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B9 BITIE LW E 2 EE S B0 WITEEEEE Ham 2 AMEREEE OREISH Licn g
WIBZNRENTWND, FERICE 47 7220 THEANEORFE bRAT A TDOA T
v hEHEL LR L LAY OEEICMN SN R, Vo AF v —2EHTHZ
LIZXY, EEETEADNRNWEEDOA NI TV —OFE R Y, JEEHE OMMmZICH S
HloneEWo B =738 Tng Lillbind, 327724 TH - f@EToEE] 3
KO, HF ¥ Yo, ETEREZFAT S, HREOMENEZRIZLARNRE 2
R AT N ER GRS 2 B A ORETHEAENETH D, 72, THLHDIHE
B B R /NP % T OSMERETS TR 3 00 [0 B B OHE 58 C O EREIS B R E O
LEEL WD ELEIDLND,

BIADEL 7T AL THH - EX0HEG) [FHBAAEOFEEGEFEH CITHERA I TV
WHERTIED DD, S%OBFHLIZATEARRFT SN THWAINETHD, 2D X I 7N
B /NERIMEGEREBNOEMELE THRATREY, TOZENIDI TAL L LTENRE L
iR T 5,

CEADE L7 TAE TBESITZ2@mb LR 2O T, METLEL T8
MERWS, FELOEKREZGIXHTRE, FELBLEREE LWV ER VOB
ST EEDDLUEND D Z L E/NFEANEEEH OFMARE THA TN D,

L7eMR o T, 34 DFFEHE % HIKT 2 BEEBMAFEDFAED /N IMERETEENC BT
DIRFEBUNIRFORENEEL TVD I EMRRENT,

6.2. AEFEEHRERFILEEF DO

3ADOIEBORED 2 A & LT, SERREFERERFLEENDEEL TNDLLEER
SNDLDONRN ONRLNTZ, AZADE 17 724 HRBMOFH] 124 T A b
BEAZFMATHZ & TXFEEDLR EHFEFBFBOBRLEMIT L LN TE, RFEO/N
FRNEFEEEOHMARH THHEATWDINETIEH 20, B/ NEROFFE KRS TOHE
[EFETE w32 3 D R0 2 FRIRITAT - T2 Mt @/ NP COSMEREIEBY D EE, 4 FIROHEE
HOCEBRIIHEGBEER DR EZITO 2L TELLEERTOHDI EE L LND,

BEADEI IV ITAL, CEADEALAT T AL THNEEEHORETEATLZ L] 1A
E A & FRERICH R/ NFAL DRFIE RS0 2 AEIRIZAT o T MR/ VAR T O EFEEE 0 3538 %
BUTHEATENETOL EEZBNLD,

UED X DIT, 34 DEEHE % FHT 2 HEFEGME DT A O /N EFETE T I B
T O EBICIISNEGREERE LT LEE N EEL TV Z LRSS,
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6.3. FHEHEEFOEE

3A4LDIEBORE D3 SHE LT, FEREEENIEEL TV DL EEDNLD bORR
b, ASACSADES I TAX, BSADEALZ ZAXITThE [2la=F—
varvEf] ThdH, TN EBAEBEHO HEOOESTHD [a3Ia=r—3
VNI OFMAEE S COHFREE,2008) | BEEL WD EEXLND, 2 Ia=F—
T a VRBADERIZONWTIE, RFOIEFEHEORETHRASNATHHIAETHY, /)
AL AR - BEFR COFEREEFETHLER SN TV Z LB EM LTV 5, £z,
ASADEL 7 7 A% EREMOFIH] 341 @mL g THC - 5T ofFE) 1%
WP G/ IR OFEREEHTRO LN TVWDIRARTHY, 2O b, HEER
O EBICFEREEENEE L TWDL I ERARENTND,

L7 o T, 34 DIEFEHE % HE T 2 BEEREO P/ EO/NFRSNERRE BN B
DRFEBUNTFEREEENEE L TWVD I ENRENT,

6.4. T8 ADRBROEE

BIADHE2 77 A20 THEER] I3 EFEBOREL FEEBEAEICE L TRy, K
MOPFEE B2 TN EREBR E LTS, B A 3 FIRIC | AR GEE A~ DR T 5 %
BLTEBY, ZORBEREIIENLTEWVWEBZZXTEBY, TOZENRPELTNWHI L
Exbhd, £, B5I7 7220 TH 55T 0OHE] TIXELWEELZEELEW,
ALT L OEFEOBEE S LB 2 TRY, oA L L TEMREEZ/ N THLED
TNk EZTWe, L, BUEOANERREE CITEREIIROONATELT, b
FUTBRC e B2 2 5 Z L OBEEM AR U RSB L WD EEXLND,
CIAbBIAERRIZ, H3IZ7F7AX20 THL - 5ETORE] THELWEEZIEE
L2V, EfSICRE2fMT CHEd a2 L, EMttzEl L 2E8zE-CTnn, HE
D HEEEMEFH O ERMEMEIIR P CORECHEFREE O R CIEH £ 0 HIFE I TRV,
HEDOFEHDZADWINTOREBRNO EMEMEAZBEHR L TNDEEZTND I ENREEL
TWbHeEExBNLD,

