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Welcome to the eighth issue of 
PeerSpectives, Winter 2011-2012

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). 

Finally, we wish to say fare the well to  all KUIS 
teachers who may be leaving us before April and 
a special thanks to Michael Shanley for his great 
editing and coordinating of our readers. Hope 
you all will have a wonderful winter break! Eds 

Next Submission Deadline June. 15, 2012 
Going to press by July 1.
Send attached files with emails to: 
peerspectivesonline@gmail.com 
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The death of film legend Tony Curtis last year led 
to a discussion in my family where my mother-in-
law informed us that she had been a big fan of 
the handsome Bronx actor. While I preferred his 
darker performance in The Sweet Smell of 
Success, her personal favourites included the 
cross-dressing comedy O Atsui No Ga O Suki 
(Some Like It Hot), and the historical drama 
Spartacus. Cue the inevitable re-enactments of 
the film’s most memorable scene, when the 
Curtis character instigates a display of solidarity, 
with each surviving slave standing up in turn to 
proclaim that he is Spartacus, the leader of the 
revolt.

I couldn’t help but smile as this led my chain of 
thought to the words “I’m Kewpie!”, its 
corresponding doll logo, and one of the seminal 
moments in my decade of teaching English in 
Japan. This occurred a few years previously, with 
a class of six-year olds. Given that it was the 
very first English class for the majority of the 
students, we began with the customary greetings 
and self-introductions. Of the 25 students, 
perhaps half a dozen had been attending eikaiwa 
for a year or two, and were obviously already 
quite comfortable with the day’s target 
language, so there was no shortage of volunteers 
willing to model the conversation in front of the 
class. But, perhaps because of the confidence of 
the ‘elite’ group, the others were very reticent. 
Finally, one of the boys took the plunge, and 
raised his hand. I went over to him:
“Hi! My name is Andy!”

“Hi! Mayonnaise is Taro! Nice to meet you!”
The class erupted with laughter as I smiled and 
shook Taro’s hand. Several of the ‘English-
speakers’ loudly berated Taro for his mistake, 
and the crestfallen boy began to slump in his 
chair as his face reddened.  Less than ten 
minutes into his first class, and this lad was 
going to be scarred for life by the horrors of 
language learning. I felt that I had little option 
but to stop the class and highlight all the merits 
of Taro’s first steps in English: the loud voice, 
the warm smile and the clear eye-contact. His 
only error was an ‘s’ sound in place of an ‘m’. 
Indeed, it was probably only because he had 
enunciated his words with such clarity, that his 
error was so obvious to his peers. 

Thankfully, my gentle admonishment seemed to 
have the desired effect. Taro recovered from his 
‘sticky’ moment. He became more and more 
confident, to the point that he regularly made 
jokes about that initial incident, and one day 
(much to the confusion of my Japanese 
colleague), hollered in the hallway: “I AM 
KEWPIE!” The atmosphere of that class was 
excellent for the rest of the year, with the 
advanced learners playing a far more productive 
role, supporting rather than ridiculing the 
others.

After the final lesson the following March, I 
received a picture of the class which had been 
taken during our Christmas lesson, along with a 
binder of letters from the students. I was 
touched to read Taro’s comments about that first 
day, and how he appreciated the support. But 
what surprised me most was the number of other 
students who also made reference to that first 
class: “Machigatte mo daijobu da, to 
wakatta” (‘I learned that it is OK to make 
mistakes’). “Mina saisho wa waratta kedo, kare 
wa sugoi to omotta” (‘Everyone laughed at first, 
but he was great’). “Eigo no hanasu koto wa 
kowakunai yo, to wakatta” (‘We don’t have to be 
scared of speaking English, I realised’). One little  

Kirk Douglas may be 
Spartacus, but Mayonnise is 
Taro 

Andrew J. Lawson, LETS - 
Lawson English Teaching 
Solutions
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girl went so far as to end her letter with a 
single, carefully written block capital English 
sentence: “I  ! MAYONEIZU!!!”

Fluency

There is a multitude of ways to define ‘fluency’. 
Crystal (1987, p. 421) talks of fluency as being 
“smooth, effortless use of language”. Brumfit 
(1984, p. 56) goes for “natural language use 
whether or not it results in native speaker-like 
language comprehension or production”.  These 
seem to imply that fluency is all about getting a 
stream of words pouring from the mouth. But it 
is far more complex than this. I prefer to follow 
Lennon (2000, p. 34) and avoid an actual 
definition: “a good touchstone of acceptable 
fluency is the degree to which listener attention 
is held”. This touchstone of fluency appears to 
echo much of the recent work of Michael 
McCarthy, which has been focused on the English 
Profile programme (seeking to incorporate 
empirical evidence of the spoken language into 
the increasingly influential CEFR). McCarthy 
refers to fluency as one of his key concerns, and 
attacks the ‘monologic bias’ of our current 
approach to spoken fluency. He prefers to talk 
about ‘confluence’, a flow of communication 
which is produced jointly, across turn-
boundaries.

In light of this, Taro fulfilled all the objectives of 
his task with distinction. He responded 
appropriately to my initial speech-turn. He 
conveyed the crucial content (i.e. his name), 
and did so in such a warm, convivial manner that 
he created an excellent (and unquestionably 
memorable!) first impression. In my current 
position of employment, I no longer teach such 
young students. But every time I meet a new 
class, whether they are 17 or 77 years old, I tell 

them this story. I also throw in a few L2 howlers 
from my own extensive catalogue (such as the 
time at the Bonnenkai that I had intended to 
laud my supervisor for his English skills in front 
of all his colleagues and superiors, but critically 
confused ‘pera-pera’ with ‘bara-bara’). This 
really does make a difference, acting as a 
genuine ‘ice-breaker’, and emphasising the need 
to take ‘risks’ in the target language. 

If a class of 6 year olds can learn to understand 
the value of fluency over accuracy, then adults 
and more advanced speakers should be able to 
as well. And this includes the teachers. There is 
a place for error correction, but not if we fail to 
commend the communicative achievement of 
our student’s linguistically imperfect utterance. 
We cannot expect our students to throw caution 
to the wind if we are afraid of looking foolish in 
front of them. So, time to enact your own 
version of that climactic scene in the Stanley 
Kubrick epic. Stand up! Confront your fears! 
Remember the words of that brave young 
warrior, and shout it with conviction: 
“Mayonnaise is Taro!”
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Jacobs and Farrell (2003) see diversity1) as one of 
the major changes brought about by the 
paradigm shift toward communicative language 
teaching (CLT) in second- language education 
over the past few decades. One of the key 

components of the CLT paradigm shift mentioned 
by the authors is “focusing greater attention on 
diversity among learners and viewing these 
differences not as impediments to learning but 
as resources to be recognized, catered to and 

appreciated” (Jacobs and Farrell, 2003, p. 8)”. I 
find that a positive view on diversity of this kind 
is sound and sometimes even more realistic than 
relying on a one-size-fits-all approach. 
Furthermore, diversity among students can boost 

learning dramatically, if handled appropriately. 
In this article, I would like to share my 
experience with the positive effects of diversity 
among students in a Japanese- language course 
at a university in Japan.

