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PeerSpectives !
Issue 13!!
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!
Carol Begg !
As the weather finally begins to turn 
Autumnal, sit back and enjoy the cool 
breeze and Issue 13 of PeerSpectives. !
In this Issue, we have two original papers: 
Alan Nicholas’s Using strategic 
interactions in the classroom, and Stuart 
Benson’s Utilizing multiple language 
learning strategies in the classroom. There 
are also two, encore papers from the 
spring Paperless Conference: David 
Bramley’s Making the change: going from 
paper to eBooks, and David Ockert’s 
Exploring iPad videoing and viewing with 
JHS English learners. We hope that you 
enjoy these informative and diverse 
offerings.!
As always, the editors would like to say 
‘thank you’ to all the authors, Readers, and 
members of the PeerSpectives editorial 
team. Getting a journal to publication is 
always a challenge, but thanks to the 
efforts and patience of all those involved, 
we are able to do so each issue.!

This one will be the last for me, so I’d like 
to add a personal thanks to all those I 
have worked with over the last two years, 
and wish Chad Miles - our new editor - all 
the best!!
Remember that the Team is always looking 
for new ideas, learning or teaching stories, 
and extra helping hands. If you have a 
piece to contribute or would like to get 
involved in another way, please drop us an 
email.!
Enjoy Issue 13!  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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 January 1st. !!
Send attached files to 

peerspectivesonline@gmail.com 

http://peerspectivesonline.org/
mailto:peerspectivesonline@gmail.com
http://peerspectivesonline.org/
mailto:peerspectivesonline@gmail.com


PeerSpectives Issue 13, Autumn 2014                ! ISSN 2187-1191                                                                     

Original Papers!

Using strategic 
interactions in the 
classroom!
Allan Nicholas 
Kanda University of International Studies.!!
Abstract!!
This article discusses the importance of teaching 
pragmatics - and in particular speech acts - in the 
classroom, and the challenges facing teachers who 
wish to address a key element of communicative 
competence. Teachers face a number of problems, 
such as the limited way in which many textbooks 
address speech acts, offering a narrow range of 
acts, and often in decontextualized form. The 
difficulties facing EFL learners in a country that 
provides few opportunities to use English outside of 
the classroom are also discussed. In the second 
half of the article, one way of addressing this issue 
is examined, in the form of strategic interactions (Di 
Pietro, 1987), a type of role-play that allows 
learners to engage in meaningful speech act 
practice and reflection. The article also describes 
how this task type was implemented into a course 
the author teaches at a Japanese university.!!
Introduction!
Pragmat ic competence, tha t e lement o f 
communication in which grammar and lexis meet 
and are influenced by social context, has been 
identified as a core component of general 
communicative competence by researchers 
(Canale & Swain, 1980). One important area of 
pragmatics concerns speech acts. Based on the 
work of Austin (1962) and Searle (1969; 1976), the 
concept of a speech act is that speech is seen as 
action, rather than, for example, simply consisting 
of successive true or false statements. This 
conception of speech-as-action is demonstrated 
below:!!
Example 1!
P1: Could you pick me up from the train station?!
P2: Sure, what time?!!
In Example 1 above, we can see P1 asking P2 to 

pick them up from the train station. This would 
therefore typically be categorized as a request 
speech act, in which P1 performs the action of 
asking P2 to do something they would not 
otherwise do (Roever, 2005).!!
! While common speech acts, such as 
requesting or apologizing, are important skills for 
EFL learners to practice and develop, there have 
been a number of challenges for teachers who wish 
to teach them to their students, one of which is the 
way speech acts are typically presented in learning 
materials. McConarchy and Hata (2013) identify a 
number of issues with the way in which many 
textbooks for EFL learners treat the pragmatic 
aspect of English language learning, and speech 
acts in particular. One issue is that textbooks often 
focus on only a narrow range of speech acts, 
leading to learners not being given opportunities to 
practice some types of speech-as-action. A further 
issue concerns the lack of contextualization in 
speech act examples provided in textbooks. Often, 
acts such as requesting are presented in isolation 
from any surrounding talk in a conversation, and 
without information regarding the social context 
being provided (see Example 1, above). This can 
lead to students, who have had limited exposure to 
the pragmatic or cultural norms of the L2 
community, finding it challenging to judge the 
appropriateness of their language in different social 
situations.!!
! A further problem related to the above 
issues facing teachers in an EFL context- as 
opposed to an ESL one- lies in the lack of 
opportunity for English language learners to hear, 
produce and practice speech acts outside of the 
classroom. In countries such as Japan, in which the 
English-as-L1 speaking community forms only a 
small percentage of the overall population, 
opportunities to use English in authentic discourse 
can be difficult to find. With this in mind, one 
alternative sometimes used by teachers is the 
employment of role-plays. Role-plays involve 
learners assuming the identities of a character in a 
given scenario, and acting out a conversation with 
an interlocutor. While role-plays offer learners the 
chance to perform speech acts, they are not 
without problems. By playing arbitrary roles such as 
“shop assistant” or “waiter,” the roles can often be 
detached from the learners’ real lives, and therefore 
lack meaning. Role-play scenarios are often 
created based on the teacher’s or textbook author’s 
intuition, rather than based on data concerning 
learners’ typical real-life experiences. Further, roles 
given to learners in such activities may sometimes 
prescribe how the participant should behave, think, 
and speak, compromising the agency of the 
learner, and thus limiting the authenticity of the 
activity.!
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Strategic Interactions!!
An alternative to the standard role-play is the 
strategic interaction (Di Pietro, 1987). A strategic 
interaction, while related to the role-play, differs in a 
number of key respects. Emphasis is placed on 
authentic, meaningful scenarios that learners can 
relate to. Further, “dramatic tension” (Di Pietro, 
1987)) is introduced, in which there is a degree of 
uncertainty in how the interaction between the two 
participants will be resolved. This is brought about 
in a number of ways. The learners cannot easily 
predict the scenarios, as each participant does not 
know the goals or motives of the other. Each 
speaker shares a reason for interacting with each 
other, but may not share the same goals, meaning 
that negotiation is therefore typically required to 
achieve resolution. For example, P1 may invite P2 
to their home in order to surprise P2 with a birthday 
party in their honour. P2 however, may have an 
examination to study for the next day, and may be 
reluctant to put off his or her studies. The tension 
therefore lies in P1 attempting to persuade P2 to 
attend, without revealing P1’s true motivation 
(example from Di Pietro, 1987, p.50). !!
! A further characteristic of a strategic 
interaction is that the participants do not assume a 
role as such, but instead interact as themselves, 
increasing authenticity. Further, while they are 
given the scenario, they are not told what to say or 
think. How the interaction plays out therefore, is up 
to the learners. !!
! Typically, a strategic interaction consists of 
three main stages: rehearsal, performance, and 
debriefing. In the first stage, learners plan what 
they will say. In the performance stage, they carry 
out the interaction, and in the final stage they 
reflect upon their performance. In this way, 
strategic interactions allow learners to plan, 
practice, and develop their speech act competence 
in a meaningful, authentic way, and also allows 
them to reflect upon their performance, identifying 
areas that could be worked on for future 
interactions.!!
Implementation!!
To demonstrate how strategic interactions can be 
used in the classroom, how they were implemented 
into a short course on pragmatics at a Japanese 
university will be described. The 32 participants of 
mixed proficiency were aged between 19-21, 
majoring in International Communication, and were 
in the third year of their undergraduate studies. The 
focus of these particular strategic interactions was 
the speech act of requesting. Requesting was 
chosen due to it being a common speech act, and 
therefore a useful one for learners. It is also one in 

