., how precise their pronunciation 
was.!
 !
Note about the target sentences: !!
To begin with, I created some simple sentences 
from the context of friendly conversation like, “It’s 
nice to meet you” and “Where are you from?” I was 
initially tempted to create target sentences made 
up of stereotypical phonemic challenges for 
Japanese speakers. However, for the limited use of 
this exercise and experiment, I wanted to try to find 
a balance between making the process enjoyable 
and motivating (as opposed to nerve-racking) and 
making the utterances themselves customized to 
the students’ needs, rather than to an assumed 
stereotype. Beyond the initial two warm-up 
utterances I provided to them, I encouraged 
students to come up with utterances they either 
had trouble pronouncing in the past or containing 
sounds they wanted to build confidence in. If they 
were at a loss, I made suggestions, with the above 
considerations in mind. !!
There were many cases where some words were 
correctly transcribed and others were not. My 
approach was to praise the accuracies while 
identifying and coaching the inaccuracies. This 
required close teacher monitoring throughout the 
process. !!
Outcomes & highlights!!
Many interesting outcomes emerged from 
experimenting with this process with three classes 
over a yearlong period. Below are program 
outcomes, highlights and commentary.!!
Students enjoyed the activity. Although initially 
reluctant to attempt to speak into the machine and 
have their pronunciation “tested,” students quickly 
warmed to the task, and were enthusiastic when 
they were able to demonstrate their correct 
pronunciation of simple sentences. From there, 
they were able to scaffold up in difficulty without 
having embarrassment or fear interfere with their 
willingness to improve and “beat the software.” 
Students’ accuracy was better than expected (just 
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using intuitive accuracy judgment) in some cases, 
worse in others.!!
There were many instances when I thought some 
pronunciation was not close enough to be identified 
by the algorithm, when in actuality it was. 
Conversely, there were words I thought were 
pronounced accurately enough, but the software 
could not pick them up. This points to the feedback 
value of a speaker-independent system to serve as 
a neutral set of ears to aid, rather than replace the 
role of the instructor. Not having set this up as an 
actual experiment, I didn’t interview students before 
or after the process about their confidence levels, 
expectation satisfaction or other factors that would 
be useful for future adaptations of this approach. In 
my talk I explained that my application of this 
software in my class, could only be characterized 
as experimentation with a small “e.” Nevertheless, I 
made an effort to be attentive to the specific 
pronunciation challenges, goals and achievement 
of the individual students, in the assignment of 
target sentences, my assessment and in the 
feedback and coaching process.!!
A few other takeaways from the 
process!!
-Enunciation was as important as pronunciation for 
the software to capture utterances accurately.!!
-Sentence level fluency and word stress was 
prominent.!!
-Identifying and addressing the source of errors 
was challenging for the teacher, and not always 
intuitive.!!
-Taking something like a T-T-T (test-teach-test) 
approach was valuable; reaching accuracy goals 
after trial-and-error yielded a strong feeling of 
accomplishment, as expressed by nearly all the 
students.!!
-Stereotypical R/L issues were much less prevalent 
than expected.!!
-The potential for guided self-correction, based on  
students’ analysis of the errors, is another 
approach worth exploring.!!
-Inaudible or unrecognized utterances were 
analyzed as proper names, numbers, or sometimes 
gibberish!!
-Although it was inefficient to have one practice 
device to share among the students, it was 
satisfactory for this limited experimentation and 
context (classes of 10-12 students).!!

Conclusion!!
In my talk, I pointed out that at least one other ESL 
educator (an American English language lab 
teacher in Lincoln Nebraska) has independently 
adopted a similar application of this software in her 
high school classroom. The teacher’s use of the 
approach with her FL students was coincidentally 
very similar to mine. In her class, however, each 
student practiced their pronunciation individually 
with their own mobile devices, and she appeared to 
do a bit less coaching on particular pronunciation 
attributes, based on the excerpts presented on the 
video (see References for a link). The excerpts 
demonstrating this teacher’s approach were too 
short to assess the depth and breadth of her 
practice sessions, what reward was offered, 
students’ progress, etc. Nevertheless, it is clear that 
there is both practical value to learners for 
pronunciation improvement as well as motivation 
and confidence-building by leveraging mobile 
technologies to aid oral skills practice in the EFL/
ESL classroom. Mobility is significant because a 
high percentage of students are using smartphones 
and other mobile devices in their everyday lives.!!
Coaching pronunciation effectively requires a keen 
ear for a range of sonic elements such as 
intonation, word stress and articulation, along with 
the ability to encourage and motivate learners 
through customized feedback. Technologies such 
as Nuance’s Dragon Dictation can serve an 
important support role in the classroom in this 
endeavor by providing objective pronunciation 
assessment, immediate feedback in a package with 
which the mobile generation is already familiar. As 
more research into this approach to Computer 
Assisted Language Learning (CALL) is pursued, 
teachers and learners alike look to be better 
empowered to leverage technology for practical 
pronunciation skills improvement.  !!
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Abstract!!
Close to 100% of tertiary students in Japan now 
own a mobile device. As language teachers, we 
may have considered using them for computer-
assisted language learning; however, navigating 
the vast array of mobile applications can be a 
daunting task. Moreover, given that student 
ownership of iOS and Android devices is almost 
evenly split, a teacher is often unable to choose 
applications that are accessible to the entire class. 
This paper shows details of a 2014 study in mobile 
usage trends (among Japanese university 
students) and derives input from a panel of 
educators who investigated mobile use in 
education for language learning purposes. Panel 