Diversity among My Students

I am currently teaching the Japanese language to 
international exchange students at a university 
in Japan. Due to the nature of the program, we 
have students with diverse backgrounds from 
partner universities in 15 different countries and 
regions around the globe. Since I started 

teaching at my this university in April 2010, I 
have gradually come to acknowledge the 
diversity among my students as a valuable 
resources that can foster their learning and 
enrich their personal experiences. 
       
For instance, I realized that by taking up a 
simple topic like food, the seasons, or the 
drinking age in their own countries and 
discussing its differences in these regards in 
class, even beginning-level students could enjoy 
the opportunity to learn more about other 
countries and cultures. At other times, I noticed 
that even differences in achievement level 
serves as an avenue to foster students’ learning, 
when I saw a more proficient student helping 
other students to answer my questions. Ever 
since I noticed these rich resources, I started to 
exploit the diversity in my class as much as I 
could.

Individualized Vocabulary Tests Using Moodle 
Glossary

In my classes, I give individualized vocabulary 
tests whose coverage students can select 
themselves. These tests are a possible way to 
utilize diversity among my students to foster 
their learning, as they have different interests 
and concerns. Thus, the words and phrases they 
want to learn can be different.
       In addition, by involving students in the 
test-making process, the tests increase their 
construct validity. This is because such student-
made tests reflect the students’ perception of 
what was actually covered in the previous 
lessons, which can be quite different from what 
the teacher believes s/he taught (see Murphey, 
1989, 1994).

I have been using the glossary2 on Moodle, an 
online course–/learning-management system, to 
conduct individualized vocabulary tests for the 
last few semesters. The Moodle glossary is, as its 
name suggests, an online list of definitions, like 
a dictionary, that can be created on Moodle class

Diversity as a Resource for 
Learning: My Experience with a 
Map-Making Project and 

Individualized Vocabulary Tests   

Makoto Takeda, Japanese 
Language and Culture Program, 
Kanda University of International 
Studies
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pages. (See Figure 1 below for an example list). 
Users can create multiple glossaries on a single 
class page. In addition, students and teachers 
can collaboratively add and edit entries. These 
features of Moodle enable me to use the glossary 
for individualized vocabulary tests.
       
Typical procedures for the individualized 
vocabulary tests are as follows: first I create a 
number of empty glossaries equivalent to the 
number of participating students or student 
groups on my Moodle class page. Next I ask my 
students to enter new vocabulary they want to 
learn as well as their definitions in their first 
language to their own glossary, by the deadline. I 
usually limit the number of entries per glossary 
to about 20. Subsequently, I check the student-
made lists, correct minor errors and 
misconceptions, and ask the students to study 
the vocabulary on the updated list. While the 
students are preparing for the test, I formulate 
individualized test questions for each student or 
student group by choosing entries from the 
online glossary.

 
Figure 1: Multilingual Definitions in a Student-
Made Vocabulary List in the Moodle Glossary

The Map-Making Project

I conducted a map-making project in a class for 
advanced beginner–level students in the fall 

semester of 2010, where diversity among the 
students blossomed. The profile of the class and 
the project are as follows.
       
The class consisted of 12 students from 6 
countries: Brazil, Spain, South Korea, Thailand, 
the UK, and the USA. In spite of their diverse 
cultural and language backgrounds, the students 
seemingly gelled well. In the project work, the 
students worked in groups to make a map of the 
campus and its neighborhood for the 
convenience of prospective students and 
newcomers. I expected the students to 
collaborate and learn from each other in the 
process of creating the maps. Furthermore, I 
wanted them to learn more from the target 
language environment. Thus, I incorporated an 
individualized vocabulary test into the project.
       
I first divided the class into groups of three or 
four, whose makeup the students decided freely. 
Next I brainstormed ideas for the maps with the 
class, and eventually we came up with the 
following three ideas: 1) a general map of the 
campus and its neighborhood, 2) a route map 
that showed how to get to the campus from the 
student accommodations, and 3) a map which 
included information about inexpensive shops 
and restaurants around the nearest train station 
from the campus. Each student group chose one 
of these ideas and worked on it. I also asked 
each group to enter 20 new words and/or 
expressions they encountered in the process of 
map creation into the group glossary on the 
Moodle class page, and announced that they 
would be tested on 10 entries out of the group 
list after they finished making their maps. In the 
last class devoted to the project, I gave the 
students a vocabulary test specialized for each 
group.

PeerSpectives, Winter 2011-2012
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Generally the students’ perceptions of and 
responses to the map-making project with group 
vocabulary test were positive. In addition, the 
quality of the maps the students created was 
much higher than I had expected.3

Remarks on Diversity

In this section, I will give some remarks on the 
map-making project in terms of student 
diversity.

Special Skills

The group project enables the different special 
skills of each member to be brought out. As 
mentioned above, each student group produced 
a high-quality final product for the map-making 
project. One of the groups submitted a highly 
professional-looking 3D map shown in Figure 2, 
which surprised me and the other students. The 
map was created with Adobe Illustrator, a 
professional vector-graphics editor, because one 
of the students in that group specialized in 
graphic design and was skilled at operating 
Illustrator. This can be interpreted as a good 
example of effective functioning of diversity.

Figure 2: A Professional-looking 3D Map Created 
by a Student Group

Difference of Views and Opinions

The students seemed to have learned a lot from 
the collaboration with other group members 
during the project. Different views and opinions 
among the members and the process of 
reconciling these differences provide ample 
opportunities for students to learn. The 
following excerpt from one student’s reflective 
report, originally written in Japanese, suggests 
that this student benefited much from the group 
work. The student wrote:

My group consisted of four members. Before 
creating a map, each member first thought 
up an idea individually. Subsequently, we 
discussed our ideas and selected the best 
one and went about making our map. While 
we were making a map, we learned a 
variety of useful vocabulary. That was a 
very good experience for me. Occasionally 
we had different ideas but we came 
together and made the best choice. I think a 
group project is important because we can 
learn various things at a time. We made a 
good map. It was a good project. Everyone, 
good job!

This comment suggests that the communication 
among the members of the group this student 
belonged to was open, and that different views 
and possible alternatives were aired. Through 
the interaction with the other members, this 
student finally realized the value of group work.

Difference of L1 Background

Difference of first-language background can 
easily be seen as a potential cause of 
miscommunication among students. But it can 
also elicit interest in other group members and 
promote interaction among them, which can 
make the learning process more enjoyable and 
rewarding. The following comment from another 
student, quoted from her reflective report, 
again originally written in Japanese, suggests 
this:

PeerSpectives, Winter 2011-2012
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This time round, we made a map in the 
group that we had formed earlier. Before 
and while we were making up our map, we 
entered new words, which we found 
necessary or whose meanings we did not 
understand well, into the Moodle glossary. 
We looked up the meaning of these new 
Japanese words in the following order: 
English, Portuguese, and Korean. We 
enjoyed that process, getting interested in 
the first language of other members.

