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Welcome to the Sixth issue of 

PeerSpectives Winter 2010 
 
 

PEERSPECTIVES seeks views from 
everyone: students, teachers, and 
school staff. We want 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 collaboration. We can 
benefit from everyone’s ideas and ask 
important questions about our 
learning and teaching, research, 
professional and personal 
development and explore how we 
could improve our human conditions, 
around our own campus and more 
broadly in the world. We also 
welcome views and news from others 
in the net-o-sphere.  
 
PeerSpectives seeks short reflective, 
empirical, humorous, and opinionated 
articles discussing:  
• ways of learning, living and 

teaching better  
• how we can cross disciplinary, 

cultural, age, and other borders 
and reap the benefits of our 
diversity (teacher-student 
collaborations welcome) 

• what we do in learning and 
teaching and how we do it, with 
what tools or processes and with 
what results  

 
• the intertwining of our educational 

endeavors with the rest of our lives 
and how we can meaningfully 
navigate ecological solutions  

• book reviews, et cetera… (an 
important category)  

 
Got a new idea? Send it in. Got a 
question? Ask it. Did something new, 
strange, or wonderfully awesome 
happen in class? Tell us!  
 
Submissions: Note that nothing is 
automatically accepted, this is a peer 
edited and negotiated publication. We 
will give feedback and suggestions for 
improvement. This is an access 
publication for all those interested in 
experimental and experiential 
education. 
 
Please submit via email attachments 
with manuscripts single spaced in 12” 
Times, APA style, 4 pages max (about 
2000 words), but shorter the better, 
with a catchy title—quick reading for 
busy teachers and students, so KISS 
(keep it short and simple).  
 
Here’s hoping you all will have a 
wonderful winter break! 

Eds  
 
Next Submission Deadline June. 15, 
2011 Going to press by July 15. 
Send attached files with emails to:  

peerspectivesonline@gmail.com  

 
Contact michael-s@kanda.kuis.ac.jp 
 to become a reader.  
 
Access  
Back Copies of PeerSpectives at 

http://peerspectivesonline.org/ 
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Campus Wide Free Universal Wi-Fi  
Joachim Castellano  
Kanda University of International Studies 
 
Opinion-Editorial 
Light. If you were an aspiring Buddhist monk in Mount Koya about one thousand 
years ago, light determined how much you could learn. Sunlight and candles, 
which were very expensive then, governed the students’ reading and writing 
time. “There would have been the master with one light and a book, and 
you’re …physically in the dark.” Dreitlein Sensei of the Rengejoin Temple 
informed me in 2007, on assignment for AfterEd.tv, reporting on the changes in 
monk education. (http://aftered.tv/afteredteam/japan) 
 
Needless to say, learning 
environments have come a long way 
since the legendary monk Kukai 
established many temples of 
learning on Mount Koya. The 
industrial era brought us formalized 
education and the now familiar 
blackboard-covered classrooms. In 
the current age of the Internet and 
globalization, classrooms are being 
transformed into media rich, 
computer-filled ones, coined as 
“blended learning spaces” at KUIS. 
Technical advances in learning 
environments have become so 
ubiquitous that it’s unfathomable to 
imagine education without them. 
For example, a classroom without 
desks, a blackboard, working 
electricity, or a school without 
computers and Internet access 
would simply be unacceptable – 
even a sign of educational 
barbarism.  
Very soon, we will have to add to 
this list of school essentials: 
campus-wide free universal access 
Wi-Fi Internet access. 
 
Free universal Wi-Fi allows anyone 
to easily access the information 

superhighway and communicate 
with the global community. This 
type of open Wi-Fi can be found in 
an expanding number of public 
spaces including restaurants, 
libraries, and airports. Google has 
proposed creating a universal Wi-Fi 
zone to cover entire cities. Ever 
more gadgets such as smart phones, 
tablet computers, and gaming 
devices are built for Wi-Fi - not the 
wired Internet. Wired internet is not 
a suitable choice for smart devices 
which are designed to be mobile. 
 
Learning institutions have also 
rapidly adopted Wi-Fi, particularly 
universities in the United States. 
From top tier institutions such as 
M.I.T., Duke, and Columbia to local 
community colleges, to similarly 
language-focused universities such 
as Middlebury and Monterey 
Institute – all offer a form of free 
campus-wide universal access Wi-Fi.  
 
American universities have 
embraced Wi-Fi for several reasons. 
First, it’s far cheaper to create 
wireless networks than laying down 
LAN cables in every classroom. 
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Furthermore, “Colleges and 
universities are no longer just 
looking for a wireless LAN, but 
rather complete mobility, which 
may include voice-over-WLAN or 
wireless videoconferencing,” says 
Keerti Melkote, co-founder of Aruba, 
a leading installer of Wi-Fi networks 
at universities. “That includes any 
solution that provides new 
collaborative opportunities by 
transforming [public] space into a 
learning environment." 
 
Secondly, students expect it. Young 
learners are used to an internet 
experience that is on par with what 
they can experience at a local 
Starbucks. A 2008 Wi-Fi Alliance and 
Wakefield Research Survey reports 
that 90% of the students polled view 
Wi-Fi as essential to learning as 
classrooms and computers. 
Moreover, the robustness of a 
university’s Wi-Fi could determine 
which schools prospective students 
eventually decide to enroll in, with 
60% saying that they would not 
attend if Wi-Fi were not available. 
The same report said that students 
value Wi-Fi so much that 48% said 
“…they would give up beer before 
giving up Wi-Fi.” 
(http://campustechnology.com/arti
cles/2008/10/college-students-find-
wifi-essential-to-education-survey-
reports.aspx) 
 
Most importantly, forward-thinking 
university administrators recognize 
that the forces of globalization and 
the Internet have expanded the 
learning environment beyond the 
classroom and campus, and the 
institutions therefore must adapt to 

21st century realities. In a recent 
episode of Charlie Rose, an 
interview program on American 
public TV, Rose spoke with the 
deans of Harvard and MIT about the 
future of the university and 
education. 
(http://www.charlierose.com/view
/interview/11283) 
 
Susan Hockfield, president of MIT, 
comments:  
At the heart of what we do on our 
campuses is to turn great ideas into 
innovations and they're not just 
about new technologies and new 
businesses; they're about new ideas, 
new ways of building communities, 
new ways of relating to one another, 
new ways of interacting around the 
world. 
 
President of Harvard Drew Gilpin 
Faust states:  
We have to bring the people of 
talent into our educational sphere… 
we have to support them we have 
to give them the environment that 
enables them to pursue the kind of 
creativity that yields the 
discoveries and the claim on the 
future that I think that higher 
education is most about. 
 
It is no coincidence that both MIT 
and Harvard have free campus wide 
universal access Wi-Fi. Campus wide 
universal access Wi-Fi empowers 
Hockfield and Faust’s views on “new 
ways of building communities” and 
giving students the most enabling 
environment possible. At 
universities with campus wide Wi-Fi, 
students aren’t limited by the walls 
of classrooms, computer labs, and 



 PeerSpectives issue 6 
5 

Page 5 

 

libraries to access the digital world 
of knowledge and communicate 
with the globe.  Here learning 
environments are limitless and the 
global learning community is at your 
fingertips. In short, learning 
opportunities are everywhere, with 
everyone, all the time.  
 
How about the state of Wi-Fi at 
KUIS? Sadly, it is behind the curve: 
KUIS has a very limited and closed 
Wi-Fi network. Coverage-wise, less 
than 50% of campus has Wi-Fi access. 
Furthermore, access is limited to 
computers that have been 
specifically configured by the 
technology staff.  If you have a new 
iPhone, iPad, tablet computer, or 
are a visiting scholar you cannot 
access the KUIS Wi-Fi network. 
 
While it’s good that the KUIS 
community has some Wi-Fi, “good” 
will not cut it for an institution that 
aspires to be the leader of 
international studies in Japan and 
the world. To provide the best 
learning environment possible, KUIS 
must create a campus-wide 
universal access Wi-Fi network. 
Failure to invest in an open network 
severely limits the potential of 
everyone in our learning 
community: teachers, researchers, 
and especially students. While it is 
understandable that the university 
cannot purchase new computers 

every year, I find it odd that the 
current network discriminates 
against newer and better 
technologies. For example, students 
with iPhones cannot access the 
network freely. Researchers cannot 
investigate uses of new mobile 
devices. And barely half of 
teachers’ classes are located in 
internet enabled areas, severely 
limiting an essential tool for 
instruction. This is not state of the 
art education. 
 
In sum, it is absolutely critical for 
universities to provide the optimal 
learning environment for its 
students. Learning at a university 
with limited coverage and limited 
access Wi-Fi is the same as learning 
at one where only some classrooms 
have blackboards, electricity, and 
working desks. Let’s not leave the 
KUIS learning community to struggle 
blindly in the dark. Let us not wait 
one day longer for campus wide free 
universal access Wi-Fi at KUIS. 
 
Joachim Castellano is currently an 
ELI lecturer at Kanda University of 
International Studies and the 
former Managing Editor of Video 
Production for AfterEd.tv a web-
channel on the future of education 
at Teachers College-Columbia 
University. 
 