discussion and floor interaction revealed similar 
challenges across platforms, and possible solutions 
to these problems in teacher education and 
administrative cooperation.!!
Introduction!!
The report shares results of a 2014 study regarding 
trends in mobile technology, as presented at the 
2014 Paperless Innovation and Technology in 
Education conference. The findings suggest mobile 
assisted education is attractive to students. With 
teacher insight and administrative cooperation, 
successful integration of mobile technology into 
educational reform is feasible.!!
Literature review!!
There is argument among educators as to the 
value of mobile technology in education. A 2012 
article in Language Learning & Technology reveals 
that personal bias about mobile use can affect 
one’s interpretation of its innate value (Stockwell, 
2012).  This tendency to favor one medium at the 
expense of another is also observable among 
language learners. A 2008 study of students in 
Japan revealed that PCs were generally favored 
over mobile technology for use in language 
learning (Stockwell, 2008). A similar study in 2013 
has shown little change in student usage patterns 
with regard to mobile technology (Stockwell, 2013), 
yet, students continue to carry them and use them 
during and outside of class. This panel sought to 
identify trends in mobile device use among 
Japanese university students and specific attitudes 
related to their function as a potential language-
learning tool.!!
Method!!
An online questionnaire was distributed to students 
from five private universities in Tokyo during 
January 2014. Data was collected concerning 
device ownership, software adoption, frequency of 
use, and attitudes about mobile technology in 
education.!!
Participants!!
A total of 374 first and second year students from: 
Tokai University, Tamagawa University, Keio 
University, International Christian University and 
Waseda University responded to the questionnaire. !!
Results!
Tablet Ownership!!
Figure 1 indicates that 27% of students (81) owned 
a tablet device. Within this group, 45 owned an 
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iPad, 21 owned an Android tablet and 21 owned a 
Windows tablet. The first implication of this result 
for teachers is that a bring-your-own-device 
(BYOD) strategy, where students bring their 
personal tablet devices to class is still a long way 
away. As the survey was conducted in January, we 
also asked whether respondents planned on buying 
a tablet device in 2014. A further 56 (17%) students 
responded that they plan on buying a tablet. When 
combined with the current tablet ownership figures, 
this increase in tablet ownership suggests that 
there are growing possibilities for teachers to 
incorporate tablet-based teaching approaches. !
The most significant, yet unsurprising implication 
from our results was that students do not own the 
same type of device. Despite the fact that just over 
half of respondents own an iPad, device ownership 
is shared between three operating systems (see 
Figure 1). Therefore, teachers need to be mindful 
that certain applications are only available on 
specific p lat forms and some web based 
applications run differently on different platforms. 
The teacher may need to be prepared to offer 
technical support spanning different device 
platforms.!!
Smartphone ownership!!
Our questionnaire was able to identify that 97% 
of respondents own a smartphone. For 
teachers, this result suggests that personal 
devices can be used for learning tasks inside or 
outside the classroom. Furthermore, all 
classrooms/institutions evaluated in this study 
had access to wireless Internet; hence students 
could access faster Internet connections 
(opposed to 3G or 4G), and students who did 
not own a smartphone could still participate 
with tablets or iPod touch devices. Similar to 
our findings about tablet devices, students own 
an assortment of smartphones that use a 

variety of platforms. However, in the 
case of smartphones, iPhone ownership 
among our respondents is considerably 
higher at 206 (65%) users, with a little 
over a third (35%) owning an Android 
phone and one student reporting to own 
a windows smartphone. Once again, 
teachers need to be mindful of the 
functions and capabilities of each 
platform if they choose to move forward 
with smartphone-based lesson content.!!
Frequency of use!!
We also asked smartphone owners to 
report (see figure 2) on the amount of 
time spent using their devices daily. The 
authors of this study were shocked to 
discover that over half (51%) of our 

respondents spend more than three hours every 
day using their smartphones. Furthermore, when 
this figure is combined with those students who 
reported 1~3 hours of use per day, an 
overwhelming 93% (298/334) of our respondents 
spend over an hour each day on their smartphone. 
We see two implications for teachers with this 
finding. Firstly, students may perhaps be less 
inclined to use this device in class because they 
are already using it so much outside of class. 
Second, because students are already using their 
smartphones frequently throughout the day, we can 
assume that students are very skillful users of their 
mobile device. This means that teachers might not 
be called upon for technical instruction and more 
importantly, they are able to rely upon students to 
support each other should any technical issues 
arise.  !!
Student perceptions of mobile learning!!
We surveyed students concerning their attitudes 
toward mobile use in education. We learned that 
53% of students (8% tablets & 45% smartphones) 
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prefer their mobile device to a personal computer 
for language study. In addition, we learned that 
students have a positive perception of using mobile 
devices in the classroom. When asked if a mobile 
device could be a powerful device for language 
study, 225 (72%) either agreed or strongly agreed. 
Language teachers now find themselves in a 
context where almost all students own a 
smartphone or tablet device, and students are open 
to using this technology for language study (see 
Figure 3). !!
Discussion!!
Discussion at the conference ranged from issues 
related to a specific device or software, to attitudes 
about mobile technology. In addition, a list of useful 
cross-platform solutions (e.g., Google Drive, 
Evernote, and Dropbox) was compiled and 
published to the web in real-time (https://
sites.google.com/site/dmllpanel/). Discussion also 
ranged to challenges in mobile use, including 
student preference for their own personal devices 
and administrative roadblocks.!
Conclusions!
It seems that mobile technology offers exciting 
possibilities and students may be ready to use it for 
learning. However, despite the potential for such 
technology, teacher awareness and administrative 
red tape remain significant challenges to 
implementing mobile-friendly approaches to 
language learning.!!
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