This student obviously enjoyed the process of 
getting to know the other students as a result of 
being intrigued by the first languages of the 
other members. Learning about each other is an 
indispensable process to promote inter-member 
“acceptance,” which is an important attribute of 
a good group (Dörnyei and Murphey, 2003).

Personalizing Teaching and Learning Materials

The last remark I highlight stems from a spoken 
comment by a student. This comment convinced 
me of the significance of personalizing teaching/
learning materials to promote learning, which 
caters to the difference between the students.
 
A Brazilian student told me after the map-
making project that he liked the individualized 
vocabulary test, as he was able to learn more 
than in other class activities. According to him, 
instructions, explanations of grammar, and 
glossaries in the teaching materials for the 
Japanese language were in most cases given in 
English, which sometimes slowed down his 
understanding. In the individualized vocabulary 
test given as a part of the map-making project, 
however, he was able to learn new vocabulary 
more efficiently, as the definitions were 
available in his first language, Portuguese.

Conclusion

In this little article I have presented some 
aspects of diversity among students that can 
lead to effective learning or make the learning 

process more fulfilling. I also suggested that 
catering to diversity among students can 
promote effective learning. Appreciating student 
diversity necessarily requires teachers to loosen 
control over the students and transfer more 
responsibility for their learning and the right to 
make decisions to them, which may be easier 
said than done for many language teachers, 
including myself. But I would like to believe that 
when we loosen our grip over the students and 
trust them, something amazing can happen, as I 
have experienced with the map-making project.
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Notes

1 In this article, I use the term diversity to mean 
“the mix of students we have in our 
classrooms in terms of backgrounds, ethnic, 
religious, social class and first language, sex, 
achievement levels, learning styles, 
intelligences, and learning strategies” (Jacobs 
and Farrell, 2003: 16–17).

2 Perhaps access to an add-on block for Moodle 
called “COVCELL Personal Glossary & Quizzer” 
would be more convenient for Moodle 
activities using individualized vocabulary lists. 
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 3 These student-made maps are available for 

viewing at the following URL: 
http://www.kuis.ac.jp/bekka/

st_archive.html.
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Japanese University students 
and Computer Assisted 
Language Learning

Thomas Lockley

The field of computer assisted language 
learning (CALL) is growing fast; it is fair to 
say most language teaching professionals will 
have grappled with it to a greater or lesser 
extent at some stage of their careers. The 
pedagogical benefit of using authentic 
resources in the classroom and the increased 
efficiency of well established resources online 
are clear to most teachers, so too are the 
benefits of transferable skills for students in a 
field that does not have a clear career path 
established for the post-graduation era.

However, despite this, I have noticed that 
there is often a mismatch between teacher 
and student expectations and/or aspirations 
for CALL. Teachers have expectations of what 
skills students should have, and aspire to use 
technology with a certain understanding of its 
utility. Students on the other hand, coming 
from diverse technological worlds, expect 
different outcomes, often appear clueless or 
simply look disillusioned. This mismatch 
seems often to conclude with both sides 
dissatisfied and attempts to use CALL fading 
away to die a sorry death. It is clearly 
imperative that we understand students’ 
attitudes to using Information and 
Communications Technology (ICT) in class if 
we are to overcome issues like these.

Japan is of course a country which we might 
describe as saturated with technology and 
electrical gadgets - from toilet seats to 
mobile phones. The latest homes even 
incorporate fully integrated entertainment, 
security and appliance systems. Indeed 87.2% 
of Japanese own a computer and 67.1% of 
households are online; ranking Japan 6th and 
18th among the 40 OECD countries 
respectively (OECD, 2010). The Ministry of 
Internal Affairs and Communications (MIC) 
reports that Japan enjoys the world’s highest 
broadband speeds and lowest consumer costs 
(MIC, 2009).

Mobile phones and their widespread use are 
virtually ubiquitous especially among young 
women (Boase & Kobayashi, 2008), who make 
up a majority of our foreign language 
students in Japan; these “kei-tying 
teens” (Takahashi, 2011) have made mobile 
phones central to their youth cultures and 
social groups. Even those households reported 
on above who don’t have internet access 
through computers at home all have internet 
capable mobile phones making internet 
connectivity virtually 100%. Social media are 
not left out, 20% of the Japanese population, 
are on Twitter and Japanese language tweets 
account for 14% of the total (50% are in 
English but only 8% of Americans tweet)
(Akimoto, 2011). 
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The information presented here is based on 
questionnaire data collected in 2010, on various 
aspects of participants’ technology life, from 105 
first year university students. It required 
students to answer quantitative responses to 
five-point continuous and numerical data scale 
based questions and asked for qualitative 
comments to strengthen that data. It was 
inspired by a questionnaire created and used by 
Langdon (2011) to investigate learner and 
teacher perceptions of the influence of 
technology in EFL classrooms. Langdon based his 
questionnaire on interview data from 6 students.

The quantitative findings showed that prior to 
university, 98% of the students involved in this 
study used computers at home at least once a 
week, 89% used computers at school previous to 
university and 86% used computers outside of 
school. They had almost all learned common 
programs such as Word and PowerPoint, but had 
often forgotten how to use them. Crucially, they 
had had almost all of their ICT experience in 
Japanese and on desktop computers or mobile 
phones, so felt confused when confronted with 
English laptops at university.

At university, all students reported using 
computers every week, other types of 
technology were experienced less commonly, but 
73% used DVDs at least once a month, and 57% 
used CDs.  Mobile phones were used by 79% of 
students at least once a month in class (though 
whether for educational means or not was not 
recorded). 98% were happy with using ICT in 
class and 80% enjoyed it; 83% of students wanted 
to use computers on a weekly basis (14% want to 
use them only once a month). This suggests that 
students do not see ICT as the be all and end all 
of language education; rather they would prefer 
to have CALL as one component of a balanced 
curriculum. This overwhelming positivity towards 
computers is despite 31% reporting difficulties 
using ICT.

Numbers are all very well, but to find out more 
we need to look at the two qualitative items. For 
these, the answers were coded through a 
flexible process that allowed for the gradual 
addition, aggregation, and/or bifurcation of 

categories depending on the data analyzed 
(Seliger & Shohamy, 1989). There were 83 
comments for the question “What do you enjoy 
doing on computers and why?”. 38 mentioned 
that they liked using ICT for its general study 
support facilities, for example,

‘I enjoy using computer for facebook or 
research something. It is easy
to find information and I enjoy chatting 
with my classmates or teacher.’

27 reported that they liked using computers for 
the skills that they learned or were able to 
practice, for example,

‘I can improve my computer's skills so it's   
 fun for me’

13 mentioned specific social media and 
applications such as Youtube or blogs as the main 
reason they liked using computers in class; for 
example,

‘E-mail, journal, chat, game.  Because, I 
can communicate many
friends and develop my ability.’