 

Steven Johnson, Author of Where Good Ideas Come From in a recent TED.com 
talks of open innovative systems, liquid networks and stresses that “Chance 
favors the connected mind.” Protecting keeps us in the cave, connecting 
brings the world to us and us to the world, so that we are the world. Hmmm… 
Wouldn’t be nice to say: “Come to KUIS, we are the world.” Eds. 
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Action Logs: Online and In Action     
Luke Rowland   
Kanda University of International Studies 
 
"Teaching can be a lonely enterprise (‘the most private job done in public’, 
someone said, or ‘the most public job done in private’)" (Allwright, 2003, 
p.132)    
 
Introduction 
As Allwright notes above, a classroom full of people can ironically seem a very 
isolated space to a teacher. Yet this is not hard to understand as a teacher’s 
isolation is social, rather than physical; teachers may feel like the odd one out 
in the classroom group because they are not a party to the opinions held by the 
majority of the people in the room. Although it is not difficult for teachers to 
assess the general atmosphere of a classroom and to act accordingly, they are 
usually less aware of particular student views and ideas about such things as 
the materials used or the activities employed in lessons. Unfortunately, it is 
these specific student perspectives which need to be communicated if the 
classroom environment is to be a socially and pedagogically cohesive 
experience for all involved (Spratt, 1999). One way of achieving this 
communication is for teachers to put in place systems for continuous feedback 
from their students throughout their courses (Barkhuizen, 1998; Stewart, 2007).  
 
The benefits of action logs 
One such feedback system is action 
logging (Murphey, 1993), which 
requires students to write lesson 
reflections focusing on what they 
regard as important, interesting or 
even unnecessary to them in a given 
class. These reflections are usually 
written in an exercise book and 
periodically collected by the 
teacher. When using action logs 
with a class, "teachers can more or 
less know how things are working, 
and adjust appropriately" (Murphey, 
1993, p.2). As Murphey describes, 
the use of logs establishes a 
connection between teacher and 
students through a cycle of ongoing 
feedback and the development of 
materials and lesson plans in 
accordance with that feedback. 

Of course, action logs do not solely 
benefit the teacher. As Murphey 
(1993) identifies, constant 
reflection on their learning can 
draw students out of passivity, 
requires them to recycle the 
content of lessons, helps them 
develop awareness of their own 
learning styles and preferences, and 
gives them some input into how 
their lessons are conducted. Key 
amongst these benefits is the notion 
that action logging may help 
students develop as individual 
"practitioners of learning" (Allwright 
& Hanks, 2009, p.2), which is to say 
that through reflecting on lessons 
and on their performance in the 
lessons, students can become more 
skilful at learning by becoming more 
aware of what the learning process 
actually consists of for them 
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individually. The student reflection 
below illustrates this idea:  
 
"Next, I read the text book in group. 
The task … was not difficult and we 
could find some of [the answers], 
but our group didn't know all of the 
[answers]. … we wanted to confirm 
about it to [the teacher]. However, 
we were shy and our class was 
finished before calling up our 
courage to ask. I think asking 
question is very important, but I 
couldn't. … so on the next occasion, 
I will call up my courage and ask 
the question positively. Don't be 
nervous, don't be shy, don't be 
afraid! They are my small goals." - 
Student reflection 
 
In the above reflection, the student 
recognizes that she missed a chance 
to extend her own learning by 
asking the teacher a question. The 
written reflection gave her an 
opportunity to set goals for herself 
for next time so that she does not 
repeat the same mistake and can 
further develop as a learner. One 
could further argue that the 
durability of the student’s 
impression of the incident was 
enhanced by writing about it in her 
action log. 
 
Online action logs 
Over 30 weeks, my second year 
Advanced Reading class wrote 
action logs on Moodle, an online 
course management system.  
Moodle allows teachers to set up 
online class pages containing 
information, such as class handouts 
and assessment deadlines, which 
the students can access from any 
computer. Students are also usually 

required to contribute to these class 
pages through their involvement in 
forums and journals. One benefit of 
creating an online action log system 
was that I did not have to collect 
exercise books from my students at 
the end of each week to read their 
perspectives on class. My students' 
comments were always available to 
me whenever I was at a computer. 
Another advantage was that I could 
very easily see in real time who was 
writing their reflections and who 
was not. This allowed me to 
immediately approach students who 
were not participating before their 
non-participation turned into a 
habit. Finally, it was convenient for 
me to have the students' comments 
in electronic form for anonymous 
redistribution to the class at 
different stages throughout the 
semester.   
 
From the start of the course, my 
students were asked to write a 
lesson reflection after each class, 
which amounted to two a week. 
They were instructed to focus on 
what they liked/disliked in each 
lesson, how they felt during 
activities, what they thought they 
learnt from a lesson or any other 
aspect of class that they felt was 
important for some reason. They 
were not given any word limits. 
Instead, I encouraged my students 
to think deeply about our classes 
and to strive for quality reflections 
rather than quantity. Importantly, 
the journal function in Moodle kept 
all the students' lesson reflections 
private between each individual 
student and me and this perhaps 
encouraged the students to 
comment freely and honestly on the  
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more sensitive aspects of our class 
such as their relationships with 
other learners. This sort of 
information was invaluable to me 
when setting up group and pair work 
in class.   
 
Revisiting and sharing perspectives 
However, for the lesson reflections 
to be truly valuable to the students, 
they needed to be revisited at times 
by their authors. To have the 
students analyse their classes and 
then to simply discard these 
analyses would have been an 
incredible waste. Essentially, we 
needed to reflect on our reflections 
in order to create positive, longer 
lasting impressions. Furthermore, I 
realised that the students could 
benefit from reading each others' 
perspectives too. Thus, I instructed 
the class at different times 
throughout the semester to reread 
what they had written about our 
classes and then to discuss their 
reflections with a partner or small 
group. The discussions were often 
quite lively. Additionally we made 
use of the idea of newslettering  
(Murphey, 1993) in which I selected 
various student reflections and 
collated them into a class 
newsletter so that the students 
could share their perspectives on 
our lessons with each other 
anonymously. This activity was also 
well received and the newsletters 
and reflections we shared in class 
were in turn mentioned in my 
students' subsequent lesson 
reflections below: 
 
"At the end of today, we discussed 
about lesson reflection. I did not  

 
know what the other students are 
writing in the lesson reflection, so 
it helped me to notice about what 
should I write. Also I did not know 
some people are writing deeply, I 
was surprised." - Student reflection 
 
"Next, I found the partner and talk 
about lesson reflections and saw 
some examples. I learned what is 
the bad points to write the 
reflections and of course learned 
what is the good points...so it was 
very useful lesson. I try to write the 
reflection more deeply." - Student 
reflection 
 
Conclusion 
Teachers can often feel cut off from 
their students. This happens in part 
because we sense that students 
share some common beliefs about 
our classes that we are not privy to. 
One way to address this situation is 
to ask students to reflect on their 
learning and to create written 
records which they can share with 
the teacher. With constant 
advances in educational technology, 
it makes sense to create these logs 
in ways that are convenient, 
relevant and accessible to modern 
teachers and learners. Not only do 
these learner journals inform the 
teacher and support ad hoc, ongoing 
syllabus development but they also 
go some way to helping students 
develop as learners by requiring 
students to concretely identify what 
they like and dislike in class, what 
motivates them, and which 
activities and tasks create the most 
lasting impressions for them. 
Furthermore, when students revisit 
and discuss their reflections with 
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classmates, they get a chance to 
compare and contrast their learning 
preferences with others, which 
leads very naturally to further 
reflection on their own learning 
processes. In short, online action 
logs are one way we can help 

"learners to develop as learners; to 
become better at it, better able to 
enjoy and profit from the courses 
we provide, and eventually both 
able and eager to carry on learning 
after our courses are over" 
(Allwright & Hanks, 2009, p.2).  
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Outside the Box 
 

Being inside the box 
was comfortable – 
warm and cosy. 
We curled up  
with cushions of routine, 
wadded with words, 
blanketed by books, 
swaddled in certainties. 
A bit stuffy perhaps, 
and we sometimes felt cramped, 
but never mind,  
we were so used to it 
that it felt normal – 
and, as I said,  
comfortable. 

 
 
 
 

Out here we are exposed, 
and cold winds blow. 
We need to hold on tight, 
keep our eyes open 
for sudden snow squalls, 
hidden crevasses.   
It’s a precarious existence now – 
but here we can move and breathe, 
see clear to the far horizon. 
 