UED X DIT, 24 DOEEHE % HHT 2 HE LML DT A O /NP EFETE T2 B
T OB ORER, FRHEAN TORBRPEEL CTWD 2 ENRENTE,

7. #55R

ARG CIXRGEATE 2 T 2 HE B GRFRICIERE L WD 34 DA% G & L= PAC /Y
Hr OFEE AW/ NERAMEREE B OREBUIZ OV T O SFEBRIRAOMEL L L,
DOFREREDHTHZ LI, UTFTOZ EEH LN LT,

TFFERRRE 1 O TPAC HT I K 0 BB A O/ NERS ERES B E S BT 5 5
FEHRIRRAMZ I ST H I ENTE D0 USRS 2 © THEBIGRERE A O/ NER
HEFETREEEEIC BT 2 SREAIRAICIT E O X 5 RS RSN D0 1220 T,
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PAC 737 & IV Tl # O FAEOFREBOFHEZH BN L, ENENDOFADRIEBIZD
WTC, ala=r—va EY, B FETEE, GREMOFMMAEORENROND
EER LT, WFERREE 3 0 THEBEGREE T4 O/ NERSNEFETRENEEBLICBE T 5 55 #
AR AICIZ E D L 9 RER BB L TWDHDD ] IZOWT, KFRE, SEGEEER
¥R 92 R MAOKRBRO4-SOERNR NS Z LRSI,

ABFFEDOFRERIZ LY, EA (2014) THRHE L Tz, SEEZEETRMAHEER O BT
RS ND & DRIEIZONT, ZTONEEZRTZENTELEEZEZLND, £2, RFET
DERENFHEOREBITHEL TNDL 2 L0, RETORBEZHEICHETHHMEETON
BIREICEMTDEEBZOND Z 0D, TONKORER L /NEEOREERRICE DY
TG 72 R E B ONWTHR D 2 & OEBEMEN RO LD O TRV, BIZITSNEEE
O RARLTEENREBABTRICEEL COD 0D, SEOINEREEE O3 I fil
N5 ZERNFERTOFIEE OB E ST MR H 2 O TIE/R D,

BRI TIL 3L DFAEDFIH LT TELHT, TRTOHEBIGREOFANZ O X
IR EBENTND LT D Z ST LV, A% 2 O R 2 FRICERIAIER & 1
L, £0ZOFADIREBIZOVWTORELITVZW, £, SEFRAELZ 3D
EDFEREEN L 720, ED XD ITREBDPEL THLNIZHOWNT, REFERZEIZ D0
T, PAC Z3Hr & W THMT 21TV,
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/NI ERETEENC 81T D 2l @ Codeswitching

—LIfFHIZER L T—
A (2R L)

3=

1. IZTT®IT

INFRR AL, BURBE ORELZBE L TT RS RE2T5HEnd 5, BRNBHED
BT [EOL BWEGEZEZ TN D T EHEPND ZENEL<HY, TRUTRGENE
FTT, FHETRENHENIZD VDO TTR, DVWAREZHF-STLEWET) &, 4 EH
FEEE ORI A AGE 26 D Z LICIREKEZ < HET OV D,

BUTO (& PRy B g st SMERERD 121, T35 ICT 288 B I oW T,
ZDORBEIZAD I, EEPRFEIIMN OS2 RET DL LIS, HELERDAI 2
=r—varOfmE T 50, WMEITRETITI ZLERRET D, OB, A0
fRDOFEEI)S U355 2 WD X0 HoBlET 52D &5 CGRREA, 2010: p.43) & &
PIVTEY, R EIBEEE T, PR T REARETITI LA AARET D)
Z LTI D XD THDHCURFEA, 2013), TIE, 2011 4E, /MRS, 6 FEAEICBWTHE &
72 To/INFARANERETE B TIX E 95 Th A 9 D

INERANEFEEBOBEII 2 2= — a VEENOFEMEE I Z L THD, I3 a=
r—a VEESIDOFEH & X
B Ra Uk D ARBR Y 70 B
WENZa I 2= —a v B/ A9 & HREE
[EFEDH FRIEARM R REL~DIEIEL L A
ThY, F - BEIRONEERCHIET 2122/ —va viBNEXX 5D THH(X
HRFEA, 2008), (TREAWGETITI 2 L) LI LFEFHNLNTHARNVR, aIa=4
—Ta AEHEZEERIZL TS Z D TR LR THEREITIRGEETITORTNDS Th
5] EWVIOHMHEDRH D DS LILR, £ 9 TRNo12ELTH, RL—XT THFET
T D8FE] 1[ZHHE L T L 72D NFR T H ZUHINIC HREITRGE T 1T D
RETHDHEZEZ LN THAREETITR,

M pieteaEiEiia] COmREE, 2010) ICIZEARBEOEHNEZ bNLHmE L
TUTDO ZORNETF LTV,

na—ll

—

JI

=

1.
2.
3.