which social context can play a particularly 
important role in influencing the language used, 
due to the imposition of requesting another person 
to do something. As such, this speech act can be a 
challenging one for some Japanese learners, 
whose cultural-pragmatic norms may differ from 
those of English-speaking cultures (Fukushima, 
2000).!!
Preliminary stage 
In order to design effective, meaningful scenarios 
for the strategic interactions, two surveys were 
carried out among the student population. In the 
first survey, 22 students were asked to list up to six 
situations in their lives in which they had either 
made a request, or had heard a request being 
made, providing details of the location, the parties 
involved, and the nature of the request. The results 
of this survey provided a variety of different request 
scenarios that learners had experienced at some 
point in their recent past. The results were 
categorized in terms of different scenario types, 
and who the other interlocutor was. The data were 
also analysed for the frequency in which certain 
scenarios occurred, and then ranked in order, from 
most to least common. The second survey, given to 
a different set of 28 students, provided the survey 
participants with a list of the first survey scenarios, 
and asked them to assess the likelihood of these 
request situations happening in their lives. This was 
done on a scale of one to four, as below:!!
Figure 1- Questionnaire two scale!
1 Never!
経験した事がない!
2 Occasionally (2-3 times a year)!
まれにある（１年に２～３回位）!
3 Sometimes (1-2 times a month)!
時々ある（月に１～２回位）!
4 Regularly (1 or more times a week)!
よくある（１週間に１回以上） !!
! The results allowed for identification of both 
authentic scenarios, and the situations that were 
most common and relevant to the student 
population. Using this data, a number of strategic 
interaction requesting scenarios were created. 
Examples of scenarios included asking to borrow 
something from a classmate; asking a stranger in 
the street for directions; asking a parent to pick 
them up by car from somewhere; and asking their 
parents to buy them something.!!
Rehearsal stage 
For the initial planning stage of the strategic 
interaction, the learners were given their scenario 
card (either card A or card B depending on whether 
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the participant was the requestor or requestee) to 
read. Once they had read and understood the 
information, they formed small groups with other 
learners who had been given the same role card. 
Working together, they then began the rehearsal 
stage of the task. During this stage, they were 
required to consider both their role and also the 
role of their interlocutor during the later 
performance stage. The uncertainty built into the 
strategic interaction meant that the learners needed 
to generate a number of hypotheses as to what 
their partner might say during the interaction, and 
how they would respond. By planning in groups in 
this way, as opposed to working by themselves, 
they were able to assist each other in a “collective 
scaffold” (Donato, 1994, p.46), sharing ideas 
concerning appropriate language or communication 
strategies, pooling their pragmatic knowledge and 
assisting each other.!!
Performance stage 
For the performance stage, the learners found a 
partner with an opposing role and sat down 
together. Using a digital audio recorder to record 
the conversation, they carried out the interaction 
with their interlocutor, attempting to put into action 
what they had planned in the previous rehearsal 
stage. Once the conversation had been closed, the 
mp3 recording was uploaded to a computer by the 
participants, in preparation for the transcribing 
process.!!
Debriefing stage 
The debriefing stage was carried out in three steps. 
Firstly, in pairs with their performance stage 
interlocutor, the participants listened to their 
recording and transcribed the interaction, using a 
simple set of transcription conventions. As the 
primary aim of the exercise was to capture the 
language used and the organizational structure of 
the conversation, it was not necessary for the 
learners to transcribe non-verbal behaviour, or 
other micro-features such as pauses or intonation. 
They were then asked to critically assess their 
performances by analyzing the transcript, making 
notes when necessary. In particular, they were 
asked to consider the context of the situation and 
the impact it had on their performance, considering 
the social statuses, or “power” (Brown & Levinson, 
1 9 8 7 ) o f t h e p a r t i c i p a n t s , t h e “ s o c i a l 
distance” (Brown and Levinson, 1987), in terms of 
how well they knew each other, and the degree of 
imposition (Brown and Levinson, 1987)  the request 
places upon the person being asked. Pragmatic 
norms may differ for example, when making a 
request of a close friend, compared with requesting 
someth ing f rom a un ive rs i t y p ro fessor. 
Furthermore, a request to borrow a pen from a 

classmate may entail different language use to a 
request for money.  In this way, the participants 
were encouraged to critically reflect upon their 
performance. Throughout, the teacher monitored 
the learners, and was available for assistance 
when needed. The overall aim of this stage was to 
raise awareness among the learners of the 
connection between language and the surrounding 
social context. !
! !
! After the learners had finished their 
analysis, the transcripts and learner notes were 
handed in to the teacher, and areas that the 
participants could focus on in future performances 
were identified. In the follow-up learning session, 
the teacher used anonymised excerpts from the 
transcripts to highlight issues regarding formality or 
politeness in relation to the context of the 
conversations, as a way of supplementing the 
learners’ own reflections.!!
Results!!
The strategic interaction task was carried out at a 
number of points in the semester, using different 
scenarios based on the initial survey data. The 
learners were asked to assess and reflect upon two 
main areas- on the extent to which their work in the 
strategic interactions affected their pragmatic 
awareness, and upon how useful they found 
strategic interactions to be in general, with 
emphasis on planning and transcript-based 
analysis. These reflections were carried out in 
writing, at the end of the course. While participant 
reflections were allowed to be flexible and open-
ended to an extent, participants were provided with 
the following prompts, in order to encourage 
reflection: !!
Figure 2- Example prompts for participant 
reflections!!
• Are the conversations similar, or different?!
• What are the key similarities/differences?!
• Do you think the later conversations went more 

smoothly than the earlier ones? If yes, why? If 
not, why?!

• Now you have analysed your conversations, is 
there anything you would like to have done 
differently, if you could have another chance to 
have a conversation?!

• Have you learnt anything new about how you 
talk in English? Any changes you’d like to 
make?!!