And if we come to a cliff, 
we know we can step off it 
into empty air, 
trusting it to bear us up. 
We have no fear 
of  
fall 
ing 
 
Alan Maley. Nagoya. Nov. 2010 
Read at the closing ceremony of 
JALT2010 
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Professionally Tweeting 
Keith Barrs 
Kanda University of International Studies 
 
Introduction: The Good and Bad of Twitter 
According to the New York Times, Twitter, an online social networking tool 
which began operations in 2006, now has over 160 million users across the 
globe (Miller & Vega, 2010). With this huge user base comes both positives and 
negatives. First on the negative side, Twitter has the potential to be extremely 
annoying. It gives the tweeter (person who sends a tweet on Twitter) an instant, 
pervasive and global platform where they can post thoughts which, in many 
cases, should not be allowed to escape from their brain. These kinds of 
postings have been labelled as 'vacuous, inane and limited' (Wright, 2010) 
because of the 'triviality of most people's updates' (McFedries, 2007). This is 
summed up in an article in Time magazine which writes, 'the one thing you can 
say for certain about Twitter is that it makes a terrible first impression'. Taking 
some real tweets as an example, a recent check of Twitter (November 1, 2010) 
revealed the following 'inane' information: 

 
 
1. A woman tweeted that she was 

excited to find out that a new 
episode of Glee was on TV 
tonight, but then became 
disappointed when a friend told 
her it was a repeat. 

2. A man sent a tweet to all his 
followers to say that he had too 
many tweets to read today. 

 
Twitter also has the potential to be 
dangerous. An abclocal news article 
from 2009 highlighted an 
unfortunate situation where a man 
decided to send out a tweet to his 
followers that he was going away on 
holiday. He got back to find his 
house robbed. It was not proved 
that his tweet directly led to the 
robbery, but sites such as 
pleaserobme.com are trying to draw 
attention to the fact that posting 
location information on sites such as 

Twitter, Facebook and Foursquare 
can have dangerous consequences.    
 
So it is perfectly understandable for 
the individual who doesn’t want to 
tweet irrelevant information, 
and/or offer their house up for a 
potential break-in, to avoid ever 
signing up for an account. But 
Twitter is more than just a haven 
for 'junk' information and personal 
details. There is at least one reason 
why considering becoming a 
'tweeter', sending your first 'tweet' 
and 're-tweeting' for the first time 
could be a wise decision: Twitter 
can be an excellent platform for 
building up an online Professional 
Personal Learning Network (PPLN). 
This article will explain what is 
meant by a PPLN, why Twitter can 
be a good platform for such a 
network and how to go about 
setting one up. 
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What is an online Professional 
Personal Learning Network? 
Similar to an offline network of 
friends, colleagues and relatives, an 
online Personal Learning Network is 
a community of people who interact 
to benefit the individuals involved. 
Web based tools, such as Twitter, 
Facebook, personal blogs, wikis, 
email services and Instant Messaging 
services (IM), can all be combined 
into a highly personalised 'network' 
of online tools for social 
communication and collaboration. 
People can network with other 
individuals to learn more about food, 
health, music, movies, education, 
science, politics, finance or virtually 
any number of other areas of 
interest. The network is created and 
controlled by each individual so that 
they are streamlining into their 
network only the content that they 
want to be involved with. In the 21st 
century, the biggest advantage of 
online PLNs is that they are easily 
accessible and highly mobile thanks 
to the introduction of 3G and Wi-Fi 
Internet access on mobile devices.  
 
A 'Professional' PLN is one which 
streamlines the personal network 
into one used mainly for 
professional development, where 
the individuals can collaborate on 
issues which directly concern their 
particular careers.  
 
Why is Twitter a good platform for 
a PPLN? 
Twitter is free, global, easily 
accessible, simple-to-use and 
extremely popular. All of these 
features have led to it being used by 

some of the most influential people 
and biggest companies and 
organisations in the world. In 
general (but by no means always) 
the big industry names and 
organisations use Twitter to build-
up favourable online reputations, so 
you will usually find their 'tweets' to 
be informative and valuable. The 
tweets may contain links to 
interesting and useful websites, 
information about upcoming events, 
mentions about other people's or 
companies' blogs and homepages, or 
just short and simple comments, 
opinions and views. In relation to 
the English teaching world, Twitter 
can be used to directly connect with 
ELT professionals such as Scott 
Thornbury, Jeremy Harmer, Mark 
Warschauer, Dave Sperling and 
Chuck Sandy, and organisations such 
as IATEFL, The British Council, The 
TESOL Association and Guardian 
Education.  
 
Using Twitter, you can instantly 
connect with these people and 
organisations for free and start 
building up your own specialised 
network of learning. You can start 
and stop following anyone at any 
time which gives you the freedom to 
personalize your network to your 
current interests. For example, you 
may currently be interested in the 
use of technology in language 
education so you can start following 
Mark Warschauer. You can then 
check to see who he is following and 
who he is being followed by and if 
any of those people or groups 
interest you then you can add them 
to your own Twitter PPLN. Later on 
you might feel that you are getting 
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too many junk or irrelevant 'tweets' 
from a particular person or group, 
which is clogging up your tweet feed 
(the list of tweets that appears on 
your homepage), so you decide to 
stop following them. This 'following' 
and 'un-following' is done by clicking 
on the specific button under each 
person's name. 
 
As you begin to follow people, they 
may begin to follow to you in return. 
It is a good idea to start sending out 
some professional tweets, even if 
you don’t have any followers yet, 
because people can read them and 
make the decision on whether or 
not to add you to their list. If you 
already have a professional online 
presence in the form of, for 
example, a website or blog, then 
you can add a link to your Twitter 
feed so that tweets on Twitter 
appear on your blog and people can 
link through to the Twitter 
homepage and start following you. 
You can also give your Twitter 
username at the end of professional 
emails or comments on professional 
blogs so people can connect with 
you. Slowly, your own Professional 
Personal Learning Network begins to 
take shape as you carefully choose 
and moderate who you follow, who 
follows you (you can 'block' 
unwanted followers) and where you 
link to your Twitter account and 
Twitter feed in the online world.  
 
How to set up a PPLN on Twitter: 
Step by Step 
1. Sign up for a free Twitter 

account at www.twitter.com 
(click on the yellow 'sign up' 
button on the right of the page). 

Choose your username 
(sometimes called 'Twitter 
handle') carefully as this is what 
will identify you across Twitter 
and across the online world 
when you make any links to your 
account on your own blog or 
other people's. Some people use 
their real full name for easy 
identification, others use a 
shortened name and still others 
use a nickname. The choice 
depends on your feelings about 
having your information out in 
the public domain and whether 
or not you want to be easily 
identified. 

 
2. If you are new to Twitter then, 

on the homepage, go to the help 
section (found in the dropdown 
menu by clicking on your 
username) and read through the 
'Twitter Basics' section which 
explains all about tweets, re-
tweets, hashtags, direct 
messages and also how to set up 
your mobile device to link with 
your account for mobile 
tweeting. 

 
3. Use the search box at the top of 

the page to find people and 
organisations you want to follow. 
Alternatively, find them through 
links on their blogs and web-
pages or recommendations on 
other sites. 

 
4. Check the tweets that the 

person or organisation has sent 
out recently and decide if you 
want to follow or not. Click the 
green + button to start following 
or select 'block' from the drop 
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down menu under the 'gear' tab 
to un-follow someone. 

 
5. Start making your presence felt 

online by sending out some 
tweets, leaving comments (with 
links to your Twitter site) on 
other people’s blogs, linking to 
your Twitter account through 
your own blog, and signing off on 
professional emails with your 
Twitter username. Only link 
through personal blogs and sites 
such as Facebook if you want 
people to be reading your 
personal online information. 
Slowly you will begin to get 
followers and you can keep track 
of these by making sure you are 
signed up to get email alerts 
when someone starts following 
you. Use this service to 
moderate your followers and 
block people who send out 
advertising and spam tweets.  

 
6. Regularly conduct 'housekeeping' 

on your Twitter site by 
moderating people you follow 
and people following you. Use 
the 'lists' function to streamline 
tweets from a particular sub-
section of the people you follow. 
Keep track of who is 're-

tweeting' your tweets and 
'mentioning' you through the tabs 
at the top of your homepage. 
 

7. Always remember to be careful 
with the information that you 
send out into the online world, 
such as personal details, photos 
and location information, 
because this can sometimes be 
used by others in unexpected 
and unpleasant ways. 

 
Making Twitter Work for You 
Twitter, in just its 4 year history, 
has become one of the most globally 
used social networking platforms. 
Whilst this undoubtedly leads to 
some negatives, in the form of un-
ending irrelevant and inane tweets 
and the potential for personal 
information to be comprised, it also 
offers unquestionable positives for 
any individual who takes the time to 
personalise and moderate their 
tweet feed (the stream of tweets 
that each individual receives). An 
informative, mobile and easily-
accessible Professional Personal 
Learning Network can be set up in 
minutes, for free, and this learning 
network can prove invaluable in the 
professional development of the 
individual involved.  
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GO PRO! 
First impressions from recording in the classroom  

With a GoPro® head-mounted camcorder 
Duane Kindt  

Nagoya University of Foreign Studies 
 
I first saw a GoPro® camcorder—the HD Helmet HERO—worn by a bicycle 
motocross (BMX) rider in a promotional video (“GoPro,” 2010).1 I immediately 
thought of classroom applications, considering what advantage it might provide 
over normal student and teacher 
perspectives. Hindmarsh, Heath, and Luff 
(2010) describe two perspectives: 1) the 
fixed (static) positions, which offers a 
consistent, relatively unobtrusive view of 
the stream of action, and 2) the roving 
(handheld) participant view, which is 
able to pinpoint particular aspects of the 
scene (pp. 38-40). I recalled using a 
static camera to explore relationships 
between student anxiety and 
engagement (Kindt, 1997). While this 
perspective helped me increase my 
understanding of the nature of classroom 
interaction, it did not capture the 
student’s view of things, a clear 
advantage of the GoPro camera (Photo 1).  
 