-

SEEEE AT O Z N REOT L E RS TWIUE, SUEOFHMZ 1L A RGEEZZZ 2 TT
IZEHLEZBND] (p4d)

[HEROBACH R EZHE T T ARWERNRWNT, AAEEZRA-REEITOHATH
ST, BEZRETITI)ZELEREARETHEVIOAHTEOBREZHE 2, EENIGED
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FERIZIEND &9 R EORELK L Z EREETH D, ] (p.74)

SMEREEE OLSIII RIS [SUEDORRE) 232 2 Lidhnied, AiE iy Tdx
B2, BEICOWTE, EEICkdala=r—va VAR RERLICH D REICYH
HTITESH, ERRICHES LADLENR, FRCIXEAEEZRZZ DD, 25X SAD3E
FEICENH LDHESE 52 5REFEL VI ZEICRhD ), TIREDREDREICHN S &
X270 THA S D,

B S REEAMIESLAD AN S, 'O, RE CHEARE/A 7y NSMNERE
WM ETHDLENI DT EDRHEEICLEINTNDLZETHD, FEAEDTELT
BT & o THERENME— DR SR 55577 Téd 5 EFL (English as a Foreign
Language)BR i CIlIRB &5, 47y bOBEZMHIET 5 2 & OBEBEME(CIXEEM O HIA 72
W, FEIERPENDE 2 T T953E 25 53, HAGE S BICS (Basic Interpersonal Communicative
Skills : H % Tl 25 R IBERBRE N LV Th AR, WEE S L miEsE
TITEEY, BREERISOIR, ¥ = A F v —72 &% T D IZIFETZ1T TH A T BICS L~UL D35k
FENEBTCAHRETHY, AREPLERNEEZHZ D Z L AKRNBZO UL TILERN
720N (5 H&MIME, 2003: pp.74-75), — T, EINEFEEHADHZ LI D LT -TH
oI 12AH D % D/INERE BT & » T RGEI CIREEZ L O 2 & Tldik
W, ZIZT, [REEETTROD Z LICHE L CHE - GEA M TLE D L, A
HHRBTTFFEZHE N, HEIFHARTEICILEL X 9. ) (A, 2006) & 0 H = — /L3 kD
o, iy, 1T EFELZMOETHIT D& DT, HRHM 2 L%V THRGET
BOHIMBAOND 72D, FREEZAVDON LW, [EEFIEOBICRSUEERIZBE D 5
T M T BT HAGETLIZIEY ALV, ) (IRE, 2011; 2013) & L1/L2 & 9 F < fEW
DT EEWRTLFIIFELH D,

REENOHRTZ LLERHIZED THAI D, [a3a=r—a VEBNIORMEERD | &
W) BREZERT ADICHE LY EOOEDN A amhT A T T —VT 4 —F
Z(CLD) 2 & 5, CLT TIXEME LV biiG I NEME SN, ENWDXIT L2 OHTIT) &
YA A=V BB DHD, Larsen-Freeman(2000)1%, FEEX I I 2 =07 4 772158721 T
< Teacher talk ZiH L CH __SiEE2F 5D T, TEXHET L2 ZHWARETIEHH3, B
\Z7e o 72 L1 OIS NS ) (p132) LR _XTW 5, FEED R T HEEIK(ZPD) (Vygotsky,
1978: 86)i%, ~ATTEXHL~YLL, RAREAGLVEIOEBNEDH N EZ/TTEH L
L EDENCH LR D Z ETh DD, SMERREENCY T %A, FEEITBAEIO X
ZETTARA—RNEOWHZE > TRV RERNEZRBE LN LEEEZTFTA TN, i
DL ERIZ, X2 eRbl-o0Y—LD—>, HF0 [HIheo7 L1 EH] Tigsn
725903, & T TAMSECUX, SMERRIGENORREE 9T E BB DA > ¥ B 2 —% 18 L T Teacher
talk |Z351F % Codeswitching D 34K & BB OEG A A L, B2 o7 L1 EFIZ OV TR
RS
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2. FEATHIA

F7°, AARICBITDEETD Codeswitching (Z-OWTDAFZETH 503, FMEFECSGEHNE D
SMERFEL L TThILCTETHE K TOWNIEILSH 5 53 (e.g. Shimizu, 2006; Norman, 2008),
/NGBS T O codeswitching (22U TOAFFEIEZE < 13720, Osada011)I3/NF 106
6 - E TOFRAEHRT) 14 4412 [LI/L2 DEEHIZONWTE 5 ZF X TWDH D IOV THlld
L7, FER, o bFFEEMWTZNEEZEXTWVDENEFENICET 2 HED 2R SN
TGN TWAEEN NS —FHT, L2 7ZF TIERENBEFECEX2VWOTL 2T 502
WD EBEZTWDHHEE LW, FIRFICHESILO 544 22 44 OB ITxE L THE20h
& HARNFEZEH#IMJTE)D LI/L2 fEAIZOWTED L HITEZ TN DTN T H a7z,
ZORER, RESGHRBEBOLSLEN REOIFEAEZRGETITI) ZEE2HLELTEH
0, FHEIXREORFEIRM ) 28Nl L CW D FREMER S D Z ERIB I LT, DI
7>, Codeswitching H K& MFZEXF ZRIZ Lz DO TILR WS, FMEFEIEENCIS IS 2 Teacher talk
WFFED 7273T L1 AAEHIZ DWW Tt TV D m R &FI48(2013), Eguchi (2011, 2012)72 E203d 5,