Data for each area will be discussed in turn.!
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Learner Reflections on the general 
usefulness of Strategic Interactions 
Overall, the results of the learner reflections were 
positive, with many noting how the process had 
raised their awareness of the pragmatic element of 
English communication:!!

“There are many types of conversation, 
but I think it is important to talk in [the] 
right way by paying attention to social 

distance and where the person [is] from.” !
Another learner noted:! !
“I learned that especially the situation and 
the relationship between speakers reflect 

how the conversation goes.” !
! As well as raising awareness, many 
learners also put forward a belief that the tasks had 
helped them to improve their pragmat ic 
competence:! !

“I felt my conversation skill is improved 
and conversations go more smoothly than 

before.” 
“Actually when I talked with native speaker 
after… I could expand conversation and I 
understand that native speaker naturally 

use pragmatic skill. I will try to use 
pragmatics for speaking English…more.” 

!
! One learner however, did not feel positively 
about the usefulness of the tasks, stating:!!
“…I did not notice so much change in my 
way of speaking unfortunately. Perhaps I 
need more speaking practice in order to 

be able to handle the communication skills 
I’ve learned in your class.” 

!
As can be seen from Table One however, most 
learners felt the tasks to be useful in terms of their 
English pragmatic proficiency.!!
Learner perceptions of their pragmatic awareness!
The study participants were asked at the end of the 
course about how they felt the strategic interaction 
tasks had influenced their pragmatic awareness, in 
terms of their awareness of the relationship 
between socio-cultural context and the L2, and 

performance, if at all. They were encouraged to 
discuss both areas of improvement and areas they 
felt had not improved, or perhaps even had been 
negatively affected by the tasks.!!

!

!
Table Two shows that almost all learners felt they 
had become more aware of the pragmatic 
component of their language learning in certain 
aspects, with only one learner feeling they had not 
made any progress at all. A number of learners 
commented on how they felt their conversational 
organization had improved:!!

“I think my English conversation skills 
have changed a little. I would think about 
the structure of my conversation before I 
talk to someone in English, like how to 

begin the conversation, or how to close 
the conversation.” !

Other learners specifically mentioned the closing 
stage of a conversation as an area they felt they 
had developed greater control over:!!
“In conversation 1, I didn’t have a closing 

part. I finished my conversation with 
“thank you” to my partner for talking with 

me. Thus, it was [a] strange ending…
However, in conversation 2, I started with 

closing with leave-taking “I think it’s time to 
go to the movie.” Thus, it sounds more 

natural to end the conversation.” !
Similarly, another learner stated:!!

“…although there was no pre-closing in 
�5

Table One - Learner reflections on usefulness of 
Strategic Interactions

Positive general 
comments only

Both Positive and 
Negative 

comments

Negative only 
comments

22 4 1

Table Two - Participants asked about their pragmatic 
awareness at end of course

Positive 
comments only

Both Positive and 
Negative 

comments

Negative 
comments only 
(no change, or 

regression)

11 19 1
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the first conversation, I tried to say “I gotta 
go now” and “I’ll call you later” in the 

second conversation.” !
! An improved ability to change topics 
smoothly in conversation was also mentioned. 
According to one learner:!!
“My conversation became smoother than 

before…[before] I didn’t know how to 
change topics, so there was more silent 

(sic), but at the end of this class… I knew 
how to change topics, so I could feel the 

difference.” !
! A further common area mentioned was 
listener behavior. A number of participants 
discussed their increased use of assessments 
(reacting positively or negatively to something the 
speaker has said), and other feedback types 
showing that the listener is interested in the 
speaker’s utterances:!!
“I have more feedback…in conversation 2. 
Feedback.. helps me to show my interest 

in the listener’s role.” !
Another learner stated:!!
“I didn’t use assessments in role-play one, 

but I used [them] in role-play two. And 
also I [had] no opening and closing in 
role-play one, so it’s not good for us to 

start [the] conversation.” !
! Other learners however, felt they had not 
made progress in this area, with one saying:!!

“I almost [always] said “yes,” “yeah,” 
when I heard some answers, but I should 
use assessment[s] or repeating more, to 

show my interest in my partner.” !
More generally, reflecting on their development, a 
small number of learners felt little or no 
improvement:!!

“It seems that [my] conversation.. was 
slightly improved but not definitely. Even 
[though] I’ve learned some knowledge 

about pragmatic speech, it’s not easy to 
show in the conversation.” !

It may be noted however, that even among the 
learners who felt they had not made progress, they 
were able to identify specific areas they felt had not 
improved. This in itself indicates an increased 
awareness of their pragmatic skills, which may be a 
first step towards improved performance in the 
future.!!
Conclusion!!
By using this more meaningful variation on the role-
play, opportunities are provided for learners to 
practice speech acts and use their performances 
as objects of study and reflection. The hope in 
using this task type is to both raise learner 
awareness of the pragmat ic features of 
conversation, and to build their pragmatic 
competence when speaking in the L2. In countries 
such as Japan, in which chances for engaging in 
authentic L2 experiences are often hard to come 
by, it is put forward that strategic interactions can 
have a useful role to play.!!
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Utilizing multiple 
language learning 
strategies in the 
classroom!
Stuart Benson 
Kanda University of International Studies.!!
Introduction!!
The advantages of explicitly teaching learning 
strategies have been well documented (Nation, 
2001; Oxford, 1990). Proficient learners of English 
use several strategies while completing a task (Gu 
& Johnson, 1996; Sheorey & Mokhtari, 2001). 
Successful strategy users are able to choose the 
most appropriate strategy for the task and 
determine when to use a more suitable strategy if 
needed (Nation, 2001). !!
! However, incorporating multiple learning 
strategies into classroom materials can be a 
difficult process. Deciding which strategies are 
applicable to the context, which complement each 
other and will be most helpful for the learner can be 
time consuming. Several taxonomies have been 
developed to help the teacher in choosing effective 
strategies (Gu & Johnson, 1996; Oxford, 1990; 
Schmitt, 1997; Zhang & Li, 2011). !!
! This article will look at one example lesson 
that was designed specifically to incorporate a 
metacognitive framework in conjunction with 
numerous vocabulary and reading learning 
strategies. The article will also look at students’ 
perspectives of the lesson that were gathered 
through a multiple-choice questionnaire.!!