Confident in the camcorder’s potential, I ordered the GoPro Helmet HERO late 
in the summer of 2010 and introduced it in oral communication strategies (OCS) 
courses at the beginning of the second semester. At the time of writing (late 
November), I have collected 9 GoPro recordings approximately 90 minutes in 
length from each of 2 freshman (OCS2•C and OCS2•D ) and 2 sophomore 
(OCS4•C and OCS•D) second-semester OCS courses.  

 

Introducing GoPro 
To introduce the camcorder to students, I used the same clips I saw at the 
GoPro website (www.gopro.com). Preparing to talk about summer activities, I 
showed BMX video clips from two perspectives, stationary and helmet-held. We 
then discussed some of the differences the perspectives provide and what 
might be interesting to do with a head-held camcorder. Students suggested 
activities like “climbing a mountain,” “cooking something,” and “riding a roller 
coaster.” Then we considered language learning and our classes in particular. 

                                                
1
 GoPro

®
 is a registered trademark of Woodman Labs, Inc., used with permission. 

Photo 1: A participant view 
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After contemplating the idea, I showed students the actual camera and told 
them that I thought it would be “so interesting” to see the class through their 
eyes, something that teachers rarely see. Then I asked for general permission 
to use the camera and for a volunteer. In all 4 classes, agreement to make 
GoPro recordings and the first volunteer came quickly. 
 
Thoughts on advantages and disadvantages 
After 9 weeks of using the GoPro camera, I can see several advantages and 
disadvantages: 

 
1) A participant’s view  

The greatest advantage, I believe, is the camera’s ability to capture a 
participant’s view of events, whether that of the teacher or a student 
(compare Photo 2 and Video capture 1). Never before have I been able to see a 
close approximation of what students see. By seeing and hearing what a 
student and his or her partner are doing during tasks, I am able to make more 
informed pedagogical decisions. Viewing a number of students over several 
class meetings enhances this awareness. In fact, the process of reviewing 

videos has helped me better understand both individual students and the 
classes in general.  
 

2) Recording instruction 

Related to what students see and hear, the camcorder provides excellent 
recordings of instruction. When I am speaking, the audio is clearly discernable, 
enabling me to later examine my instructional language. The wearer’s voice is 
also clear. GoPro cameras do not yet have an external microphone, however, 
so it is often difficult to hear the wearer’s partner in student conversations. 
Asking partners to speak clearly and sit closely or using IC recorders or other 
supplemental recording equipment can overcome this problem. 
 

3) Capturing teacher behavior 

Besides teacher talk, the camcorder can also capture teacher behavior. This is 
beneficial for teachers examining the effects of their body language, physical 

Photo 2: Teacher’s view of activity                Video capture 1: Student's view of activity 
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movement, gestures, and the like. This aspect of teacher development could, 
of course, be captured with a stationary camera, and perhaps even more 
effectively by an observer or assistant with a handheld camera. It would be 
useful to examine teacher behavior with the GoPro camera, however, when 
exploring what students attend to.  
 

4) The GoPro as presence pressure 

Several students have commented that the GoPro camcorder provides a kind of 
virtual teacher’s eye, an extension of the teacher’s presence pressure. In email 
feedback, one student wrote, “I think most of students will try hard if we have 
a camera in class because if we do something bad during the class, the camera 
is watching everything!!!” This also shows that the camera is intrusive to a 
degree, possibly affecting their behavior both positively and negatively. A 
number of students note that the camera does make them nervous, but with 
subsequent use, they get used to it: “It was really fun even I forgot that [my 
partner] was wearing the camera in the end. It doesn't bother me at all!”  

 
5) The effects of novelty  
Another benefit of introducing the camera has been the effect of novelty on a 
number of levels. Some students said that they have seen the camera used by 
comedians in stunts, and they find it interesting and unique. Some initial 
enthusiasm might also be tempered, however, as students realize the camera is 
heavier and the headband less comfortable than expected. Still, in week 9, 
new wearers and partners especially, seem to enjoy using the camera. 
The camera also allows me to explore novel possibilities. While it is true that 
using activities and materials for the first time inevitably requires adjustment 
and revision to increase their effectiveness, this alone should not deter 
applications of innovative technology or procedures (Beck & Kosink, 2006). One 
concern may be that there is too much innovation too often for students to 
maintain a productive comfort level, especially for those that prefer carefully 
controlled activities. Also, it is time-consuming to create one-off materials for 
each class, so teachers will need to make judicious decisions on how much time 
and energy to invest.  
 
6) Logistic issues 

When using GoPro equipment, there are also a number of logistic issues that 
require extra attention from the teacher. Files need to be successfully 
recorded and stored. The camera must be set properly—with charged batteries 
and an empty memory card—and turned on. Systems for choosing volunteers, 
providing all students with opportunities to participant, and gathering feedback 
need to be established. None of these tasks are odious, but they do take time 
and organization.  
 
GoPro applications 
In the first 9 weeks of collecting classroom data using the GoPro camcorder, I 
have developed some procedures, activities, and materials made possible by 
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the unique perspective it provides. At the beginning of the first class, as I was 
introducing the camera, I put it on during my explanation. This became the 
first recording that I showed in subsequent classes. I could have used footage 
from the first student volunteer, but I thought focusing on myself would help 
students to feel more comfortable with the camera while better understanding 
its purpose, what it captures, and how it may be used. 
 
The first instance of bringing student language captured by the GoPro camera 
back to a class as materials was a section from approximately the last minute 
of my explanation through 2 minutes of a conversation task. This resulted in a 
transcription comprising of several lines of my explanation and then ¾ of a 
page of their conversation. It provided a number of learning points, including 
both linguistic and strategic foci. Because of the visual aspect of GoPro data, I 
was able to examine not only what is being 
said, but at what participants are doing.  
  
In week 4, I used GoPro footage to focus on 
the use of gesture and expression. I 
extracted a 3-minute excerpt of my 
explanation during individualized teacher to 
student instruction. Students matched a list 
of gestures and expressions with when they 
occur in the transcription with the help of a 
partner (Video capture 2). It appears that 
there is great interest in recordings from 
students’ own classes, which, being of their 
actual production, is set in their zone of proximal development (ZDP) (see de 
Guerrero & Villamil, 2000; Vygotsky, 1978), making it easier to access and 
engage in. 
 
Future directions 
There appear to be a many possible applications for GoPro cameras. By the end 
of the semester, I should to have sixty 90-minute recordings and intend to use 
NVivo 9 (Richards, 2010), a type of qualitative data analysis software (QDAS), 
to aid in organizing and analyzing this relatively large amount of data. Some 
possible areas for further study include: 1) exploring ways to address the 
challenging task of aligning teacher and student expectations, 2) involving 
students more in analyzing clips, 3) designing in-depth questionnaires and 
conducting interviews to clarify student experience, 4) exploring the effect of 
the camera, and 5) documenting how the camera can promote concurrent self-
reflection in the teacher, as he or she recalls insights gained from the videos in 
real-time in subsequent classes. 
 
Final thoughts 
Although there are a number of issues related to its implementation—including 
cost, logistic concerns, student comfort, place in the larger curriculum, and  

Video capture 2: View of GoPro-derived collaborative 

activity 
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integration with other technologies —there is great potential for new insights 
from this innovative camcorder, particularly from the participant perspective it 
provides. As with all innovations, there will be a period of experimentation and 
development leading to more efficient and effective methods. My impression is 
that the GoPro head-held camcorder can lead to new possibilities in 
collaborative learning, materials development, student motivation, teacher 
education, and other areas of classroom research. I expect it—and future, 
more-lightweight versions with improved audio capture—to become a staple 
among educators’ observational and developmental tools. 
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Get TEDucated!    TED.Com Presentations open minds and 
change the world. Subtitles in 20+languages. Presentation 
times from 5 minutes to 25 minutes.  
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Steven Johnson "Where Good Ideas Come From" 
 
Hans Rosling on "Global Population Growth" 
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Group Project Work: An Effective Approach to Learning  
in a Teacher Education Program in Seoul, Korea 
Terry Nelson  
Sungkyunkwan University, Seoul, Korea 

 
Group project work is a defining characteristic of the TESOL, or teacher 
education program, of which I am a faculty member in Seoul, Korea. This is a 
five-month post-baccalaureate certificate program in which the entire 
curriculum is taught in English. It is designed to introduce pre- and in-service 
Korean teachers of English to the basic theoretical underpinnings of 
Communicative Language Teaching (CLT), while focusing more on practical 
considerations. It operates with 125 participants per program session, most of 
whom are in their 20s or 30s, but some of whom are in their 40s and 
occasionally even in their 60s.  
 