In accordance with the above reported positivity, 
only 22 students chose to make a negative 
comment. 12 participants revealed that they 
didn’t like using ICT in class because they were 
“not good at computers”; seven participant 
simply “disliked computers” and two believed 
the time taken use computers outweighed any 
benefit.

So what applications and programs do students 
desire/aspire to use? Well, they appear to have 
mixed opinions. Multimedia applications were 
the most popular, with music (MP3) and video 
(MP4) both scoring over 50%. More traditional 
educational use applications, Moodle, Word, 
internet searches and PowerPoint all score in the 
30-40 percentile while Web 2 applications such 
as Youtube, social networking/blogs/Twitter and 
wikis score 50%, 41% and 19% respectively. More 
creative uses of ICT, such as movie making and 
podcasts, did not score well, with 17% and 10% 
respectively. This suggests that students are

PeerSpectives, Winter 2011-2012
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equating ICT use and utility mainly with web-
based programs and applications which would 
not be surprising as this is where most of their 
daily experience lies; on mobile devices, wired 
to the ether.

However, and surprisingly given the amount of 
students who reported using mobile phones in 
university, only 9% would actually like to use 
their “keitai” for educational purposes. It seems 
that their mobile phone usage was mainly for 
social purposes, even if they were doing so in 
class! With the very recent and dramatic 
increase of Smartphones however, this may be 
changing; I have noticed that this year, that 
many, perhaps the majority, of students now use 
their Smartphones as dictionaries and for instant 
internet research, often on Wikipedia.

In conclusion, the data shows an highly positive 
attitude to ICT, and its use in language learning, 
in the population studied. The students surveyed 
revealed that computers are appreciated most 
for the way in which they can support language 
studies, to research information on the internet 
and aid/enable communication in English. They 
appear to be also appreciated for the ability to 
improve general ICT skills such as typing. Very 
few students in the study revealed that they 
were anti using technology in class and most of 
those admitted it was because of personal 
factors in their relationships with ICT rather than 
any belief that CALL was hindering language 
learning or that it was a waste of time.

What this data shows is the participating 
students are pro-technology and its use in class, 
furthermore, they are willing to see it as both an 
educational tool and a skill to be learned for use 
in future life; an important part of their 
university education. Universities need to 
support students, incorporating the use of 
technology where appropriate in well designed 
curriculums which prepare students for the 
world of work as well as contributing to their 
language learning goals.

Further Information

This article is a brief report on a much larger 
research study, purely for the purposes of 

relaying the message that ‘educators should not 
be shy of using CALL in curricula’ to an audience 
who might not be expected to avidly read every 
CALL research journal. It is not meant to be a 
full write up of said study, therefore should any 
reader wish to delve deeper, they should read 
the two studies already published: 

Lockley, T. (2011). Japanese students’ 
 experience of ICT and other technology 
 prior to university, a survey. JALT CALL 
 Journal, 7(1), 93-102.

Lockley, T. (2011). Pre-university experience of 
 ICT and Self-Access Learning in Japan. 
 Studies in Self-Access Learning Journal, 
 2(3), 182-194. 

Or contact the author for full details of the study 
below when available:

Lockley, T., & Promnitz-Hayashi, L. 
 (forthcoming). Japanese University 
 Students’ CALL Attitudes, Aspirations and 
 Motivations. 
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“Near peer role models (NPRMs) are people 
who might be "near" to us in several ways: 
age, ethnicity, gender, interests, past or 
present experiences, and also in proximity 
and in frequency of social contact” (Murphey 
and Arao, 2001). In this report, I introduce 
two types of NPRM videos. They were used to 
raise students’ motivation in language 
learning and boost their confidence in using 
English as a non-native speakers of English. 
The first video is of an English speaking club 
informal meeting. The second is of a 
“reciprocal NPRM” (Kusano, 2001). 

1. Video clip of the English Conversation Club
Every Monday, a few second year students 
who have studied overseas get together and 
talk in English over lunch to practice their 
English speaking skills. Some English teachers 
and administration staff who want to use 
English join them when they can. A ten 
minute segment from the video clip of the 
club was shown to the first year students in 
their English classes to promote the club and 
attract new members. This segment showed 
three second year students, one 

administrative staff member, two Japanese 
English teachers and one American English 
teacher chatting in English about casual 
issues such as inexpensive Korean cosmetics 
and good hair care products.

After showing the segment, I (as the 
classroom teacher) gave my opinion about 
the people in the video by saying, “I think it 
is great that these people make time to get 
together to use English. All of them have 
lived overseas and they know unless they 
keep using English, keep using English, it is 
hard to keep up their language ability. Some 
people keep looking for opportunities to talk 
with native speakers of English, but in this 
part of Japan, it is hard to find native 
speakers. So finding available resources like 
your peers who have similar interest and 
motivation and teachers who can help you as 
your English conversation partners is a very 
good idea. It is also OK not to speak perfect 
English in this setting. Just having a chance 
to talk in English with people who like 
speaking in English will help you. Please think 
about joining the club when you can. They 
want more members”.

After watching the video clip, the students 
were asked to write what they thought about 
the club freely on a piece of paper. Most 
students commented positively on the club. 
From the students’ comments, it can be said 
that this video contributed to providing the 
following impressions to the students: (1) 
Meeting casually to talk in English on fun 
topics is a good thing to keep up or improve 

Iwate  Near Peer Role 
Modeling Videos

Harumi Ogawa, Morioka 
Junior College / Iwate 
Prefectural University
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the level of their English. (2) Not speaking in 
perfect English is OK. 

The segment included an accidental moment 
showing one teacher who teaches law passing 
by and talking to one of the teachers who was 
participating in the club in English. It added an 
unexpected yet favourable touch to the scene, 
as one could see that this law teacher’s English 
was not like a native speaker’s English, but she 
spoke confidently and she was making sense in 
English. This video was shown right before 
lunch time on a Monday and the club ended up 
having some new members who had been 
inspired from the video. This is a successful 
case of using NPRM video to promote the use of 
English outside the class. 

2. Video clip of a Canadian exchange student 
Another video clip shown to the same group of 
students at a different occasion was an 
interview of a Canadian exchange student 
named Liz. She was employed by the 
department as an assistant at the reading 
marathon room and an English conversation 
partner for the students. In the interview, she 
talked in Japanese about her Japanese 
language learning experience. Although she did 
not speak in perfect Japanese, what she said 
was totally understandable. She talked about 
her Japanese language learning history and 
what she did to improve her Japanese.