The framework !!
Meijer, Veenman, and Van Hout-Wolters (2006) 
constructed a taxonomy of metacognitive activities 
with six categories that correspond to the reading 
and problem-solving process. Each category has a 
set goal for the learner to achieve once they have 
completed the activity. The six categories are: 
orientating, planning, executing, monitoring, 
evaluation and checking, and elaboration. 
Metacognitive activities were placed in each of the 
categories that were subsequently used in this 
lesson.!!
! The rationale for using this framework in 
the lesson was that it is specifically designed with 
reading in mind. The framework also allowed 
flexibility of integrating numerous strategies. Its 
ease of use was also a big factor as it aided the 
teacher in successfully administering each activity 
in the lesson. As stated above, various frameworks 
for a number of contexts can be easily attainable 
and, with little adjustment, can be utilized within the 
classroom. !!
The strategies!!
Within the study, nine learning strategies with 2 
distinct functions, reading and vocabulary, were 
used. Five reading strategies were utilized: using 
prior knowledge, setting a purpose for reading, 
previewing a text before reading, underlining 
information in the text, and re-reading for better 
understanding. Sheorey and Mokhtari (2001) divide 
reading strategies into three categories: 
metacognitive, cognitive and support strategies (p. 
436). The five strategies utilized in this lesson were 
rated as the most used within each category from 
their study (p. 438). !!
! Four vocabulary learning strategies were 
also used in the lesson: asking a classmate for 
meaning, guessing from context, using a bilingual 
dictionary, and using word cards were also used in 
the lesson. Each vocabulary learning strategy has 
been previously researched and found to be both 
beneficial and popular with EFL students, 
especially Japanese students that were the target 
group for this lesson (Schmitt, 1997; Sheorey & 
Mokhtari, 2001; Takač, 2008). Figure One is a flow 
chart that illustrates the activities and procedures 
utilized in this lesson.!!
! Generally, depending on the context of a 
class, the learner’s culture, age, and other factors, 
a teacher may have numerous strategies to choose 
from that can be taught in class to help improve 
learning (Oxford, 1996).  Oxford (1990), for 
example, designed a detailed taxonomy of 
language learning strategies that would provide 
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teachers valuable information on effective 
strategies. Other authors offering effective 
vocabulary learning strategies are Sökmen, 1997, 
and Thornbury, 2002.!!
The setting and lesson!!
The lesson was conducted in two first-year English 
classes at an international university in Japan. The 

learners (n: 44) had four lessons a week in the 
course with an emphasis on the four skills: reading, 
writing, listening and speaking. The lesson was 90 
minutes and consisted of five activities that 
involved reading a text and explicitly studying 
vocabulary. In the lesson prior, the learners took a 
vocabulary size test so as to ascertain their 
vocabulary size and format the lesson so that the 
reading text would be at a comprehension level of 
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98% (Nation & Beglar, 2007). This percentage is 
needed for the strategy guessing from context to be 
most effective (Liu & Nation, 1985). The results of 
the test showed that their mean vocabulary size 
was 2800 (SD: 3.23). !!
Pre reading activity!
Orientation and planning stage 
The pre-reading activity’s goal was to activate any 
prior knowledge on the topic of the text 
(orientating). The learners were instructed to 
survey the heading of the text and any sub-
headings that occurred in the body of the text. 
Once the learners surveyed the headings and text, 
they answered three questions before reading the 
text in depth. These three questions elaborate the 
topic without reading the entire text. With giving 
learners time to survey the text and answering 
questions, it encourages them to make predictions 
on the contents of the text (planning stage). The 
instructions and questions used in this stage were:!!
Survey the reading text and sub-headings then try 
to answer these questions with a partner.!
1. What do you think ‘generation’ means?!!
2. What is ‘meet the family’?!!
3. What points could be discussed under the sub-
title ‘why so popular’?!!
! The learners worked with a partner to 
answer the questions which allowed the strategy of 
asking a classmate for meaning to occur. This 
strategy increased the chances that negotiation for 
meaning would take place, the advantages of 
which are: making input understandable without 
simplifying it, which allows the language features to 
be retained, and it pushes learners to express 
themselves precisely and clearly (Long, 1996).!!
The reading and vocabulary strategies utilized in 
this activity were:!
- Using prior knowledge!
- Setting a purpose for reading!
- Previewing a text before reading!!
The text !
Execution stage 
The text used in the lesson was firstly run through a 
web program called Lextutor to evaluate whether 
its vocabulary load matched that of the learners’ 
vocabulary size (Cobb, 2013). The text was also 
chosen for its length. It was 370 words, which 
would allow learners to read through the whole text 
and re-read if necessary and therefore was 
deemed appropriate for the time allotted to the 
activity.!

!
Instructions were:!!

When reading the text, underline the 
words and/or phrases that are unknown or 
you have difficulty understanding. Re-read 
each paragraph if you are having difficulty 
understanding. Try to guess the meaning 

of the words. !
! The learners read the text and underlined 
unknown words. With the learners underlining 
words, it allows them to recognize what vocabulary 
is unknown which could affect their comprehension 
of the text when they refer back to it in later 
activities. Both this strategy and the guessing from 
context strategy, occur in the reading of the text as 
they complement each other well. Although the 
strategy of re-reading for better understanding was 
optional, indicating the strategy may encourage 
them to put it to use. Although no explicit focus was 
given on the strategy of guessing from context, 
previous research indicates that Japanese learners 
are aware of the strategy (Schmitt, 1997).!!
While reading the text, the learners utilized several 
strategies to complete the activity. !
- Underlining information in the text!
- Re-read for better understanding!
- Guessing from context!!
Pair-work activity !
Evaluation and monitoring stage 
Before this activity, learners returned to their 
groups and checked their answers for the pre-
reading activity. By doing so, the learners could 
evaluate what information they have understood 
from the text. This is both the evaluation and 
monitoring stage of the lesson. Again, negotiation 
will likely occur but with more information to 
discuss. !!
Instructions were:!!

Check the underlined words with your 
partner. If they are the same, write them 

here. If you know the meaning, explain to 
your partner.  

!
For words that are still unknown, use your 

bilingual dictionary to look up the 
meaning. Write the meaning below. !

Compared to other methods such as quickly giving 
the meaning or even passing over the word 
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entirely, asking a classmate and using a bi-lingual 
dictionary does take some time (Nation, 2004). 
Research however has indicated that Japanese 
adult English learners often do not avoid a new 
word (Schmitt, 1997 p.223). Knight (1994) found 
that when learners use a dictionary, they learn 
more words than people who do not use a 
dictionary (p. 284). Therefore the time used in this 
activity is worthwhile for learners.!!
The strategies involved in this activity were:!
- Guessing from context!
- Using a bilingual dictionary !!!
Choose the right meaning activity !
Elaboration stage 
The aim of this activity was to elaborate on 
guessing from context by having learners re-read 
the section of the text that the word occurs, then 
choose the meaning from three options (Nation, 
2001, p. 103). This may be difficult to the learners 
as the meanings can be very similar and learners 
may still not be able to guess the meaning of the 
words from context. The learners may however 
have looked up the words in the previous activity 
and therefore may find them easier. These words 
were chosen as the vocabulary size test results 
indicated that they were one level higher than the 
learners level and therefore were likely unknown 
but suitable to be explicitly taught. With this activity, 
learners are able to see what other meanings the 
words have and in turn perhaps be able to guess 