WAL OWFFEC LI/L2 BLEES0 L1 ORE - Fik, T2 HW 2B AZTHE L WD 5E8 &
LHE B2\ \(e.g. Duff & Polio, 1990; Polio & Duff, 1994; Rolin-lanziti and Brownlie, 2002;
Macaro, 2001, 2005; Kim and Elder, 2005; Littlewood & Yu, 2009; Forman, 2012), Z L5 O
N, HEIWZE ST LI/L2 OERIINRYDEND DL Z ENbnd, £, KO~
DLV TLREEE DD L bORHBEIE S b L IIFEEFEDO L2EHEIICL D D%
E—EOHENHSD HINTWDD, TEITLONRLN] DI OWTIIFmTT 5T
RN, N T ) — 3 Nagy(20090) ZHUD 700 v INFAR B T L1 EHICE R 2 Y TRFE T
HY, BV X=2T ALKETIZE Y Focus on forms 23 Fiit Th o 72Z¥END CLT THZ D Z &
EHEDPROD SN TWERIING, aIa=07 0 TRBEMTONL TV ENE I L)
BELD LI OBREEZMRELZ DO THDH, NI —FBIRARELFCBEECTHD Z
ERAI 2= DT 4 T RREEZHRE L CVAHAT, HROFEFIZIEET 2008 HH L5
25, HROMBEER, ITON TR ETaI 2 =h T 0 7R, HEICLDE
EHD2HLOONRY OED L1 BHVWS TV, LI HEHOBEE IR ) F2T
L, D OHFE, RBR, BERER, NH Y R REEO SREREEE R &) E NI b
DEETH R, FEERR, a7 7 2 MHRROWALN,

PLEOWTEN G, FRAICED LT, FENAATIEL T, L EHITEE L FEED
FEENRFENBICERRH L Z &, 85Il T ) —Z7ITERL, ZHEOMEAENK
ENWZ ERbND, FO—FHT, BERANOSLVEY O L HEDOE#RERS LADLET
MFZEITIZ & A ER 0,

3. B3R
3.1 AFFEERRE
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AR L7z & 912, BARO/NFELBLTO LI ERIZOWTOMNRITBHEE TO L Z AT L
A ETRN, FIT, KRR TIE, EBRIC EOREOIEE L AARGEZ o> TIREN T T
WHDEBEL, £, FOXOHBRTHEMASH, BAFEMEHICE L TEHEITE D
EOEBZTCWDONEREEFHE LTV B X T, RFEOHIREIX, LFoLBY T
Hb,

Ql. L1 OEMHIAIXHEM, HEARIZBWTED L HITEI H,
Q2. LIIZEDE I B THEDLILTWT, ED XD REEHENH D),
Q3. TNTNOHAMILIEFICEALTED L HIZEZTVDD,

BEIZ L1 OfEHEIS EFSEE - Bl >W\WTIE, BARD a7 7 A M EHEUEOH D
Nagy(2009) & D Hfe 2 IR R 2B L T\ 2 &I2T 5,

3.2 BrExtS

WRFERGIL S DOEETH H(F 1), CRITBERD/NE 2RI EH D AS/INFILT, FEEN
HIERETHIMIL, ALT DT 4 — LT 4 —F U T Z2ToIEETHDH, D KHHORD
NS D NLINFERRE T D03, TIZEDIVTW D HARNGERIJTE) & ALT, (L0 3T TfiE
PATHON TV, ERILS BIZHORDEBAEICH 575, JET 7u 77 Az@ LM L
TW5 ALT L/NFIRBE DO TT Tho, B BRITKBUFOLBIMIALE L, FPREET JITE
PR L CTHAEEATE TT 217> T\, &BIZ, GRITKREHIZ & DFNLO/NFL T, 5
FEIXT R THARANOHRZEENRE L TV,

1. IR E R o T3

TR | S fRaH AR | RSP RE

C JTE Ms. E(3E%) INSL |44 | TT
ALT Ms. S

D JTE Ms. Y NN | 5H | TT
ALT Mr. R
HRT Mr. A

E HRT Mr. D INST | 54 | TT
ALT Mr. M

F JTE Ms. H INNE | 64 | TT
HRT Mr. I

G JEEEEL | Ms. M FASE | SAE | B

*Ms T D, MrlXBEOIREETH 5,
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33 WFRFGE

SREOBEOIEIZIZZNE TV OO FIEMEDN TE 7o, &GE L P MELFOF
FEOYG, HMICEEHA T2 2 N TE D50, AAREIIBEETHY, (G5 LT
BT 5 Z LIIREETH D, SIEMEICERRHKR T2 HiEL LT, ENERDOFFEN
BRI TWLRFHZH - THIRT 2 Z MBI N0, INETHDICFEL DR
MzME LT %5, {8V IZ Polio & Duff (1990)iX 15 b7V v 7ASH T LIZELLDE
REDMEDILTWND 2 EFHAD, Macaro (2001)iX 57U U 7 E AL TS, ZOHE
ORESIE, 1215 BEIEbh WD FREE 5T 258, Znlbto L ZATHED
NTOWALEENRTRTUIDETOHND 2D, WSS, DPHEFEOIEI DT I THREL
SNTLEIENHZ & THD, EMN - BHE - HEF (2008) T :;ruT Ta“ Amounts of
Instructor Japanese and English Use (AIJE) & W9 HiEZBLE L=, 213

HEEH I /like /dogs. (3B
H

Watashi / wa / eigo / ga / suki / desu. (6 7&

il

DE3IT, BEICLoTHALERER L TWT HIAES 2, UTFOL S iz HTE
FEREE O L 2 BB AL K 5 & AT B,

BxH1 XETXES

i) HAGE Watashi-wa / eigo-ga / suki-desu.(3 &
JEE 1/like / English. (3 #&

#Hzxh2 FHEXELZHND

HAGE (AUE 2 XL 5385 = (% AS-Unit OfRGEE) — (BhaA - BhEhE 0 %%)