After seeing the video clip, the students were 
asked again to give free written comments 
about what they thought about Liz talking in 
Japanese. All students commented positively 
on her use of Japanese, the efforts she made 
to improve her Japanese and her courage to 
speak Japanese in front of the camera when 
her Japanese was not perfect. Liz is about the 
same age as the students and most of them 
had only heard her speak in English. From the 
comments, it was clear that a lot of students 
thought, “Wow, it is OK not to speak in perfect 
English. Liz’s use of Japanese is impressive 
although not perfect.” Liz is an example of 
what Kusano (2001) called a reciprocal NPRM, 

someone who is learning your native language 
and who might inspire you to reciprocate. 

As all the comments from the students were 
positive, I decided to show them to Liz and it 
was received graciously by her. Here is an 
excerpt of an e-mail received from her. “…I am 
so glad to know that some of the students were 
encouraged by your interview video. I am so 
happy that you asked me to take part in this 
experience. Thank you so much. I feel very 
encouraged by the words the students wrote 
down”.

As my own reflection on the whole process 
making the NPRM video clips and using them in 
the classroom, I am convinced that these 
materials are effective in inspiring students, 
raising their motivation and boost their 
confidence in using English. It is also an 
empowering experience for the interviewees as 
is seen in the e-mail from Liz. Having an NPRM 
and being one both help create a positive 
language learning experience.
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Editors Note: Below you can read the abstracts 
of Veronika Timpe’s MA master’s dissertation 
followed by her PhD abstract proposal that she 
started about a year ago at the University of 
Hawai’i with John Norris. I asked her if I might 
published these in PeerSpectives because of the 
innovative way she uses “think-alouds” in her 
MA study and because she is linking her research 
from her MA to her PhD, which we don’t see too 
often. In hopes that these might serve as 
stimulation to others contemplating their PhDs 
(co-editor, Tim). 

Byram’s (1997) Model of Intercultural 
Communicative Competence includes three 
language competences – linguistic, 
sociolinguistic, and discourse competence – 
which he regards as essential in intercultural 
communicative encounters. Sociolinguistics has 
proven to be a challenging field in language 
assessment given that pragmatic expectations 
and assessments are highly culture- and context-
specific (Blum-Kulka, 1991; Spencer-Oatey, 1993; 
Liu, 2007). Hence, it is challenging to avoid 
construct-irrelevant variance. 

This study focused on Byram’s idea of 
sociolinguistic competence by investigating the 
cognitive processes of university-level German 
learners of English when solving receptive 
intercultural socio-pragmatics assessment tasks. 
The study was intended to answer the following 
questions: 

1. What strategies do students apply, i.e., what 
steps/actions do they take, in order to answer 
the items? 

2. Do the strategies differ between the two 
groups of test-takers? 

3. Do the strategies mirror the assumptions 
underlying the test construct? 

To answer these questions two groups of 
university-level EFL students with different 
intercultural experiential backgrounds were 
identified. One group (N=7) had never been to 
the United States, while students from the 
second group (N=7) had participated in study 
abroad at an institution of higher education in 
the United States for at least one semester. Both 
groups were asked to answer 24 multiple choice 
discourse completion tasks, taken from an 
intercultural socio-pragmatics comprehension 
test that focuses on U.S.-American English as 
well as the academic context in the United 
States. 

Think-aloud methodology, in particular 
concurrent verbal reports, was used to access 
respondents’ cognitive processes and to collect 
verbal protocols from the students while they 
were working on the tasks. The verbal reports 
were coded and analyzed for strategic processing 
and knowledge. Findings revealed that students 
highly draw upon personal experiences and 
cultural knowledge, involving consistent, yet 
varying degrees of cross-cultural comparisons 
and critical evaluations. 

As one of the first studies to investigate 
intercultural socio-pragmatic comprehension 
processes by means of think-aloud methodology, 
my study provides insights into the ways in which 
students make sense of socio-pragmatic 
utterances. These insights are relevant for ESL/
EFL teachers and test developers alike. 
Instructors may benefit from a clearer 
understanding of strategies and knowledge 
involved here insofar as it could assist them to 
direct their instructions more efficiently at 
developing and promoting sociolinguistic 
competence in their learners. Test developers 
would profit from the information in terms of 
construct representation.  [4 page bibliography 
available from the author]

An Example of an Innovative 
MA and PHD Research 
Coupling  

Veronika Timpe
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My empirical dissertation project will be a 
contribution to the study of intercultural 
communicative competence (ICC). According to 
Byram’s (1997) Model of Intercultural 
Communicative Competence, the following three 
language competencies are essential in 
intercultural communication: linguistic 
competence, sociolinguistic competence, and 
discourse competence (cf. p. 34). In a 
descriptive study that is ultimately focused on 
further developing Byram’s model of ICC, the 
dependence of ‘sociolinguistic competence’ and 
‘discourse competence’ on learning 
opportunities as experienced by German learners 
of English will be investigated. 

The experimental study is guided by the 
following three research questions:
 
a) Are there differences between English 
learners’ sociolinguistic competence and 
discourse competence depending on different 
types of learning opportunities/contexts? 

b) If so, is it possible to determine prototypes of 
intercultural speakers based on the different 
learning profiles? 

c) Are there relationships between linguistic, 
sociolinguistic, and discourse competence? 

To answer these questions, the following test 
battery, consisting of four assessment 
instruments, was developed and applied: an 
online self-assessment survey, the Cambridge 
Placement Test (CPT), an intercultural 
sociopragmatic comprehension test, and four 
intercultural role-play tasks. The online self-
assessment survey, developed on the basis of 
Brown (2001) and Dörnyei (2010), aims at 
providing a detailed picture of each participant’s 
language and cultural background variables. The 
CPT, developed by Cambridge ESOL, is an online 

adaptive test of general English used to evaluate 
reading, listening, and grammatically correct 
usage. It was applied in order to test the 
subjects’ linguistic competence. Sociolinguistic 
competence was assessed by means of an online 
intercultural sociopragmatic comprehension test 
designed on the basis of Byram (1997), Knapp 
and Knapp-Potthoff (1990), as well as Bachman 
(1990). Ultimately, Byram’s notion of discourse 
competence was assessed through four 
intercultural role play tasks, i.e., participants 
had to engage in role plays via Skype with U.S.-
American L1 speakers. 

A sample of 150 German university-level learners 
of English participated in the study and 
completed the test battery. I tested students’ 
linguistic competence and systematically 
collected information on their learning 
opportunities with regard to the target language 
and culture: U.S.-American English. Then the 
sociolinguistic and discourse competencies of the 
students was assessed in order to examine 
whether there are (significant) differences 
between English learners’ sociolinguistic and 
discourse competence depending on a) the 
linguistic competence and b) the learning 
opportunities and profiles of the students. 