The program consists of five core 
courses: Theories and Methods in 
TESOL, Materials Analysis and 
Design, Multimedia in the EFL 
Classroom, TESOL Practicum, and 
English for English Teachers. All 
include at least occasional group 
project work, but the project work 
in the Materials course demands the 
most extensive collaboration. 
Materials course participants 
complete three major group work 
projects which together comprise 80 
percent of their course grade. All 
are completed in groups of three, 
with occasional groups of two when 
class numbers are not divisible by 
three. The first is an evaluation of a 
recently published four-skills 
textbook of their choice. The 
second involves creating a reading 
lesson from an online reading text, 
using the principles of CLT 
previously discussed in class as 
guiding principles. Extensive 
instructor feedback on the reading 
lessons prepares participants for the 
final project, which requires them 
to integrate their reading lessons 

into a three-skills unit of materials 
which, again, exemplifies the 
principles of CLT, as previously 
discussed in class.  
 
The close collaboration demanded 
in the completion of the three 
Materials projects made the 
Materials course a natural choice 
for an extended case study into the 
group project work experience in 
the TESOL program. My doctoral 
dissertation was such a study, and 
investigated the group learning 
experience from the emic, or 
participant, perspective. Study 
participants were asked, over a two 
year period involving four program 
sessions, to discuss their experience 
in questionnaires, reflective 
journals, and individual and focus 
group interviews. The resulting data 
– from 189 participants, in total – 
provided evidence as to the types of 
benefits the experience offered, the 
problems it presented, and the 
strategies participants employed to 
overcome the problems they 
encountered.  
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The perspective of the study 
participants on the group learning 
experience was located within the 
context of the various group 
learning literatures – including the 
cooperative, collaborative, team 
learning, peer learning, and group 
project work literatures – and also 
within the context of the 
sociocultural and socio-
constructivist theories which 
underpin most approaches to group 
learning (and most especially the 
collaborative learning approach). 
Indeed, one of the strengths of the 
study is the way it brings together 
the group learning literatures, and 
places them in the context of 
Vygotskyan and Piagetian theory. To 
the best of my knowledge, the 
literatures were never previously 
brought together in this way, the 
unfortunate result being that 
researchers investigating one 
approach to group learning were 
often uninformed by the findings of 
those investigating another.2  
 
My study found the group project 
work experience in the Materials 
course to be highly beneficial, 
overall. Participants described 
experiencing essentially all the 
benefits emphasized in the 
literatures, which include not only 
academic benefits, but also social 
and psychological ones. The 

                                                
2
 For readers interested in a resource which 

brings together all these theories, I am now 

preparing a proposal to publish my literature 

review with Multilingual Matters. I will provide  

publication information in a future edition of 

PeerSpectives. 

academic benefit they referred to 
most often was “generating and 
exposure to a rich variety of ideas,” 
with 109 participants making clear 
that they had experienced this 
benefit personally and had found 
the ideas they were exposed to 
enriching and ultimately 
empowering. The 109 references to 
this benefit, furthermore, were in 
response to open-ended prompts 
asking about benefits in general, 
and not specifically about exposure 
to ideas. That is to say, students 
were asked to identify the benefits 
they personally experienced and 
were not asked whether they had 
experienced exposure to a variety 
of ideas as a benefit.  
 
Social benefits related to 
cooperation were referred to next 
most often, including, for example, 
learning to cooperate, learning to 
negotiate, and learning conflict 
resolution skills. Like the academic 
benefit, exposure to a rich variety 
of ideas, these social benefits are 
largely unavailable to learners 
working individually. Other 
frequently cited benefits were 
similar in this regard, and included 
those related to personal and 
professional development. 
Participants describing personal 
development benefits sometimes 
related how the cooperation, 
negotiation, and conflict resolution 
skills they developed impacted in a 
positive way on everyday 
relationships, including relationships 
with spouses.  
 
Perhaps not surprisingly, the most 
common reference to problems was 
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to collaboration-related problems. 
Seventy-six such references were 
made, in total. Noteworthy, 
however, is that the majority were 
to problems not personally 
experienced. That is to say, 
participants made most frequent 
reference to collaboration-related 
problems they had heard another 
group was experiencing, and not to 
problems they had personally 
experienced. Noteworthy, as well, 
is that, of the collaboration-related 
problems which were personally 
experienced, the majority were 
ultimately resolved, with the 
strategies used to resolve them 
ultimately becoming skills perceived 
as some of the skills of group 
learning.  
 
Limited contribution to the group 
effort was the next most commonly 
experienced problem. When this 
limited contribution was the result 
of work or family demands – as in 40 
percent of the cases described in 
the data – participants were usually 
able to resolve the problem by 
meeting in cyberspace or engaging 
in email and text message 
exchanges. But in another 40 
percent of the cases, one group 
member was perceived as simply 
having no desire to contribute, and 
this problem proved more difficult 
to resolve. Resolutions were 
sometimes reported, however, with 
some participants, for example, 
describing how they were to 
convince recalcitrant members that 
their contribution was both 
necessary and valued. Their success 
in this regard helped them to 

develop stronger relationship and 
leadership skills.   
 
Contrary to expectations, age 
differences between group members 
generally proved unproblematic in 
the group learning experience. 
Older participants reported learning 
fresh new ideas as a result of 
working with younger group 
members, and younger ones 
reported benefiting from the 
experience of their older partners. 
Only one participant referred to the 
Asian cultural concern with 
respecting one’s elders as proving 
problematic for the group learning 
experience.  
 
The majority of problems of any 
type which participants described as 
major were ultimately resolved; 
however a small number of 
participants proved unable to 
resolve these difficult problems. 
They, together with a number of 
participants who enjoyed greater 
success in this regard, suggested a 
need for preparation for the group 
learning experience. The 
preparation they envisioned 
included a kind of general 
understanding as to what the 
experience would entail and 
guidance as to how best to 
negotiate ideas and resolve 
different types of disputes.  Their 
belief that guidance would be 
helpful is consistent with the ideas 
of cooperative learning researchers, 
Johnson & Johnson, who identify 
“small group skills” as one of five 
essential elements of successful 
group learning, and argue that these 
skills must be taught to adults as 
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well as children. While collaborative 
learning researchers sometimes 
disagree, suggesting instead that 
learning to collaborate is one of the 
important skills acquired in the 
collaborative process itself. In this 
latter view, teaching collaborative 
skills diminishes the value of the 
experience, partly as a result of 
diminishing participant agency. I 
have argued differently in an article 
I co-authored with Tim Murphey in a 
special edition of Anglistik (Nelson 
and Murphey 2011) devoted to the 

affect, suggesting that good small 
group skills can enhance agency. In 
the TESOL program, I have acted 
upon this belief and this 
understanding of agency by 
introducing into the two-week “pre-
session” which begins each new 
session of the program, a module 
devoted to developing small group 
skills. In the two pre-sessions this 
module has been in place, 
participant response has been highly 
favorable.  
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The Efficiency Column 
 
Do you have suggestions for improving the way we work, teach, or learn? Do 
you sometimes feel a bit overloaded? Write for the Efficiency Column! Help us 
all be more efficient.  
 
Disclaimer: Each author’s content and ranting is her or his own and not 
necessarily that of PeerSpectives, KUIS, their relatives, those from the same 
country or office, or this planet. 
 
As Wayne Gretzky said, "100 % of the shots you don't take don't go in."  
 
Asking may be a moment’s embarrassment, not asking may be a lifelong regret. 

����
�	��������	� 
Kiku wa itoki no haji, Kikanu wa issho no haji 
Go ahead. Give it a shot! 
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Optimism for Teachers 
Tara McIlroy 
Kanda University of International Studies 
 
Introduction 

Teachers have a lot to be optimistic about. As the academic year rushes to its 
conclusion and lesson plans wait to be revisited in the next school year, 
teachers are given the opportunity to review the year and think optimistically 
about the changes that can be made. New students and new classes enhance 
the opportunity to start anew. Teachers can use two methods of self-analysis 
to consider their feelings of optimism about the next school year: the ”What 
Work`s Well” strategy (Cooperrider & Sekerka, 2001) from the business world 
and the ”Learned Optimism” model (Seligman, 1991) from positive psychology. 
These two models can be perfectly adapted for the teaching environment, and 
what better time to consider them than when the academic year is wrapping 
up and a new year is on the horizon. 
 
WWW  - What Works Well 
This is a model that came from the 
world of business but can be useful 
for the classroom setting. Before 
thinking of things to change about 
the way classes, teaching teams, or 
research groups run, the idea is to 
consider the things that already go 
well. This can be done as an 
individual teacher, after a 
presentation or appraisal, or when 
working with teaching materials. 
Examples at the end of a teaching 
block or semester could 
be ”students report that I am 
enthusiastic,“ ”students seem 
happy to thank me at the end of 
class,” or “I think that students 
enjoy the speaking in our classroom 
activities.”  It is easy-to-use and 
effective when given to students as 
a task for themselves too. They love 
to have the chance to think 
positively, are genuinely surprised 
by the range of ideas that come 
from their classmates, and 
appreciate the different approach 
away from critique. In a recent 

round of “student-centred” 
homework activities where groups 
of students were responsible for 
leading their classmates in teaching 
activities and organising 
conversation topics and games for 
one week, Freshman students used 
What Worked Well to appraise 
themselves and laugh about the 
challenges of the task. What they 
found was that once they talked 
about the good things that 
happened, it didn’t matter so much 
about things that were difficult and 
they could talk about those too with 
more confidence and acceptance. 
 