BEE  (AIE 2 X 258K = (% AS-Unit OFRFEE) — (RTE R « wlaal - BhEhaE o %)

p={1

AWFSETIE, Nagy(2009)DFEEL A 7 2 MTHUTWELZ 1 ICHE U C, JegB T Ml BEEEL,
AAGEIICHINCX ) CT—8Z 13EE Vv 52 &IT LT,

I—F 4 IO TIE, 1960 F{X7H 5 the Foreign Language interaction (Flint)
System(Moscowitz, 1968), The Communicative Orientation of Language Teaching (COLT)
observation scheme (Spada & Frohlich, 1995), The Functional Language Alternation Analysis of
Teacher Talk(FLAATT) framework (Kim & Elder, 2005)7% k4 72 FIEDRBRR SN T 72,
Nagy(2009)i% Rolin-lanziti & Brownlie(2002) Z{EE L7217 U —Z W T\ D720, ABF5E
THlAkkOI 7TV =R L Ca—T 17 L, MRELKT D,
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% 2. Nagy(2009) D H 7 = U —

Translation

EXSEL2 & L1LIZERT

SELSEL2 A LLICRT

Meta-linguistic use

L2 forms ZiiBH L 72V, L1 forms & HEEL7=0V 45

L2 DOFREZHALEZD, LI ORFLHRL-DT 5

L2 DoY) ZHALEZY, LI D30 LEHERLZV 15

Information question

Question .
x|l EHd, &5\ Display question
. EENERICHES £ O edEoR
Instruction . _
RRSYOL (TS e AN RAS =
DS 2 A 0 SR DT 5 K 577 4 — Koo
Information REHNTIC L 2R E G D, SR> TNDH I EIZOWTEET

WEFEZITIARRIZOWNTEET

Affective response

AR Lo - HE - ihEL - JUK

Teacher's reaction to student

request in the L1

L1 CTOARFEDEZE~DHEND S

Metacomment or aside

HEROM Y

Marker

Good, now, well 2 FITEFEEINDET 4 Aa— A< —N—

Outside the lesson frame

BRSO Z L ITONWTDE

Cannot be coded

A—=T A T TERY, T LARWEy

BREIETA

i LTeT — S e EESRIL, B -

F5 - HEE (2008)0%cx 7 1 %2 H

WT LI/L2 OEEZRD E L BT, a—T 4 7 &7V, HKEE - HRIZOWTIRAE L,
Fo, EHEOREZRLS D, E, F, GDRETHLAEEZH - TV HARAZE Ms. Y,
Mr. D, Ms. H, Ms. M IZIREBBEBEF - IZA— LV THAREMFEHIZOWTAS U FE 2—%1T>

776

4. EREEBE
4.1 L1 OfFERBE

£ 31F, BRFEOEFEL, LI EMGEE, KO LI OFFERICEOLEEE2R LD TH

Do

28




#3. Ll OFERES

TR Him TEEEK L1 35%% L1 OEE
C Ms. O(JTE) 1461 330 22.6
Ms. S(ALT) 121 17 14.0

At 1582 347 21.9

D Ms. Y(JTE) 1686 744 30.6
Mr. R(ALT) 756 18 2.3

Ms. A(HRT) 49 40 449

aak 2491 802 323

E Mr. S(HRT) 1407 518 36.8
Mr. M(ALT) 688 4 0.6

Xl 2095 522 24.9

F Ms. H(JTE) 1425 232 16.3
Mr. I(HRT) 187 90 48.1

ait 1612 322 20.0

*GIRIZDOWTIE, JEFEDO L TITOILTWZT28, FITIEFR L TWHARU,

Nagy(2009) DIFFEX GHINIRE 7 7 A L k7 T AD 2 LUl TR Y, Tk
FEERIARE LTS, IkE 2 7 ATO L1 AL 15.8~93.8% LHEAH Y, 8 ZEDT
PNE579% TH - T=DITKkE L, HfkiE 7 7 A TIL 14.6~47.6% T 8 FHE D)L 292% Th
S72(p.137), AWFFEOFERITEFHE R I2%GE, 0~32%DIX 5> & T, Nagy(2009)DWF5E &
D L HkE 7 T ADNYEDIFE D IZIEWEEETH D, Nagy OWFIE TIIHIRE 7 7 AN
SEHARHAE & DBRIZ2 D O LI BMEH SN TWeDIizx LT, Hik7 7 ATiE=
2= AT 4 TRGEB LV EZ Ao L5 Th 5, SMNEEEBICEW TERAEZRX
EHBIZIZE A LoD, IHEINEOFRIZ LY Nagy OF#k 7 7 ADEIZEN-72Z &
MWEZ BN,

~ﬁy4o@§%®$ﬁmmw&fD@ﬁ%@Lrﬁmﬁ%<&ofméﬁ kg
EOEWZE D000 Livavy, DX CLIL OHETTORKETH Y, IBOVEEZERD LN
HNETH -7z, BICS HRIDOLGEC BRI 72 Fl % N TE 2 L2551 Cld A ARGE A £
AT 20T 00, AENEETE 5 L-ULDOIEGEEDME 2 72 W A< CALP(Cognitive
Academic Language Proficiency : 7 77 X v 7 72851 CTHW A RETER)AKR I OSGE X [TH
AGE] DARBREDT= OO BARH R 2 L 72 5 (G5 H - MH, 2003: 36-37)2 £, ARRFCI
AAFENSL 2o TWIZDO TRV EEZ BND,