the words when used in different contexts (Nation, 
2001). To check their answers, they were again 
prompted to use a bilingual dictionary.!!
Instructions were:!!
Working with a partner, find these words in 

the text then choose the appropriate 
meaning. Choose the meaning that fits the 

context of the text. !
The strategies involved in this activity were:!
- Guessing from context!
- Using a bilingual dictionary!!
Word cards activity!
Evaluation and checking stage 
This was the final activity in the lesson. It allowed 
learners to gather information they received from 
the lesson and in turn, learn valuable vocabulary 
previously unknown to them. This was the 
evaluation and checking section from the 
framework. The word cards were very simple, with 
the unknown word on one side of the card and the 
meaning on the other side (Nation, 2001). The 
language used on the card was optional, as 
research has indicated that learning the meaning is 
better if it is in the learners L1 (Laufer & Shmueli, 
1997). !!
Instructions were:!!
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Table One – Questionnaire results (NB: The questionnaire was bilingual)

QUESTION Strongly 
disagree

Disagree Neutral Agree Strongly 
agree

The pre-reading activity helped me to think of any prior 
knowledge I had on the topic.

0 / 0% 3 / 6.8% 13 / 29.5% 16 / 36.3% 12 / 27.2%

The pre-reading activity helped me to understand the topic 
of the text.

0 / 0% 3 / 6.8% 10 / 22.7% 19 / 43.1% 12 / 27.2%

Underlining words helped me to recognize unknown 
words.

0 / 0% 4 / 9.0% 2 / 4.5% 10 / 22.7% 28 / 63.6%

Did you re-read the text? YES - 43 NO - 1

If you re-read the text - It helped me to understand the text 
more.

1 / 2.2% 4 / 9.3% 2 / 4.6% 11 / 25.5% 25 / 58.1%

Working with a partner helped me to understand unknown 
words.

2 / 4.5% 2 / 4.5% 3 / 6.8% 14 / 31.8% 23 /52.2%

Using a dictionary helped me to understand unknown 
words.

1 / 2.2% 1 / 2.2% 5 / 11.3% 9 / 20.4% 28 / 63.6%

Making word cards helped me to decide what words were 
important to study.

0 / 0% 3 / 6.8% 12 / 27.2% 12 / 27.2% 17 / 38.6%
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Create word cards for these words. Use 
your dictionary if necessary. 

How to make cards:You should write the 
word you want to learn on the front. On the 
back you should write its translation and 
an example sentence. You can write in 

either English or Japanese. !
The strategies involved in this activity were:!
- Using word cards!
- Using a bilingual dictionary!!
For more useful activities that could be used in 

teaching vocabulary, please refer to:!
(Nation, 2001, 2008; Nation & Newton, 1997)!!
Findings!!
Immediately after the lesson, a Likert scale 
questionnaire was administered. The questionnaire 
consisted of eight questions with a 5-point scale 
(Strongly disagree to strongly agree) to gather 
information on the student’s opinion on the 
helpfulness of the activities. The learners were 
given as much time as needed to complete the 
questionnaire. The questionnaire was written in 
both their L1 and L2. As the strategies were not 
d iscussed expl ic i t ly to the learners, the 
questionnaire focused on the activities that were 
connected to several of the strategies. !!
! The questionnaire revealed that most of 
the learners believed that all the activities were 
helpful for understanding unknown words. 
Underlining words was deemed to be the most 
helpful with 86.3% of the results being positive 
(agree and strongly agree). Working with a partner 
and using a dictionary were also deemed helpful 
with both strategies having 84% positive results. 
These findings correlate to Schmitt’s (1997) study, 
which states that Japanese university students 

believe working with a partner and using a 
dictionary are the most helpful vocabulary learning 
strategies.  !!
! The findings also indicate that even though 
re-reading was optional, all but one learner re-read 
the text for clarification. From re-reading the text, 
83.7% agreed or strongly agreed that it was helpful 
for better understanding of the text. !!
Conclusion!!
Incorporating a framework and various strategies 
into existing materials can be a time consuming 
process. This example lesson illustrates that with 
helpful information on strategies through research, 
it is not only possible to design a lesson effectively 
but learners also believe that it is helpful to learn 
vocabulary. It is important to realize however that 
explicitly learning strategies is an ongoing process. 
Allowing learners to continuously practice the 
strategies in class over a period of time will help to 
achieve the goal of using them independently. 
Ultimately however, it is the learners’ responsibility 
to evaluate their own learning and discover whether 
the strategies are applicable to their learning style. 
Through utilizing the strategies, framework, and 
previous research on taxonomies and other 
vocabulary learning strategies mentioned in this 
study in your class, you as a teacher can introduce 
them to a number of well-researched strategies. !!
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Appendix!
A. Lesson plan 
1. Hand out the packs and explain the pre-reading 

activity Do not allow them to use a dictionary.!!
2. Let them read the text and follow the 
instructions. Do not allow them to use a dictionary.!!
3. After they have read the text, take them back to 
the pre-reading activity and they can fill it out again. 
Still do not allow them to use a dictionary.!!
4. Go through the pre-reading activity as a class. !!
5. Go onto the ‘activity’. Follow the instructions but 
still do not allow them to use a dictionary. 
Encourage them to guess. !!
6. Go onto the ‘choose the right meaning’ activity. 
Still do not allow them to use a dictionary. !!
7. Go through the activity as a class. !!
8. Once they have done the activity, finally allow 
them to use a bilingual dictionary to look up the 
words they both don't understand in the underlining 
activity and choose the right meaning activity.!
9. Do the word cards activity. Explain to them how 
to make the word cards according to the example.!!
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B. Materials 
Pre reading activity!
Survey the reading text and headings then try to 
answer these questions with a partner.!
1. What do you think ‘generation’ means?!!
2. What is ‘meet the family’?!!
3. What points could be discussed under the sub-
title ‘why so popular’?!!
Text!
When reading the text, underline the words and/or 
phrases that are unknown or you have difficulty 
understanding. Re-read each paragraph if you are 
having difficulty understanding. Try to guess the 
meaning of the words.!!
A cartoon that has shaped a generation The 
Simpsons is an American comedy drama that 
shows middle class life in cartoon form. The half-
hour episodes take place in and around the fictional 
town of Springfield and make fun out of American 
culture and society.!!
Since the show started in 1989 the Simpsons have 
been shown on tv over 500 times. This makes it the 
longest running comedy drama in American 
television history. In 2007 a full-length movie, The 
Simpsons Movie, made over half a billion dollars.!!
The rewards!
The Simpsons has won many prizes, including the 
Emmy Awards. In the year 2000 Time magazine 
named it the best television series of the century 
and the cartoon characters of The Simpsons 
received their own star on Hollywood’s Walk of 
Fame.!!
Meet the family!
The Simpson family has 5 main characters. Homer 
is the beer-drinking father. He works at a nuclear 
power plant in Springfield and is married to Marge 
Simpson, a normal American middle class 
housewife. The couple has three children. Bart is a 
ten-year old who constantly gets into trouble. Lisa 
is a highly intelligent eight-year old who has 
become a vegetarian and a Buddhist. Maggie, the 
family’s baby, is often shown with a pacifier. The 
Simpsons have two pets, a dog named Santa’s 
Little Helper and Snowball, a cat.!!
Even though the show focuses around animated 
characters, many human celebrities have appeared 
on The Simpsons in the past, for example, Bill 
Clinton, Tony Blair, Tom Jones or Mel Gibson.!!
Why so popular?!
The comedy centers on a few major topics. 