When things go right in class, 
teachers and students should have 
the chance to let each other know 
that they enjoyed the lesson and 
the learning.  All teachers have 
lessons they want to recreate 
because the lessons were successful 
and, therefore, What Works Well is 
a good place to start. 
 

How Optimistic Are You? 

Martin Seligman`s “Learned 
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Optimism” model for assessing 
personal optimism can be applied to 
the teaching context. It looks at 
three features: Personalization, 
Permanence, and Pervasiveness. 
The pessimist has to work harder at 
things that the optimist does 
naturally. Seligman studied animals, 
patients, and most recently has 
worked in schools to explore how 
this works. See Seligman 2009 for 
his recent school-based projects in 
Australia, the US, and the UK. 
 

When something good or bad 
happens, an optimist is a person 
who will see things positively, while 
the pessimist sees the opposite. The 
incident causing the thoughts will 
be the same, but an optimist will 

see things differently to a pessimist 
(see Figure 1). If a good thing 
happens an optimist will see 
themselves as responsible for it 
(personalization), will think that it 
may always happen in the same way 
(permanence), and will think that it 
may happen in other situations or 
impact their life in a wider way 
(pervasiveness). The pessimist 
considers the opposite and instead 
sees the same event as an accident 
that is nothing to do with them 
(lack of personalization), will think 
that they simply got lucky (lack of 
permanence), and will think that 
the luck will only happen in that 
one situation, affecting nothing else 
in their lives (lack of pervasiveness).
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Academic Optimism and Personal 
Optimism 
What is the link between the two? Is 
the person who is personally 
optimistic likely to be optimistic in 
the academic setting? Recent 
studies of teachers in the US have 
shown there to be a strong 
correlation between the two (Beard 
et al., 2009). Professional optimism 
and personal optimism are linked. It 
would seem that the teacher who is 
personally optimistic is also 
academically optimistic about 
teaching and student achievement. 
 

Try the following steps with a 
recent teaching situation. Think of 
something good that happened in 
class. Go over the events in your 
mind and your reactions to 
them.  Why did that good outcome 
happen? When you describe the 
event to yourself, how do you see 
it? Can you find the features of 
personalization, permanence, and 
pervasiveness in that inner voice? 
How do you see your successes? 
 

Considering this model for the 
teaching professional and the 
following examples of teacher-talk : 

1. “Because we worked hard the 
class did well in their exams” vs. 
“I don`t know why, but the class 
did well after all” 

2. “The freshman class I had this 
year was a challenge” vs. “I 
always get stuck with the 
difficult classes” 

3. “English is difficult” vs. 
“Speaking English while teaching 
is difficult” 

The optimistic teacher sees the 
class`s successes down to his or her 
own hard work along with giving 
credit to the students themselves. 
The old maxim “Good students - 
good teacher” is what the optimist 
firmly believes. The pessimist fails 
to see his/her own input as valuable. 
When things are difficult, the 
optimist can see the situation as 
non-permanent, not that all other 
classes will be equally difficult to 
deal with. The pessimist has a 
fatalistic approach and thinks that 
getting unlucky with the difficult 
classes will be a permanent 
condition to be repeated year after 
year. How does this work for your 
own situation? 
 

Of course, most teachers have a 
balance between optimism and 
pessimism, depending on the 
situation. This is good since the 
extremes of opinion can be 
troublesome in themselves. Imagine 
the optimist who cannot see any 
flaw in his or her teaching. Then no 
room for improvement can be 
imagined by this teacher, as he or 
she is perfect already! Equally, the 
100% pessimist will be difficult to 
coach into making positive changes. 
Seligman`s approach is to use this 
model to assess levels of personal 
optimism and then learn how to be 
more optimistic if needed.  For the 
pessimist, the next stage is to find 
out strengths and grow them. As the 
year wraps up and teachers assess 
their own enjoyment and 
engagement in their work, personal 
and professional optimism are 
useful elements to consider. Now is 
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always a good time to be optimistic about teaching! 
 

Beard, K. S., Hoy, W. K., & Woolfolk Hoy, A. (2009). Academic optimism of 
individual teachers: Confirming a new construct. Working paper, Ohio State 
University, USA. Retrieved from 
http://www.waynekhoy.com/pdfs/Teacher_Academic_Optimism_Measure.pdf 

 
Cooperrider, D., & Sekerka, L. E. (2006). Toward a theory of positive 
organizational change. In Joan V. Gallos (Ed.), Organization Development: A 
Jossey-Bass Reader. San Francisco, CA: John Wiley & Sons. 

 

Seligman, M. E. P. (1991). Learned optimism: How to change your mind and 
your life. New York: Knopf. 

 

Seligman, M. E. P., Ernst, R.M., Gillham, J., Reivich, K., Linkins,  M.(2009). 
Positive education, positive psychology and educational interventions. Oxford 
Review of Education, 35(3), 293-311. Retrieved from 
http://www.positivepsychology.org/positiveeducationarticle2009.pdf 

 

Seligman, M. E. P. (2010). Authentic happiness. Retrieved from  
http://www.authentichappiness.sas.upenn.edu/questionnaires.aspx1 

 

1All of Seligman’s surveys from his website are freely available for the public to 
use as part of his “positive psychology” drive to promote optimism worldwide.  

 

 
Fare Thee Well to all our Friends and Colleagues Moving On from 

KUIS! Stay in Touch!  
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I Don’t Know Why I’m Doing What I’m Doing…But I Like It 
Claire Schadle 
Nagoya University of Foreign Studies-Japanese Department 
 
At the beginning of the spring semester I told my two writing classes of forty 
students each that they would need a notebook for my class. The notebook was 
going to be used for a ten-minute freewrite at the beginning of each class. 
Freewriting was first developed by Elbow (1973) as a way to develop writing 
skills and helping students generate ideas without the fear of correction.  I told 
my students they could write about whatever they wanted as long as they 
wrote for ten minutes without stopping. My class meets once a week for an 
hour and a half and my students are all second year undergraduate students. 
They are Japanese majors and are required to take a certain number of courses 
in English. When presenting the assignment, I explained the difference 
between accuracy and fluency and told them that because it was important to 
develop both facets of their writing ability I would not be correcting their 
freewrites. In order to keep the definition of accuracy and fluency simple for 
my students, I used the definitions from their textbook Success with College 
Writing: From Paragraph to Essay.  This book defines fluency as “writing quickly 
and easily” while accuracy is “having correct grammar and spelling.” (Zemach 
& Rumisek, 2003, p.7) I told them that this assignment would be an opportunity 
for them to develop their fluency in writing. I further explained that I would 
give them written feedback on their other writing assignments, but that for ten 
minutes each class they were free to experiment, make mistakes, cross out, 
erase, re-write whatever they wanted. Since then all eighty students have been 
obediently collecting their notebooks at the beginning of each class, writing for 
ten minutes, and returning their notebooks to me at the end of class. So this is 
a success, right? 
 
After a semester of doing this 
assignment with my class, I decided 
to investigate whether it was a 
success from my students’ 
perspectives. I gave my students a 
short questionnaire about the 
experience of writing these 
freewrites to get a sense of their 
opinions about this assignment. I 
asked them the following questions:  

1. Why do you think Claire had 
you write everyday in a 
journal? 

2. Why do you think that Claire 
did not correct your journal 
entries? 

3. Did you enjoy writing in your 
journal every class?  Why or 
why not? 

The responses that I got were quite 
varied.  Some students showed that 
they did not understand my 
intention behind the assignment or 
the benefit of developing fluency in 
writing.  However, other students 
expressed a fairly sophisticated and 
nuanced grasp of the advantages of 
developing writing fluency skills and 
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expressed an understanding of how 
this assignment would contribute to 
their development as writers of 
English. 
 
Overall there was a positive 
response to the third question of 
whether or not students enjoyed 
writing in their journals. Reading 
their answers to this open-ended 
question, I saw that 59 out of 80 
students wrote that they enjoyed 
writing in their journals. Students 
who gave an answer of “so so” or “it 
depends” only accounted for 7 out 
of 80 students and 14 out of 80 said 
that they did not enjoy it. Looking 
more closely at the 14 students who 
did not enjoy it, I wanted to see the 
reasons they gave for the second 
question of why I did not correct 
their journals. I found multiple 
reasons; however, the most 
interesting number to me was that 6 
out of the 14 students who wrote 
that they did not enjoy it, did in 
fact understand my reasoning for 
having them write in their journals.  
 
One student, for example, wrote 
“Correct writing is not important. 
Writing English is important.” and 
another student wrote “I think that 
Claire want to learn enjoyment of 
writing in person. If Claire correct 
my freewrites, I willingly don’t 
learn.” In looking more closely at 
this group of responses, I tried to 
think about the reasons why they 
might understand the benefits of 
the assignment and yet still did not 
enjoy it.  Many of their responses to 
other questions showed that their 
reasoning may be that they had 
difficulty coming up with a topic.  