42 L1 O - AR

R 41E, BARFERFEORV GRERS 412¥ED L1 TORFELEH LI-REERB L O
FEERIZRET D L1 BEEOEI A %, Nagy(2009)DRIEH L HE L2 D TH D, ﬁ%ﬁ@%#%
NHEITT T T THRLULE(M 1B, ZOREND, ABFZEOR YT Nagy(2009)i2
~C Translation DEIE 7232 <, Information 723 2/3~1/2 L /D722 & 23025, Translation (2
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OWTIE, HFEX =Ty PXOMRETDH LN 2726 D TIE RS, ALT ODF-72Z L &M
R D, BWNE, BOWE ST miELZFERT 5 & Uo7z Teacher talk O—Eg & L TR 722
BENAONI-ZLICEDEEZLND, ZHITTRTORENEMTH S Nagy(2009)i2
*FLT, ABFFETIE G KZRL 4 BOBRENT R CT 4 —LT 4 —F LT (TT)THDHZ &
WCHBR LTV EEMED & 5, — 5, Information (213 Feedback <° Scaffolding 735 £415
25, BIR L7 RK A HY —TiEb &b & EFOBPICHEHADRENPNLTEY, N
Y —FETOMPANR LN &G Information AEED 3 FFiEzE HHTNDL—FHT, HAD
SAEREEENISUEZ I RBIZEHT 5 2 & b anicw, £ 2 THEMEREEZ L T
LN ZEDRNTIIRNWNEEZ BILD, 728, Nagy(2009)I2351F % Cannot be coded I%
AR LB, MERNLTIE-ED L2NEDEZ L TWDHA, AFETIIZ-E D &
MZZATWTH LRI T =B TERNE DL EDI,

F 4. AKWF5E(Osada)D L1 BERE & Nagy(2009) & @ LLifg

L1 use Osada Nagy Nagy (intermediate)
(elementary)
utterances % | utterances % | utterances %
Translation 55 124 112 4.3 62 5.2
Meta-linguistic use 15 34 47 1.8 27 2.3
Question 85 19.2 453 17.5 181 15.2
Instruction &3 18.7 541 20.9 211 17.8
Information 84 19.0 823 31.8 439 37.0
Affective response 14 32 120 4.6 82 6.9
Teacher's reaction to student 31 7.0 153 5.9 46 39
request in the L1
Metacomment or aside 24 54 54 2.1 17 1.4
Marker 22 5.0 153 5.9 45 3.8
Outside the lesson frame 4 0.9 49 1.9 20 1.7
Cannot be coded 26 5.9 80 3.1 58 4.9
Total 443 100.0 2585 100.0 1188 100.0
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H Translation

B Meta-linguistic use

Intermediate
(Nagy, 2009) ¥ Question
H Instruction
= Information
Elementary

u Affective response

= Teacher's reaction to student
request in the L1
= Metacomment or aside

Marker

(Nagy, 2009)

Osada

® Qutside the lesson frame

Cannot be coded

0 20 40 60 80 100

X 1. AHFFE(Osada) & Nagy(2009)iZ351F 5 L1 FEEEHEAE O Lhigk

4.3 FEiO L1 ERICKT 25 %

T, FOLDICHAREMEDNL TODENEHRRTRT & EBHIT, ENENDH
M LIERIZONWTED LI ITEZTNWDDNERT,

Mr. S 13 3 R OWEIMNFERER & 5 FEOHUTLHET T 5, HGEICXITHRE LTHAR
FEEME D OTIERL, HARFEL BEEEHE VT TV AR T FEA I B,

Excerptl:
1 Keita: Ilikeblack. (A7 UV —> FDOBREAE T Y » 7))
2 ALT: Very good.
3 Keita:  1like black cap. (A7 U —> EO/VEDFRIZEWIE T2 058 %)
4 HRT:  U%®, next il TI7ZEWy,
5 Keita:  Ilike red. Red T-shirts.
6 ALT: Good job.
7 HRT: And shoes.
(A7 U=l TWDDED RIZHZ B D)
8 HRT: UCxdbh, BATLL-7ZbO% LA,
9 U % %42, Repeat after Keita-kun.
10 JEEICE > T ET X,
11 Keita: I have black cap.
12 HRT: &, Ilhave [ZW\ T, Blackcap 721F T,
13 Keita:  Black cap. Red T-shirts. Black pants.