Homer’s work in a nuclear power plant opens up 
the topic of our environment for discussion. Bart 
and Lisa are often shown in their school life where 
educational problems arise. Homer and Marge try 
to raise their children as best as they can but, as in 
many typical families, do not always succeed. The 
series also makes political comments on how the 
government and large corporations abuse the 
normal worker.!!
The program has been very successful around the 
world. It is watched by millions of people in over a 
hundred countries. The Simpsons have triggered a 
merchandising industry revolving around T-shirts, 
DVDs, video games, a theme park and books.!!
Activity!
Check the underlined words with your partner. If 
they are the same, write them here. If you know the 
meaning, explain to your partner. !
For words that are still unknown, use your 
dictionary to look up the meaning. Write the 
meaning below. Choose the right meaning!!
Working with a partner, find these words in the text. 
Then choose the appropriate meaning. Choose the 
meaning that fits the context of the text.!!
Create word cards for these words (Table Three). 
Use your dictionary if necessary.!!!
Using word cards (Figure Two)!!
You should write the word you want to learn on the 
front. On the back you should write its translation 
and an example sentence (some people also write 
English synonyms) like the example above.  !

!
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Table Three: Vocabulary word card prompts!!
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Series 1.a daily or weekly program with the same cast and format and a continuing story.

2.a number of games, contests, or sporting events, with the 
same participants, considered as a unit.

3.a set, as of coins or stamps.

Intelligent 1.Displaying or characterized by quickness of understanding, 
sound thought, or good judgment: an intelligent reply.

2. Computers.  The ability to do data processing locally; smart:

3.Having good understanding or a high mental capacity; quick to comprehend.

Vegetarian 1. A meal that contains only vegetables

2. A person who only eats meat at dinner time

3. Someone that excludes both fish and meat from their meals.

Nuclear 1. Powered by atomic energy

2.  Involving atomic weapons

3. Producing power by water

Environment 1. The air, water, minerals, organisms, and all other 
external factors surrounding and affecting a given organism at any time.

2.The hardware or software configuration,  of a computer system

3. Our daily lives in our house

Trigger 1. A machine that when pulled or pressed, releases something.

2. The part of the gun that you press in order to shoot it.

3. An event that starts a reaction or numerous reactions

Revolving 1. To move in a circular course.

2. To focus on or centre on.

3. To turn around at one point

Figure Two: How to make word cards:
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Special Issue 
Papers: Paperless 
2014!

Making the change: 
Going from paper to 
eBooks!
David Bramley 
Osaka Jogakuin University!!
Introduction!!
One university in western Japan produces its own 
course materials for use in a content-based 
curriculum taught in English. The materials focus 
on reading, writing and speaking. The university 
also has an up-to-date approach to technology in 
learning. Incoming students at this school received 
iPods to use for listening practice at the beginning 
of April 2004. This made the university one of the 
first in the world to give students their own iPods. 
The school introduced a wifi environment in spring 
2012 and since then all incoming students have 
received an iPad. The first eBooks were produced 
and used by fall of that year. These eBooks contain 
speaking, reading, and listening activities based on 
themes such as Peace, Ethics and Values, Human 
Rights and Sustainability. From 2013 all of the first 
year reading and discussion class texts became 
eBooks.!!
Challenges faced in the production of 
interactive eBooks!!
The challenges faced were how to convert typical 
paper based activities into an engaging interactive 
eBook format. Some of these activities include: 
matching activities, role card and conversation card 
activities, information gap activities, audio and 
video exercises and picture-based activities.!!!

Using widgets in the iBooks Author 
program !!
Widgets are an important feature of iBooks Author. 
They allow the author to manipulate text, audio, 
video, pictures, and various other media such as 
presentations to produce interactive activities. Four 
of these widgets have been used heavily in the 
university’s production of eBooks, these are 
explained below.!!
Pop Over widget  
This inserts one or more boxes on a page. The size 
of the box can be changed and a design or picture 
can be also used. Text and/or pictures can be 
“hidden” in the box and when the box is tapped, a 
window opens revealing what is inside.!!
! One discussion activity included in the 
eBooks, Tap and Talk, uses pop overs to hide 
conversation topics such as interests, TV, or food. 
When the icon or picture is tapped, a topic appears. 
Students talk about the topic for one minute and 
then tap a new topic. This is used in activities such 
as conversation circles or pair work.!!
! Pop Overs are also used on many pages to 
“hide” speaking patterns, which are key phrases to 
help students use discussion language. This allows 
the writers to use page space better and also helps 
students depend less on reading from the text and 
more on speaking. Pop Over boxes are used for 
group work assignments and can contain role or 
information “cards” and other types of task. Pop 
over boxes can also contain Internet links. Text can 
be formatted in different colors and the pop over 
boxes may also include photographs and 
background color.!!
Review Widget 
The Review Widget allows the textbook writer to 
insert a review quiz. A variety of quiz formats, for 
example, multiple choice, true/false or drag to 
target, are available using text, pictures, or a 
combination of both. Using this widget, authors 
have been able to create vocabulary and 
comprehension quizzes based on reading and 
listening passages, test students on appropriate 
responses to conversational gambits, and, in 
writing materials, test students’ knowledge of the 
parts of a paragraph and an essay.!!
Gallery Widget 
The gallery widget inserts a series of pictures in a 
slide show format. Using this interactive feature, an 
activity called Slide Talking (Figure One) has been 
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introduced in all discussion eBooks and features a 
gallery of five or more pictures. Students choose a 
picture and write sentences that connect the picture 
to the topic of the unit, for example, overpopulation 
or excess consumerism. Students then explain 
their pictures to each other before following an 
internet link in the eBook to find another picture 
connected with the topic, which they also explain to 
each other. The Internet follow up activity was 
introduced because it is often difficult to find 
enough suitable photographs which can be freely 
reproduced in publ ished materials. Many 
photographs available on Google Images, for 
example, may not be copied for commercial use. 
Having students go to an Internet link instead 
solves this problem. Also, introducing an activity 
where students can find their own pictures on the 
Internet gives students more freedom to choose 
pictures which they feel they can talk about with the 
language they have.!!
Figure One: Slide-Talking Activity!