Out of all the responses, 22 out of 
80 said that they would prefer for 
me to give them a topic each week 
rather than having to think up a 
topic on their own.  Other students’ 
reasoning showed that they were 
critical of their own language ability 
and seemed to be more negative 
toward their level of English rather 
than the quality of the assignment. 
A couple of students noted personal 
reasons such as they were busy with 
other classes or did not have the 
energy to write in their journal each 
day.  
 
While I cannot go into all the details 
of the respondents who did enjoy 
the experience, I will use a few to 
illustrate some of the thoughts that 
the students had about the 
assignment. One student, in 
response to why I did not correct 
the journals, simply wrote “because 
it is a free writing” while another 
student wrote that it “give thinking 
skills for us” and a third student 
wrote “correct English strictly 
makes students fearful.”  Another 
students wrote “she (Claire) believe 
our autonomy.”  These students 
clearly understand the intention 
behind the assignment and their 
response to the third question 
indicates that they are enjoying the 
experience.  However, among the 
59 students who enjoy the 
assignment 21 students also wrote 
“I don’t know” to the question of 
why I did not correct their journals. 
For example, one student wrote 
that the reason I gave them the 
assignment was “in order to 
improve our writing quickly” and 
that they enjoyed it “because I 
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could find my growth about writing” 
and yet he/she wrote “I don’t 
know” in response to why I did not 
correct their journals. 
 
Although there was a generally 
positive response to the 
questionnaire, I wondered about the 
difference between students’ 
responses.  For example, one 
student wrote:  
 
Keep on writing is one� of the most 
important thing. Claire thinking 
that. I think so too. This is one of 
the best thing this class. I think she 
judge to need not to correct 
because journal’s importance point 
is not to check. It important point 
is writing and keeping on it. 
 
However other students showed 
that they did not like it, did not 
know why I had them write, and did 
not understand why I did not correct 
them. Each student has diligently 
written an entry each week for the 
last semester and a half, and yet I 
have to believe that they are each 
getting something different out the 
experience.  Is there a way to 
illustrate or explain the benefits of 
daily writing so that this assignment 
becomes meaningful to all my 
students? 
 
Just three weeks ago, over half way 
through the second semester, I saw 
a student not writing during the 
first ten minutes of class.  His entry 
was only three sentences, totaling 
21 words, and was significantly 
shorter than his previous entries.  
Afterwards I told him to make sure 
that he took full advantage of the 

ten minutes given to him and to 
write the entire time.  When looking 
at his freewrite the following week 
he had written “By the way, please 
check mistake spelling and grammar.  
We want to check.  We just write it 
is no meaning.  So I wrote short last 
class.”  I responded directly in his 
journal and wrote to him the 
following “I will not check your 
journals for grammar and spelling.  I 
do this intentionally.  I will check 
your essays but your journal is a 
time to practice and build your 
writing fluency.  Even if I do not 
correct them I still expect you to 
not write a short entry.  Please do 
not do that in the future.”  The 
following week his entry was twelve 
sentences and over eighty words 
long, easily one of the longest 
entries he had written since the 
beginning of last semester. 
Is it as simple as reminding my 
students about the advantages of 
daily writing? Has this student 
simply gone back to listening to me 
and following my instructions?  Does 
my student understand the 
intention behind my decisions?  
Unfortunately, it is difficult to know 
the answer to these questions. 
 
As a teacher, I believe that I have to 
trust that my assignment has merit 
and hope that by going through the 
process my students who did not 
initially see the benefits will see 
them now or over time will begin to 
see them in the future.  However, I 
also feel that an important part of 
this process for me as the teacher is 
remembering that I have to take my 
students’ feedback into 
consideration.  This feedback was 
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definitely beneficial for me and I 
was able to use it to modify and 
adapt what I am doing in my 
classroom.  Since analyzing these 
questionnaire responses I have made 
a couple of adaptations to the 
assignment.  First, I often give a 
prompt or question and allow 
students to choose whether or not 
they want to follow the prompt.  If 
they have an idea for a topic they 
are free to write about it; however, 
if they are having difficulty thinking 
of a topic they may use the prompt 
provided.  This change came as a 
result of my students saying they 
had a difficult time coming up with 
a topic.  I have noticed mixed 
responses to this addition to the 
assignment.  Sometimes students 
use it and sometimes they do not, 
but I think it provides some comfort 
to students who are having 
difficulty coming up with an idea. 
 
I also use the journal as a place to 
have a more personal conversation 
with a student.  I write back to the 
students at the bottom of their 
entries.  I do not do this for each 
student every week, but I use the 
journals as a place to have a 
dialogue.  Especially with 40 
students in a classroom it is often 
difficult to find the time to connect 
with each student.  I have noticed 

that using their journals as a place 
to have a conversation has made me 
feel closer to my students.  My 
response may take the form of a 
comment, asking a question, 
answering a question they have 
asked me, or something as simple as 
writing “Happy Birthday” if students 
have written about their birthday 
celebrations.  In a similar way, I use 
what the students have written in 
their journal to chat with them in 
class.  My students are fairly low 
level and extremely shy.  By 
knowing something about their lives 
and interests I feel that I am able to 
connect with them on a more 
personal level.   
 
As students, I believe that the 
development of their writing skills is 
being strongly supported by this 
weekly activity.  As a teacher I have 
gained a closer relationship with my 
students from having them 
complete this assignment each week.  
Additionally, by getting their 
feedback I have been given the 
chance to experiment, change, and 
adapt my lesson plans to my 
students’ needs.  In this ongoing 
process I am confident that my 
students are growing as writers of 
English and that at the same time I 
have been able to continue my 
development as a teacher. 
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LEARNING THE PIANO IN FANTASIA 
MICHAEL SWAN 
OXFORD UNIVERSITY PRESS 
 
I'm just back from a visit to Fantasia. (Fantasia, as some of you may know, is a 
small country on the planet Largon, which orbits Star 446193B in the Lion's 
Head Galaxy. Don't ask me how I got there and back – it's classified.) Fantasia 
has a problem. 
 
The problem is this. Countries on the planet Largon have different means of 
communication, and over the last century or so a planetary lingua franca has 
grown up. Largonians from different countries communicate with each other by 
playing the piano. Fantasians, who have no musical tradition, find this difficult. 
However, Fantasia needs to take its place in the modern world, where 
international communication is becoming increasingly important, and the 
Fantasian government therefore decreed some time ago that all young 
Fantasians must take piano lessons for two or three hours a week. 
Unfortunately this program has had little success: Fantasians regularly leave 
school, after seven or eight years of musical study, unable to play a note. 

                                   
 
Musical education in Fantasia 
proceeds on somewhat traditional 
lines. The majority of piano 
teachers are in fact unable to play 
the piano. In their music lessons, 
pupils learn the names of the black 
and white notes, memorize the 
names of the different major and 
minor keys, study musical notation, 
and take turns to translate lines of 
sheet music into Fantasian. Most 
pupils find these lessons boring and 
pointless. The syllabus is quite 

demanding, especially at higher 
levels. In order to pass the 
examinations which will enable the 
more musically oriented young 
Fantasians to enter University and 
train as piano teachers, candidates 
must give correct answers to a large 
number of questions testing 
knowledge of musical theory and 
the ability to transcribe long 
passages of sheet music. Ability to 
play the piano is not tested. It is 
widely recognized in Fantasia that 
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the present system is unsuccessful, 
and a number of younger teachers 
who have travelled abroad have 
suggested changes to the approach. 
These involve pupils actually 
practising the piano, the use of 
recordings of piano music in the 
classroom, and the engagement of 
teaching assistants from piano-
playing countries to support the 
local teachers. While some progress 
has been made in these areas, there 
is little overall difference; young 
Fantasians still leave school, after 
seven or eight years' study, unable 
to play the piano. 
 
Knowing my interest in education, 
some of my friends in the Fantasian 
government asked me if I had any 
suggestions about what could be 
done. I told them that I did not feel 
competent to comment in detail on 
a situation about which I knew little. 
However, for what it was worth, my 
view was as follows. First of all, 
Fantasia is spending a great deal of 
money on giving children piano 
lessons and getting nothing for it. 
This is clearly pointless: one does 
not go into a shop, put a large sum 
of money on the counter, and walk 
out empty-handed. In these 
circumstances the country is faced 
with a perfectly simple choice. It 
can stop paying for piano lessons 
and spend the money on something 
else: roads, hospitals, sports 
facilities or whatever. Or it can  
spend the money differently and get 
something for it. If Fantasia wishes 
to go down the second route, I 
suggested, radical action is needed, 
and it should consider the following 
seven-point plan. 

 
• 1 Immediate action. Since there 

is no point at all in having piano 
lessons given by teachers who 
cannot play the piano, 
compulsory music teaching 
should be abolished for the time 
being, and these teachers should 
be given something else to do. 
Where there are teachers who 
can play the piano, these should 
offer voluntary music lessons 
only to those pupils who wish to 
learn and are prepared to work 
at their music.  