EFERPHEMATH L M SIE, HAINLDA 7y RRETHRUIIEELEEZEZTEY, 80%
FHRFETRL Z ENHALEN, BOOFFENRPREOFEREELE 20 LIIRTIIARARETH
L&~ Tz, FIAIE, 44TEO T T 7E S W] 1TEERFED —D>TH D Go ahead. & F
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STVWWGHE THY, Vo2 AF ¥ —LHICFXETFELNEMRTELLEL NN, &
S SIZIFHTRRP ST ENBZ BN D, —17, 8~10TRIZT TXTERIZE 5 £ 9
LEDITHRLTVDA, AARGETTLHRIIEL TS LWV ) ZEITEFETE > ThH it
HIZIBLHRNTHA D, LWOIBEREDS L ARFELHNTWD &G END,

ROFEFNT Ms. Y THD, Ms. Y O L1 HAITFIREACK L boiZeF 5, [CLIL &
Translanguage % KUNZ L £, 77, EFL BBETHEZEL CWSHEOT 7V a—F72d
T, % Z 7 Content-based & K& EH & ZADUE D7 A TT |, Translanguaging [ LFEE D
PR 2 Ff > TEF LT T Codeswitch 295 Z & Th Y (Coyle, Hood & Marsh, 2010), 51z 1%
RO Y A B LW ot L1 2B 0EM 2 L TCLIL E352>% Y L2 TOHRE A2 X .,
Z DFETIT clean-dirty DX ZiBENFEHB DO—>L 725 THY, Excerpt2 Tl clean D
RZMEB LT D, 197 ITH TIHIREND AARFEICE DB A 5[ H LW i T
What does “clean” mean? & 535 Capdalz & Z A THEMOBEX Z B TX 720 & W ) ZERH]
Wront, HARGECTHEMAZ L7-OTIHWnnhEEZ 65,

Excerpt2:

191 JTE: Yes, icebergs. Especially a-----11 the places D GHTAY very clean.
192 ALT: Yes, clean.

193 JTE: Clean.

194 ALT: So, this room, this room is clean.

195 JTE: This room

196 ALT: (B Z BudL72\) this desk is clean.

197 JTE:  Clean > THARE I W) EERIZLIEH 2

198 LL: T

199 JTE: Wonderful. So, the forest is (2 EIZF 9 & 9 IZME L72H35) clean.
200 OK, let’s say,

201 ALT: So, clean.

202 LLL: Clean.

(%)
280 JTE: Yes. Clean ocean changed into ... like this.
281 LL: SRR
282 ALT:  Yes, in Japanese we say & 72720,
283 But in English we say ...

284 JTE: (BB ST20T)EF? Z-ob72
285 Sota: XX

286 Kana: 7RATIARICETZRND?

287 JTE: Vo THARE > T,

288 How do yousay & 7272\ in English?
289 ALT: We say dirty.

290 JTE: Dirty.

291 LLL: Dirty.

*LL: LN E LLL: 7 T A48k

— 5, 288 /TH CIIHIEAB|XHZEH L LTV Ao, FEETHEMLTWS, ERMICIT T
B b BLEZ RN TEXTIWARWVR, ZOSERINICHLHEMMOEEDZXAFENL TV D
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EHERISND, A FE2—TIEZIDIED, WEOHEEEZFIKTEDICLI Z2E>2bd 5
EIRRTWER, AEIOT —X IO LD RBGEIEA LR 5T,

RITMs. H THD, MsHITRS REFRFEZELEATEY, AN L LTNERTT
— X — A (Theme-based) D% HE 1T > Tz, FREHE CIHIITREL T TRELZTLHZ
EERERELTVDN, [40 A\DT T AT, WANARTINNDH TR EIGETeNIEE
WER U D FRNDHTEAS S L HARGEZ ANTIZ ) DD EEZX T\, 72, Bl
TOEKRMNGERTREINE, 77—~ _X—ZARDB D57 +— AT b H (Form-focused) L TV %
AFET, ¥—U—KDO—>2ThH% Strong IIHENHAFE TS o712 bDEZIF CHEEICH
LTWHDICKL, ZZTHZAERS TV EEDLNAAFTNCEH L CUIHARREEDE
FEHEHLTNDZ ETHD, Excerpt2 &R, BEIOHEELREIZLY, 12 & L1 %
Lo SIENFITTND EBEZXDND,

Excerpt3:

(RECHATZET N L7 HAGBE CTOBEREZRI L)
501 JTE: %I E Yes. [ES, <40

502 Medicine. Medicine. Mmm. We need medicine to keep us, ...how?
503 ENRSIICTDHEHIT?

504 HRT: Mmmmmm.

505 Yuta: Please open the fourth card on the right.

506 JTE: Fourth card. Strong.
507 Koji: CP AN

508 Mio:  (RAEHRXY 1EE)
509 JTE: Is it OK?

510 Mio:  TH(MIE Y g
511 VoY SY.IN

512 Yuki: No.

513 JTE: Healthy or strong?
514 EobHRA,

%12, School G DHRFEHRHAE THS Ms. M [ LIRFETLTH D, FROHEEFHTEHN
Teaching English in English(TEE) T& V), HAGEIL It T\ o7z,

11 T: Sachiko. Yeah. This is my first name.

12 Sa—Chi—Ko. Yes.(44 Al Z #73E) So, SACHIK O.

13 And, ... (ATOEEIZ)Sorry. I don’t have an extra. (L > TRETEHH D)
14 Yeah. So, first please write your first name here.

15 (= rzRERNLIRS L)

16 So, (H %3 Z#5 L7273 ©&)my first name is Sachiko.

17 What’s your first name, Ms Suzuki?

18 P: In English?

19 T In English, ... Yes, yes.

20 Eri: Eri.

21 T: Eri? Eri. So please put Eri here. Yeah? In alphabet, yeah?

22 Yeah, first name. First name, here. (% 9 —EHfKEZFE L 0)
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23 Everybody, put your first name in English. Only first name. Only first name.
24 Saki: Sk H—<F0 - - - -

25 T: Yeah. Small, or big. It doesn’t matter. (€5 572y, LW L HITTFHRD)
26 Ok, what’s your first name?

27 You can put (K3CTF721F TH D4 i % E<)... This is OK too.

28 This is OK. This is OK. (SEHIZE 7= CF A NAICH L 0)

29 It doesn’t matter. But please put your first name.

30 (HLFFEAR) OK, what’s your first name?