Media Widget 
Audio and video files can be inserted via the Media 
widget. In reading eBooks, all readings are 

accompanied with an audio file. The audio file 
contains the full transcript of the reading so that 
students can listen to it as they read. In discussion-
f o c u s e d m a t e r i a l s t h e r e i s a l i s t e n i n g 
comprehension or dictation section in each chapter. 
To access these, students can tap the media icon 
in their eBook or the teacher can play the file over 
the class audio system. Transcripts are provided in 
pop over boxes. !!
Questions!!
Though there was only a brief amount of time 
available for questions during the Paperless 
Conference presentation some of the following 
topics arose.!!
Size!!
The iPad mini has a very small screen. eBooks 
produced by iBooks Author cannot be magnified as 
some pages on the iPad can. Therefore it is a good 
idea to use no font smaller than size 22. A font size 
of 24 has been used in our latest eBooks. !!
Orientation!!
It is better to write books in portrait rather than 
landscape view. This is because a book written in 
landscape will lose its formatting when the iPad is 
turned, making it necessary for the author to lock 
the book in landscape mode. If this is done the 
book cannot be turned to get a portrait view. It will 
always be locked in landscape view. !!
Video!!
There are two problems with video files. The first 
problem is excessive download time. The second 
problem is the size of the iBook file. There may not 
be enough space on the students’ iPads to keep 
the textbooks they need. One solution is to keep 
videos on a server such as the university LMS and 
provide a dedicated link in the eBook.!!
Copyright issues with images!!
Where possible, it is better to use your own images 
in eBooks. If this is not possible it is important to 
check the Creative Commons License of the image 
you want to use to confirm whether it explicitly 
allows the image to be used for commercial 
purposes, and always provide attribution. !!
Writing!!
For writing notes while reading or talking, the Note 
feature within the eBook will be sufficient. However 
for longer passages it is probably better to continue 
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to use paper. While it is possible to buy an external 
keyboard for the iPad, allowing students to type 
more easily into a word processing program, 
keyboards cost money and many students can only 
type slowly. !!
Time!!
To author an eBook designed for one semester of 
90 minute classes twice a week, will take up to 150 
hours depending on the skill of the author in using 
the iBooks Author program. This does not include 
the creation of materials from scratch, but rather 
the conversion of existing materials for use in the 
eBook.!!
Bio:!
David Bramley has a Masters degree in TEFL. He 
has been teaching in institutions of higher 
education in Japan since 1990. At present, he is 
tenured Associate Professor at Osaka Jogakuin 
University in Osaka. He is heavily involved in the 
writing, editing and production of eBooks for use 
with the iPad and has so far edited a series of five 
eBooks for use in discussion classes. !

!
!

Exploring iPad 
videoing and viewing 
with JHS English 
learners!
David Michael Ockert 
Nagano City Board of Education!!
Abstract !!
This paper reports the results of an exploratory 
case study of a group of nine Japanese junior high 
school students who presented quiz statements in 
English to their classmates. The study tested for 
the effects of being recorded and also self-viewing 
with an iPad. While the students spoke their quiz 
statements, they were recorded by their Japanese 
teacher with an iPad; five of these students were 
able to view themselves successfully using English 
for a communicative purpose via the iPad. The 
study used a self-measure to check for the 
influence of the intervention on confidence, anxiety, 
and foreign language willingness to communicate 
in English (FL WTC). The results show the nine 
students recorded with the iPad believe the 
intervention increased their confidence and desire 
(WTC) to speak in English, and reduced their 
anxiety to speak in English. This indicates that the 
use of an iPad to video record students and allow 
them to view their successful use of English may 
lower their anxiety, which bolsters their confidence 
and WTC in English.!!
Introduction!!
This paper reports the results of an exploratory 
case study of a small group of junior high school 
(JHS) students in Nagano, Japan. An iPad video 
camcorder intervention consisted of recording 
students successfully speaking English in class. 
Five of these nine students were able to view their 
presentation in English via the iPad. Time 
limitations did not allow for all nine students to see 
their performance via the iPad. A survey instrument 
was administered at the end of the two video 
interventions. The results were presented at the 
Paperless: Innovation and technology in education 
conference held at Kanda Univers i ty of 
International Studies earlier this year. Audience 
feedback is also included. !!!
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Literature review!
Willingness to communicate 
Willingness to communicate (WTC; McCroskey & 
Baer, 1985) has been used to describe the affective 
variables (anomie, communication apprehension, 
introversion, reticence, self-esteem, and shyness) 
which influence L2 learners’ desires to actually 
engage in L2 use. !!
! In one of the first L2 studies on WTC, 
MacIntyre and Charos (1996) showed that 
motivation influenced WTC in the L2, which, in turn, 
r e s u l t e d i n i n c r e a s e d f r e q u e n c y o f L 2 
communication. In addition, WTC was a predictor 
of frequency of communication in the L2, while 
motivation was a predictor of WTC and frequency 
of communication (MacIntyre & Charos, 1996). 
Various affective variables influence an individual’s 
“readiness to enter into discourse at a particular 
time with a specific person or persons, using a 
L2” (MacIntyre, Clement, Dörnyei & Noels, 1998, p. 
547) as shown in Figure One.!!
! In the Japanese EFL learning environment 
(JEFL), Yashima and her colleagues (Yashima, 
2002; Yashima, Zenuk-Nishide, & Shimizu, 2004; 
Yashima et al., 2009) have reported on the 
relationships between WTC, confidence, and 
anxiety. They found that motivation influenced 
confidence, which in turn was a major predictor of 
FL WTC (Yashima, 2002). In addition, the research 
demonstrated that anxiety and self-determination 