A systematical analysis and evaluation of the 
data obtained will not only contribute to a 
clearer understanding of the language 
competences involved in ICC, but will also be 
conducive to indentify the factors which 
promote the development of the different 
language competences, in- as well as outside of 
a target language and culture context. The 
identification of these factors, which have not 
been documented yet, will be relevant for ESL/
EFL teachers and test developers alike. 
Instructors may benefit from a clearer 
understanding of intercultural language 
competencies insofar as it could assist them to 
direct their instructions more efficiently at 
developing and promoting sociolinguistic and 
discourse competences in their learners. 
Furthermore, a descriptive account of prototypes 
of intercultural speakers based on different 
learning opportunities may also be helpful in 
determining what to focus on in EFL teaching

PeerSpectives, Winter 2011-2012

Veronika Timpe • PhD Dissertation project  
Abstract  Working title: 
From language learner to intercultural 
speaker: the dependence of ‘sociolinguistic 
competence’ and ‘discourse competence’ on 
learning opportunities 
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with regard to learners’ backgrounds. Test 
developers would profit from the information in 
terms of construct representation. Moreover, my 
study aims at generating hypotheses to address 
the unresolved issues in Byram’s model of ICC; 
specifically in the more recent contexts of EFL/
ESL learning, including contexts in which English 
is learned and used as a lingua franca.  [5 page 
bibliography available from the author]

Contact the editor if you wish the bibliographies 
with these abstracts: mitsmail1@gmail.com

Contact the author directly if you have any 
questions or comments. 
Veronika Timpe veronika.timpe@googlemail.com
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Creating Wow! With Artifacts 

Tim Murphey

A Student Action Log comment :
I never thought that we would make a 
video on YouTube. It’s just GREAT! I 
was questioning how we learn English 
from middle school. I didn’t like the 
way we learn English at JHS and HS in 
Japan. So I could understand [how] 
people who don’t like English feel. Our 
project, it could be just small steps to 
change MEXT [the ministry of 
education]! But a lot of small steps 
come together to be big steps to make 
change in Japan. Just watching and 
doing nothing, it won’t change 
anything. If we want to change 
something, we have to make first 
small steps.

“Artifacts” are simply things that are 
produced and that can be seen. They are the 
“products” of your work. The work that 
students do in a class is seldom left over and 
visible or touchable or listenable for long 
after the class is over. Students leave the 
class with something in their head perhaps 
but it is very rarely presentable a few months 
after the course. You can ask yourself, “What 
do I actually recall from all those courses I 
took? Do I have anything
to show for it?” Below I present several ways 
of preserving learnings in forms of artifacts, 
as action logs, booklet publications, and 

online publications or videos. These artifacts 
extend these “resonating neural networks”, 
our learnings, beyond several months by 
allowing students to take them with them at 
the end of a course or to forever find them on 
the web. These are also examples of 
experiential learning (Dewey, 1938) and 
critical pedagogy (Freire, 1970).

Traditionally, the basic artifact that 
represents and reminds students of the course 
is the textbook. When it is well highlighted 
and annotated by the student, it can indeed 
recharge many of the ideas and thoughts they 
had during the course simply by thumbing 
through it. I have a few textbooks like that 
and they are fun to thumb through and I 
enjoy re-reading my notes. However, most 
students rarely are drawn to go back to 
textbooks.They need something that they 
have a greater part in creating.

ACTION LOGS
One of the first artifacts that students can 
take pride in constructing is an action log 
(Murphey,, 1992). Action logs are like diaries 
of their classroom activities and thoughts that 
are shared with the teacher and can be a 
great souvenir, when well done, after the 
course is over. They catalogue the activities 
done in the class and help the teacher see 
what things are causing students problems 
and where the teacher might improve their 
instruction. They are usually handed in 
weekly and teachers read them and return 
them in the following class with comments 
when needed. More recently some teachers 
are doing them online (Rowland, 2010). A 
student I had 9 years ago recently emailed me 
from Taiwan:
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I think about you when I am reviewing 
the materials of your English class. I kept 
all the text books and action logs, those 
things that are really helpful and 
interesting. It’s now that I realized the 
purpose of some of your teaching and it 
works very well even now. I am now in 
international sales so I have to use 
English everyday to talk globally. 
Everyday many mails from USA, Brazil, 
calls from Australia and I am able to 
handle them very well… I am glad I took 
your class.

CLASS PUBLICATIONS
Teachers can also do publications of student 
work. The easiest and most natural (and the 
most helpful for teachers and students) are 
often collections of language learning histories 
(LLHs, cf. appendix 1) which have also been 
done by colleagues in other universities 
(Murphey, 1999, cf. Kazuyoshi Sato & Brad 
Deacon). The last few years I have 
experimented successfully with asking students 
to analyze their booklet collections of LLHs in 
small groups in order to recommend changes to 
the education system. Then we have created a 
second publication from these reports. This 
second loop (Murphey, & Falout, 2010) helps 
students see that what they did in the first 
publication has a purpose and that these may 
also have an impact on other educators, 
students, and even the ministry of education, to 
whom we send them (Murphey, in press). In 
other content based instruction (CBI) classes we 
have done special publications in Music Therapy, 
Student Citizen Journalism, Ways to Learn, and 
Play and Creativity. 

YouTube VIDEO COMMENTARIES
Also for the last two years, students have gone 
one step further and produced videos based on 
their work in class which were uploaded to 
YouTube. The first year they did a video about 
their evaluations of JHS and SHS English 
education in Japan (The Real Voice of Japanese 
Students, appendix 2, presently over 150,000 
views). The second year they were investigating 
the study abroad and job hunting systems in 
Japan and found many fascinating articles to 
base their second video on (RealVoice2, 

presently about 3000 views). YouTube videos are 
of course artifacts that are open to the world 
and indeed they even get responses from the 
world – the first video had about 22,000 views in 
its first year and about 100 comments, most 
from an international audience, and now after 
two years has over 150,000 views with 650 
comments. This international attention to things 
that students had a hand in making can bring 
them the message that they can indeed be 
heard and have an impact on the world. Thus, 
this artifact actually brings validating agency for 
students willing to take part through the many 
comments they get on their work:

I am going to show the video to my ELT 
methodology class next term. (University of 
Seville, Spain)

Lovely project with a clear message that 
language students from all over the world will 
recognise. (England)

I am a high school English teacher in Tokyo, and 
I am going to show your video to some of my 
students…. I’m sure that many of them share 
your opinions. (Tokyo, Japan)

I loved the video and think it’s a very important 
contribution to all non-native countries where 
teachers sometimes focus more on the product 
and less on the process. Less testing/grammar 
and more practice of the language would really 
help... (Mexico) 

Thanks for daring to be the change!!! This is the 
way to go - to spread your voices so that the 
world can hear your desires, possible and 
future selves. (Brazil)

So powerful hearing this message from the 
people who have suffered most from the status 
quo. Great idea. Let’s have more of this. (origin 
not given) 

omg, thank you thank you thank you~ brave 
students. we teachers need to listen up, and do 
what we can, when we can! thinking about the 
coming school year’s lesson plans now~ what a 
great time to see this and remember to keep 
them in mind, at all times... (origin not given)

PeerSpectives, Winter 2011-2012
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Coming from students themselves makes the call 
more compelling. Students--take this mission 
with you when you graduate; continue to push 
for these changes as teachers, parents, and 
members of society. (US)

Let me end with a few of the student e-mail 
comments sent to me about the impact of 
making the video on them, which is by far the 
most gratifying part of doing the project:

I was very surprised at a lot of messages over 
the world. I was happy that most of them knew 
our REAL VOICE and agreed with us. And I hope 
this video will be a good opportunity to rethink 
about the system or guideline of English 
teaching. I want JHS/HS students to watch it 
and hope they feel something about their study. 