 
• 2 Teacher education  The 

training of piano teachers should 
be completely reorganized under 
the direction of suitably 
qualified specialists, home-
grown or imported, who are 
capable of establishing a 
program which will bring future 
teacher-trainers and teachers up 
to an appropriate level of 
practical competence in both 
piano-playing and pedagogy. The 
purpose is not to produce either 
academic theorists or concert 
pianists at native-playing level. 
What is needed is trainers and 
teachers who can play well 
enough and confidently enough 
to pass on their knowledge and 
skills, and who have been 
trained in appropriate practical 
methods of doing this. As many 
as possible of the existing non-
piano-playing teachers should be 
sent on intensive courses for 
long enough to achieve a 
minimum acceptable standard. 
As the stock of competent 
teacher trainers grows, 
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increasing numbers of adequate 
teachers will emerge from the 
system, and nation-wide piano 
teaching can gradually be 
reintroduced. Bear in mind that 
this is likely to take several 
years. 

 
• 3 Methods In teaching 

methodology, to a great extent 
you get out what you put in. If 
what you put in is translating 
musical notation into Fantasian, 
that is what you will get out: the 
ability to translate musical 
notation into Fantasian. If you 
want to get out piano playing, 
you must provide appropriate 
input. Effective piano playing 
requires both knowledge and 
skills, and teachers must 
therefore be trained in methods 
which achieve a balance 
between these two elements: in 
particular, methods which do not 
prioritize theory over practice. 
Most importantly, teaching 
should aim to produce, and 
encourage, modest success, not 
perfection. Perfectionism in 
musical education is disastrous – 
learners never achieve the 
standards required, are 
continually corrected for small 
mistakes, and end up 
discouraged, unmotivated, and 
unwilling to try. (Many of the 
teachers who 'can't play the 
piano' actually can play – but 
their education has convinced 
them that they cannot.) 

 
• 4 Materials This is not a serious 

problem. There are excellent 
materials available for practical 

piano-teaching, published in 
many countries all over Largon. 
The important thing is to make 
sure that, as musical education 
is restructured, these are 
adopted in preference to the 
over-theoretical materials 
traditionally used in many 
Fantasian schools. 

 
• 5 Syllabus  The traditional 

Fantasian approach is to put a 
great deal into the syllabus. This 
looks good to outsiders ('See how 
much we teach in our schools'), 
but it is totally counter-
productive. There is far too 
much to learn, and in their 
efforts to tick all the boxes, 
teachers cannot actually teach 
anything properly. In learning a 
musical instrument, where 
confidence is crucial, the key is 
to do more with less. The 
syllabus should contain just 
enough essential material for 
pupils to be able to work at it at 
a reasonable pace, master it, 
and establish a core repertoire 
of music that they can play 
easily and with confidence. This 
will give them a solid basis on 
which they can build in the 
future, and which will provide 
most of what they will need for 
practical purposes. 
(International communication on 
Largon takes place almost 
entirely in the key of C major in 
4/4 time.) 

 
• 6 Time If Fantasia wants its 

young people to learn the piano, 
it must allocate the time 
necessary. Only the most gifted 
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and motivated pupils can learn 
the piano in two hours a week. 
Five hours a week is probably 
reasonable for most learners. 
Anything less, and the money 
spent on musical education will 
continue to be wasted. 

 
• 7 Examinations Fantasians who 

urge reform are regularly told 
'Well, yes, of course, we'd like to 
teach children to actually play 
the piano, but we have to get 
them through the exams, so that 
they can get into university.' The 
examination system has a 
stranglehold on music education 
in Fantasia. As long as the 
examinations require a 
knowledge of theory and no 
command of practical skills, this 
will necessarily be reflected in 
the classroom. So this part of the 
system must be radically 
overhauled along with everything 
else. 

 
'But this will mean finding more 
money,' my friends objected, 'out of 
the over-stretched education 
budget' 'Yes, very probably,' I said. 
'But that doesn't mean it will cost 
more, in real terms, because you 
will get something for it. Which is 
more expensive: a bicycle for 1000 
Fantasian Grotniks, or half a bicycle 
for FG500? The half-bicycle is more 
expensive, of course, because you 

get nothing useful for your money. 
At the moment you're spending 
billions of Grotniks on half a 
bicycle.' 
 
Is all this feasible? Yes, I think so. I 
believe that if Fantasia took these 
steps, it would have large numbers 
of reasonably competent piano 
players coming out of its schools in 
ten years or so. Will it happen? It's 
hard to say. There are considerable 
obstacles in the way. Change on this 
scale requires the political will to 
invest for the long term, with little 
visible short-term benefit. Attempts 
to replace existing structures 
typically run up against institutional 
opposition: those in charge may be 
comfortable with the status quo, 
which gives them power and 
prestige, and may be very unwilling 
to accept major upheavals which 
could threaten their position. And in 
education in particular, 
unsatisfactory structures tend to be 
very stable: those who succeed in 
learning by bad methods are the 
ones who get to the top; once in 
authority, they are likely to feel 
well-disposed to the methods by 
which they learnt, and see little 
reason to change them. We will 
have to wait and see. I'm off to 
Fantasia again in 2020. I'll let you 
know. 
(Printed with permission) © Michael Swan 
2010) 
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Go Ogle, or  
‘Why I Had to Let My Spell-Check Win at Least Once’ 
Matt Schaefer 
Nagoya University of Foreign Studies 

Google the company was named after the cardinal number googol (one 
followed by a hundred zeroes, or 10100), presumably to reference the vast 
number of calculations that go into a google search, but also because it sounds 
funny. The word googol is said to have been coined by Milton, the nine-year-old 
nephew of Edward Kasner (1878-1955), an American mathematician, upon 
request. Presumably, it went something like this: 
  

Edward: Say, Milton, I’ve just 
started using this really, 
really big number in some of 
my new calculations. It’s sure 
got a lot of zeroes in it, so 
I’m tired of saying it’s full 
name. Can you think of a 
short, catchy word that I can 
call it instead? 
Milton: Grekjfgddfjlr. 
Edward: “Googol” it is! 

   
My own theory is that the word 
actually looks like a bunch of zeroes 
lined up, although I don’t know why 
the ‘l’, which looks like the number 
one (1) is at the end. I would’ve 
gone with lgoogo, but I guess that’s 
why nobody asks me to make-up 
names for huge numbers. 

  
The word googol also led to the 
coinage of a googolplex, which is 
ten to the power of a googol 
(10googol). We can only wait for the 
opening of the first Googleplex, in 
which audiences watch someone run 
searches for old high school friends 
on a big screen before giving up and 
checking out that YouTube video of 
the two otters holding hands. 
  

A quick bit of googling turned up 
googles, googled, and googling, 
unsurprisingly, but the affixation 
rarely extends beyond inflectional 
morphemes of the basic verb form. 
We’re still waiting for googlement, 
googlization, googleability, 
googlification, googlism, and 
googlitis not to mention degoogle, 
undergoogle, overgoogle, 
pregoogle, non-google, re-google, 
ungoogle, ex-google, bi-google, and 
of course 
antidisgooglementarianism. 
Interestingly, one new word that 
has gained usage, at least in my 
home, is 
inordinatafactumcircarophobia, i.e. 
‘a fear of googling’, but that 
doesn’t even have the word google 
in it! 
  
Finally, the first compound based on 
the word to actually make it into 
the dictionary back in 2006 was 
google-bombing, which means ‘the 
activity of designing Internet links 
that will bias search engine results 
so as to create an inaccurate 
impression of the search target’, 
but who the hell is ever going to use 
that? 

 
 



 
Page 36 

 
PeerSpectives issue 6 

 
Saturday, November 12, 2011 Conference at 

 
 

Advising for Language Learner Autonomy 

  

Kanda University of International Studies and the IATEFL Learner 

Autonomy Special Interest Group (LASIG) are delighted to announce that 

they will be holding a conference in Japan on November, 12 2011.  This 

event has also been organized in collaboration with the Japan Association 

for Self-access Learning (JASAL), Kanda Institute of Foreign Languages 

(KIFL) and the JALT Learner Development SIG.    The theme of the one day 

conference will be "Advising for language learner autonomy" and will be of 

particular interest to language educators working as learning advisors, or 

teachers who are concerned with promoting language learner autonomy. 

The event theme also covers peer advising with a particular focus on the 

way in which peer advising fosters learner autonomy.  The event will 

include presentations on the following themes related to advising in 

language learning:    

1. Training and professional development 

2.  Research and practice 

3. Peer advising 

4.  Advising tools  

5. Dialogue and discourse  

6. Context-related issues 
 

  Invited speaker: Dr. Marina Mozzon-McPherson, University of Hull, UK. 

  Deadline for proposals   - June 31 2010 (submission details to follow)   

Registration details to follow  .  Self-access centre tours will be available 

on Friday 11th November. Details to follow. 

Event website: http://learnerautonomy.org/advising2011.html 

Twitter: @advising2011 
 

  
Have a great 2011!  