theory’s intrinsic motives for language learning are 
highly correlated. For example, they stated that 
“Anxiety about not understanding everything taught 
in class, yielded positive correlations with all of the 
motivational subtypes … and the strongest of these 
were with the more self-determined motivational 
subtypes (intrinsic motivation, identified regulation)” 
(Yashima et al., p. 52). Therefore, influencing the 
motivation sub-types, plus anxiety and confidence 
may, in turn, influence WTC. !!
Purposes of the present study!!
Based on the review of the literature and the 
author’s previous research results (see Ockert, 
2012, 2013), it was determined that public speaking 
is the most anxiety causing event for the JEFL 
students in the present study. Thus, if a means of 
lowering student self-consciousness in public 
speaking could be found, it may lower anxiety, 
improve confidence, motivate the students, and 
lead to a greater WTC in English. Due to the 
author’s experience teaching young learners and 
use of technology to increase their motivation 
(Ockert, 2012, 2013), the author believes that video 
recordings and subsequent viewings of students’ 
English speaking performance will help tap into the 
‘motivation from within’ and thus have a positive 
effect on their WTC, confidence, and level of 
anxiety. Therefore, this exploratory study tested for 
the impact of the self-viewing of students 
performing in front of their peers in English. !!
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Figure One. Heuristic model of variables influencing WTC (Macintyre et al., 1998, p. 547)
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Methods!
Participants 
One class of Japanese junior high school (JHS) 
students participated in this study. They were in the 
third semester of the second grade at the time they 
filled out the survey instrument. The majority of the 
students were fourteen years old. The recordings 
with the iPad took place during regular class time 
with the entire class present. Of the students in the 
class, nine were individually filmed and five were 
able to view the video of their performance 
speaking English. !!
Instruments!
 !
Af ter both record ing and v iewing v ideo 
interventions was complete, a survey was 
administered to the students who had been 
recorded to determine to what extent the use of the 
iPad had on their confidence, anxiety, and WTC.  
This instrument asked if the students were video-
recorded during English class and if yes, Did 
viewing yourself speaking English increase your 
confidence and desire (WTC) to speak in English 
and reduce your nervousness (anxiety) to speak in 
English? Answer choices were from 1 (No 
influence) to 6 (A lot of influence). The three survey 
questions are reproduced in Table One.!!
The speaking activity which was video-
recorded with the iPad!!
A larger class group (which contained the 9 who 
were eventually recorded) was divided into six 
groups of four students each. In their groups, the 
students made three quiz “hints” statements. Each 
student had to give three hint questions in front of 
the class, with one using ‘as ~ as’; a second 
question using a relative clause such as ‘that’ or 
‘which’, and a third question was the student’s 
choice. For example, one student described a cow 
and used the following three sentences: It is as big 
as a horse. It is something that makes meat. It is a 
thing that is the color(s) black and white. !!
The students could receive help from the other 
members of their group when preparing their three 
statements. However, each student would have to !

!
stand in front of the class and read their three 
sentences by themselves to their classmates 
during the actual activity. Each group of students 
had a small white board on which to write their 
answer. After the student presenting quiz 
statements finished, the groups were given one 
minute to write their answer on the white board. 
Each of the other groups that correctly guessed the 
answer received a point, and the group whose 
member was giving the quiz received a point for 
each group that correctly guessed the answer. This 
point system was used to encourage well-written 
and well-presented quiz statements. Each group 
chose the order of the members to stand in front of 
the class and present. On January 18th of 2012, 
students who presented their quiz statements in 
class were recorded with the iPad by their 
Japanese teacher. Due to unexpected time 
restrictions, the recordings were only able to take 
place in that one class period for a total of nine 
individual recordings.  Only male students were 
recorded with the iPad. This was completely 
random as a result of the students’ choice in the 
groups. The original intention was to film each 
student in the entire class with the iPad.  However, 
as it was a very busy time of the year for the third 
year students, it was not possible to video-record 
more students and allow them to view themselves 
successful ly speaking Engl ish. This was 
unfortunate, but educators familiar with the rigid 
schedule of JHS students will understand.!!
On February 28th, five of the students who were 
video recorded had the opportunity to view 
themselves successfully speaking English via the 
iPad.  As this viewing occurred during normal class 
time, their classmates were also present to watch 
these videos.  Soon after, in March, the students 
who had been video recorded completed the 
survey instrument from Table One.  !!
Results and discussion!!
According to the results, the nine students indicate 
that the iPad video recording intervention increased 
both their confidence and WTC in English. 
Furthermore, they indicate that being video-
recorded reduced their nervousness (anxiety) 
toward speaking in English. The results can be 
seen in Table Two.!
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Table One. Questions on the Influence of the iPad use on Confidence, Anxiety, and WTC

The three questions

Did being video recorded increase your confidence to speak in English?

Did being video recorded increase your desire to speak in English?

Did being video recorded reduce your nervousness to speak in English?
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The results indicate that the use of the iPad to 
record the students may have had a direct 
influence on confidence and FL WTC. Based on 
student responses to the three questions regarding 
iPad use in the classroom in Table Two, the 
students indicated overall that having been 
recorded had a positive effect on their confidence, 
anxiety, and WTC.!!
Audience feedback and conclusions 
from conference!!
The audience members had several comments 
regarding the study. One member mentioned that 
the same type of intervention could be done with an 
iPhone or similar smart phone. This is most likely 
true, as the value of the interventions seems to 
have come from the students having the 
experience of being recorded and the opportunity 
to view themselves performing successfully in 
English.  From this standpoint, perhaps any video 
recording technology would be just as effective. !!
! This issue of time was another topic that 
came up at the conference.  As mentioned 
previously, it was unfortunate that due to the rigid 
scheduling in the JHS system, not all students 
could be recorded.  In addition, a future study with 
multiple experimental groups would be desirable. 
For example, a class that receives a single 
intervention, a class that receives five interventions, 
and a class that receives ten interventions. This 
would inform us of whether or not ‘more is better’ 
regarding the recording and viewing of videos. !!
! Use of the iPad to both video record 
students and allow some of these same students to 
view their successful presentation in English also 
appears to lower anxiety and increase both 
confidence and WTC.  However, no statistical 
significance to these results can be determined 
from the present study due to the small number of 
participants.  In reference to participants, while the 
survey instrument only focused on how the video 
interventions affected those students who had been 
recorded, it cannot be ruled out that the use of the 
iPad in the classroom did not have an influence on 
the other class members as well. A follow-up 
survey administered to other members of the class 
would help inform us of whether or not the 

confidence, WTC and anxiety of students who were !!
not recorded were also affected by the 
interventions. !!
! This study indicated that the use of a tablet 
computer such as an iPad to record students in 
class while on task, then allowing the students to 
view themselves successfully speaking in English 
appears to improve their motivation to learn 
English. In addition, allowing the students to view 
themselves speaking English via the iPad may help 
alleviate their self-consciousness (felt as anxiety), 
and increase their confidence and WTC in English. 
Further research investigating this use of 
technology in the classroom with a larger group of 
participants over a longer period of time, and with a 
multiple number of interventions would be most 
welcome.!!!
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Table Two: The questions on confidence, desire (WTC), and nervousness (anxiety); n = 9

Item M SD

Did being video recorded increase your confidence to speak in English? 4.22 1.56

Did being video recorded increase your desire to speak in English? 5.00 1.32

Did being video recorded reduce your nervousness to speak in English? 4.11 1.36

mailto:davidockert1@gmail.com
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