Watching Real Voice video, I’m very glad and 
honored to have joined this project. If I were 
not a student in this class, I couldn’t have done 
such wonderful and useful activity for students 
who will study English in the future. 
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You can also download Real Voice reports at
http://www.eltnews.com/columns/mash/
2010/01/the_real_voice_of_japanese_stu_1.html   
See the video at: http://www.youtube.com/

watch?v=MwsZ0KiHhRg
Appendix 1 Instructions HANDOUT (reduced) 
My Language Learning History

Write a paper about your language learning 
history from when you began learning English to 
the present. Length: 3 pages double spaced 
(about 750 words). Send it via e-mail to Tim 
Some questions you may want to answer in
your story:
• How did you learn English in JHS and HS?
• What positive and negative experiences did 
you have and what did you learn from them?
• What were you expecting before you came to 
the university?
• What were you surprised about in your 
university classes?
• How have you changed your ways of language 
learning since coming to the university?
• What are the things that you found especially 
helpful?
• What are the areas that you still want to 
improve in?
• How do you think your next three years will be?
• What are your language learning plans and 
goals after graduation?
• What advice would you give to next year’s first 
year students?

Have your paper proof read and signed by two 
other classmates. Write the following at the end 
of your paper for their signatures: “I have 
proofread and given suggestions about this 
paper.”
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Appendix 2
The Real Voice of Japanese Students 2010—
University Student Comments on their
English language learning in JHS and HS.
(video script – read on Dec. 21 2009 for a 
YouTube Video by students)

1. Our Language Learning Histories
2. And our research / show that
3. Learning English in Japan /
4. is not always easy
5. Many JHS / and HS students in Japan
6. Study mainly grammar /
7. for entrance exams
8. And end up / not being able /
9. to use English
10.After many years of study.
11.This is the inconvenient truth: /
12.Honne not Tataemae
13.While most JHS and HS
14.teachers mean well
15.And some of our teachers have
16.been really great!
17.The truth is, many teachers are
18.force-feeding grammar
19.This IS the inconvenient truth: /
20.Honne not Tataemae

21.A bit of grammar,
22.At the point of need,
23.Can be useful
24.But too much, is too much!
25.Its BORRRRR ING (say slowly)
26.We want to TALK more (excited)
27.Use English!
28.Talk to our classmates
29.SING SONGS! (Everybody sing it!)
30.Give presentations
31.Write our own ideas
32.Think seriously
33.bout improving our world
34.In short . . .
35.Do things with the language
36.Not just listen to teachers . . .
37.Talk in Japanese
38.When students speak English
39.We still use grammar / like now
40.We learn vocabulary
41.In language learning
42.You “use it or lose it.”
43.Narau yori nareyo
44.Asking may be a moment’s
45.embarrassement
46.Not asking is a lifelong regret.
47.Kiku wa itoki no hadji, kikanu wa
48.isho no hadji.
49.We ASK for CHANGE
50.In English education in Japan
51.For future generations
52.Students want to USE English
53.Less testing and grammar
54.We think our teachers need a break
55.from teaching to exams
56.We think Mombusho could help
57.By changing the exam system
58.Our exams are literally killing
59.some of us
60.You know, this may not work . . .
61.It’s OK, / “We can accept failure,
62.but we cannot accept not trying”
63.We dare / to hope for change
64.Thanks for at least trying
65.To improve education
66.For future generations
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Imagine learning a foreign language for free, 
seeing your efforts used in a real life context and 
contributing to one of the greatest human 
endeavors of all time. !Hard to imagine isn’t it. 
However, that is exactly what a new website 
www.duolingo.com is proposing. The project, 
initiated by a team from Carnegie Mellon 
University led by Luis von Ahn, proposes that 
subscribers to the website learn a new language 
(as yet only Spanish and German are available) 
and while they are doing so contribute their 
effort to translating the internet into languages 
other than English. “Language learners will make 
shocking translators” I hear you say, well the 
beauty of the project seems to be that it 
combines the work of multiple language learners 
to provide a high quality end product.
!
von Ahn, who has a history of such projects, 
estimates that 100000 users would take 5 weeks 
to translate a tiny percentage of the web, 
Wikipedia, and 1000000 would take only 80 
hours. Working up from this to other parts of the 
internet would open up reams of knowledge to 
the majority of the world who cannot access the 
massive quantity of information only currently 
available in English and therefore to English 
speakers. What is more, it would democratize 
the business of language learning which at 
present is only available to those who can pay, 
the rich. Put simply, this project aims to iron out 
many of the inequalities that keep the poor in 
financial, career and intellectual poverty.
!

The project website has been built and the full 
concept is in the process of being tested at the 
moment; it promises to usher in a revolution in 
language learning. Educators and students at 
Kanda may well ask what this has to do with 
them, apart from being a smart idea. Well there 
is no reason why educators should not 
recommend this resource to their students, it 
would give them a massive sense of achievement 
to be able to contribute to such a project and 
would give a new reality to the business of 
learning any one of the dozen or so languages 
taught here. The equipment we have on campus 
would easily be up to the task and the students 
could also engage on their mobile or smart 
phones, see the other paper in this issue by Tom 
Lockley for information on what experience the 
students have with technology and what their 
motivations and aspirations are.

Note: This is all breaking news to us. We first 
saw it on Dec.8 (posted Dec 6.) at the following 
TEDx cite:  http://www.youtube.com/watch?v=-
Ht4qiDRZE8&feature=relmfu
Take a look, it is worth 16 minutes of your time.

Our questions/challenges to you all are:

• How might we use this for students’ 
independent learning? 

• How could class or school projects be built 
around this so we can benefit others?
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“Global vision” and “facing the world” are 
stressed in the “Outline of China's National plan 
for medium and long-term education reform and 
development 2010-2020”. English curriculum 
standards show that the eighth level of the goal 
of culture awareness is to develop global 
awareness through learning English and world 
culture. However, the concept of global 
awareness has not been very well explained and 
explored in China. Little prior empirical 
research has addressed the extent of 
intercultural teaching and global teaching. 
Drawing on this background, I conducted a 
qualitative case study to explore the perception 
on the concept of ‘global awareness’ for EFL 
teachers at one senior high school in Henan 
province in China. The research question is: How 
do high school EFL teachers conceptualize the 
concept “global awareness” in English teaching?

Procedures

I went to China for six months. I used interviews 
and focus groups to collect the data. A 
purposeful sampling procedure was used 
(Creswell, 2011). I chose extreme case sampling, 
a form of purposeful sampling in which you 
study an outlier case or one that displays 
extreme characteristics (Creswell, 2011, p. 
209). I selected 17 EFL teachers depending on 
their availability and voluntary participation. 
The high school is one of the best high schools in 
Henan province, and it has an international 
program. There were a total of 24 English 
teachers; about 8 teachers for each grade. 
Among the 17 that I interviewed and observed, 

14 were female and 3 male. Their teaching 
experience varied and each of them had at least 
a bachelor’s degree. The high school has15 
classes for each grade, every class has about 60 
students. Each teacher interview was between 
40 and 60 minutes. The interviews were 
recorded by IC recorder and video camera with 
the permission of the teachers. The recordings 
were transcribed into computer files, and the 
interviews were translated into English. I used 
grounded theory to try to build up the theory 
from the teachers’ own voice and ideas from 
their real lives. I coded the interview data using 
NVivo8 qualitative software into different 
categories. 

Findings

The interview question I asked to the teachers
was: How do you define global awareness? I
found three core elements of global awareness:
knowledge, skills, and attitudes. In the literature
on global awareness, most models use similar
categories such as knowledge, skills, action,
attitudes and values. In order to analysis the
teachers’ definitions, I used Vygostsky’s theory of
everyday and scientific concepts (Vygotsky
1986). Scientific concepts can be defined as
“systematic principles consciously applied to
understanding diverse phenomena” (Swain,
Kinnear, & Steinman, 2011, p. 152), and
everyday or spontaneous concepts “are not
systematic or have a very limited
‘system’” (ibid. p.150). So the three components
of a scientific concept are that it is 1) conscious
(or consciously applied), 2) systematic, and 3)
“not bound to a context” (ibid. p.52). While the
individual teachers each displayed basic
everyday concepts for global awareness, I
discovered that by combining their
understandings into systematic categories, they
had relatively the same scientific concepts as
presented in the literature. However, none of
them alone had a systematic, generalized, and
conscious concept. Below I look at the three core
elements of globalization and provide examples
from the data.

Global Awareness as Everyday 
and Scientific Concepts:            
Research in One Chinese High 
School

Hongtao Jing, Waseda University
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Skills

The skills include critical thinking, 
communication, language skills, self-cultivation, 
and learning skills. The following are a few 
random examples that were mentioned by many 
teachers:

 “The world is a big family. We cannot 
 always stay at home; we should go outside 
 and communicate with others. The 
 communication is between different 
 countries, neighbors, and 
 colleagues” (Teacher 5).

 “From the micro perspective, I think it is 
 same as Confucian personality ideality 
 “Upright Heart, Self-cultivation, Family 
 Harmony, State Governing and world 
 Peace". They are same thing” (Teacher 
 17).

We should notice that critical thinking is an 
importance concept here. Teachers give the 
everyday concept: “You can understand yourself 
better through leaning from others”. These 
examples from the teachers make it clear that 
“communication” is a very important skill to 
promote global awareness. The teachers think it 
is necessary to communicate with other 
countries’ people. It is very clear that teachers 
described self-cultivation as one skill of global 
awareness. As a scientific concept, self-
cultivation is one core concept of Confucian 
personal ideality which has influenced Chinese 
culture for two thousand years. Teacher 17 
described the scientific concept of self-

cultivation; teacher 5 described it through 
everyday concept. 

Attitudes

The last category is defined as attitude which 
includes responsibility, tolerance, openness, 
justice and respect. Some examples for the 
categories are:

“In my opinion, from macro perspective, 
global awareness is to develop students’ 
international views, so they have tolerance 
to see the world, they can understand many 
things, they are not prejudice, they cannot 
think which culture is good or bad, they 
should think every culture has its advantage 
and disadvantage, they can learn from other 
cultures” (Teacher 17).

 “We need to educate responsible students 
and citizens. They should have responsibility 
for themselves, community and society no 
matter whether they are Chinese citizens or 
global citizens” (Teacher 17).

A close look at these examples will reveal that 
tolerance and respect are explained by the 
teachers. They not only talked about their 
scientific concept, they too give some detailed 
reasons to explain their everyday concepts. 
Respect is to treat other cultures and cultural 
diversity equally, and not to value other cultures 
with prejudice. The teachers stressed again that 
the students should have openness to the world 
and to people from other cultures, withholding 

Figure1 teachers’ conception of global awareness
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judgment. Again, responsibility as a 
scientific concept was emphasized. The 
teachers hoped their students to be both 
responsible Chinese citizens and global 
citizens. 
Based on the analysis of the above three 
categories of teachers’ concept, we can see 
a framework of teachers’ beliefs of the 
concept of global awareness.  

Discussion

It was very difficult for teachers to define 
the concept of global awareness. Most 
teachers said they could not give a clear 
definition of the concept of global 
awareness. They described it with one or 
two elements and some examples. The 
teachers used everyday concepts to 
describe global awareness from their 
teaching experiences and professional 
knowledge. Figure 1 captures all the 
teachers’ collective wisdoms into one 
framework (James Surowiecki, 2005). The 
framework as a whole is systematic and 
generalizable, and thus a scientific concept 
when it is made conscious to others (Swain, 
et.al. 2011, p. 51).

Based on the review of global awareness 
research, I found most of the frameworks or 
theories have similar categories. Most of 
them mentioned some common elements: 
global knowledge, global issues, and foreign 
language. But my finding of the framework 
does not include behavior or action. The 
framework includes knowledge, skills and 
attitude. It is similar with most models’ 
categories. Spitzberg and Changnon (2009) 
state that the theories and models of 
intercultural competence display both 
considerable similarity in their broad 
brushstrokes (e.g., motivation, knowledge, 
skills, context, outcomes) and yet extensive 
diversity at the level of specific conceptual 
subcomponents. My high school group of 
teachers produced as a scientific concept as 
a group (Figure 1) through their everyday 
concepts. This framework could be given 

back to teachers and used to guide the 
curriculum and teaching and in a more 
comprehensive way.  
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第 4回大会を新潟県立大学（新潟市）にて開催します。  

本学会は、北東アジア地域で教えられている言語（韓国語、中国語、日本語、ロシア

語、英語）の教育に携わる語学教師と研究者との交流を深めることを目的としていま

す。  

 

以下の分野に関する論文発表やポスター発表のご応募をお待ちしております。 

• カリキュラムデザイン  

• 教材開発  

• 教授法、教育学  

• 評価、判定  

発表論文は研究理論と教育実践とのバランスのとれたものを積極的に採用したいと

考えております。 

 

発表時間 40分間（質疑応答を含む） 

申込締切日 2012年 2月 17日 

提出の流れ オンラインで以下を提出 

 要旨（採否査読） 250～300文字（日本語） 

 予稿（予稿集掲載用） 150～200字（日本語） 

採否発表通知 2012年 3月 23日 

学会公用語 日本語及び英語  

 

応募方法はオンラインのみになっております。応募はこちらからお願いします。  
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