P KEGEBEFICEE)

B OHE ST T <, YDRICHGETZ T O MR TEZ RO TR O B 2 &1,
FELDOFREEZELTNDLL I ThoTo, THRETH [HENDNLRN] LIFERL 23
WRWHhIT TS Y FHA, THEARTHPRORGET oozt ] LB L, TR
TWUT DD D] ZFRELTH L ZIEEARARLZ LI TETCWDIRN LET, ] o,
ZLORFEITHENICIGEDO IR TH 12D, SATEMCY = AF ¥ —2HW\WH Z & T, B
HEZRA 7y MZe 2% K5 I TRMBEFTIZ R bz,

5. ¥¢%
5.1 i

RQl @ [FHHXED L HWVOEIAT LI/L2 ZHL TWAH2 ] 122V TIE, HARAHE
IR TE XL 0~48% LEA&H o7, LA L, ALT & HRT, HRT & JTE & W o 7 AE D
WL D REDHTZV ETDHE 2032% 720, TT THDOET TENL BV &) FREE
NIEFFRICK Z > T D O0vh LIV, £72, Nagy(2009) & D i s, IHEINAIC L -
TZOEENENT D Z ERHEREND,

WIZ, RQ2 @ [ L1 IZZnENED LD 72#mE - HigTlEDLIL TS0 IZ2O0WTTh
Do FERMG, FFHZEVRITTEL OFEIGZ EDTWDHIHE TR > 7203, Nagy(2009) & D
HEIZ BN TIE, HBEREREE & LT Translation 23020 TH Y, F7-, HMMRIFEIN %
W72 807> Information DIE B IZY TIXE D FEEND o 77,

RQ3 T#MIX L1 ERHIZOWTED L IIZEZTWDH ] IZEALTE, IF#ROKRY >—
ZEDED E0, HEior) —7 & LT, BEE~OEELED [HiiE L TOZOO
Hs | TESBEHEOREBRND ] &V o 7z BorgR006)DET/VIIREIND K H 72BN
Nize LLZOESZREY =T 228d0, ZOFEKIL TBHORGES] Th
o720, 7T AOERICEDAREEZEDLI DL 2GRV THo72b LT,

AWFFENTIIT D FEEEOHENDORY L ) RSB OEHREOM KD, L1 2H+52
LIZ R0 IREOBEAZT, WOIEH~ERELZED T DRIETH LI THD, —FH
SRS T, Y ATy —E2NT L2 BN RE 52 CHREOBMD E
LT E L, Z2ROEEZMNED TROKMNG 52 L LAMZEN L RIBSND,
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52&?%%W&A%®ﬁ%

FEITIGEET) ITAAGEIC K2 0EHRMICZ K ORI 2B L TE 2 2N E TORGE
?E%/f@}iiﬁfk O, £, e SDA Ty Ve B R2 5 Z ENEEEBICORND &
W9 SLA B b X s bl Bbivs, L, EHH - BEQ2003)iX EFL O%A 1
ESL(English as a Second Language)<> EOL(English as an Official Language) & [ERJ] (2i& 5 5
EERD ANDMENSH D LR~ TW5bH, F72, Cameron 2001)iE FHEITELE - TiE
REeToETHDH, EOFHELMES OLORPFUIF RO L 25, FEESZRKRIE
HT72DDbDTHD |(p213) L LTS, & Z AN, FrICBUkO/NFRBE T W TIE

FEEOEIZOWTHEBHGETHEATHRWEENIZL AL T, [EoHHmTEDH
WIEEZ WD DN [FEESZRKBICSIEHT] O ORMEEL R 2202 L3
%\, E£7, ZTOHMEELF 7oL ZATENTLWI LA FWERTEFE AT U
DT ENTERY, SHIZ, FiEFMEZT TR, HRERbBHW T ExZETEE
SOFFEDA Ty e G2bN5DT, THTLHOOREHMbLETHAS S, Lt
MoT, TOLDRHWEELFFD, EORUEL - T RERDIAE RGBS 2 J 12
DT HD KO RFBENHE - BB RO OND, 4%, SHICE DHEEBFTE O % L,
ED LD REGERBNDPMEL SN THDHONTONTOMIEE LT, HEHEIZHMKL
TWnWeE2 5,
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HBELLTOER—EEY— L LTOk—!

o TR (BREXZF)

1. (IT®IT

FEA— b I —FRREANEE 2 EONITE I TR, ASE L TEZRREO BB
T CICHERMIN, FEEOEEEZRT A — N7+ — U FORRIERICET 20580 272
9 (Burrell, Miners, Nantz & Torosyan, 2009; Shimo, 2008), IT4F CI3Z B & GGRFE THH L
ZEHENE LoD ) %27 ABIFEORENERS L (FIR, 2014; IR, 2013), HELZHBAL
77 —FRELICERERLTWS, £ LT, #Hift - BA& (2013) £ PDCA
(Plan-Do-Check-Action) 1 7 /L] ZH MK HEL T E LTREEE DM EoTdnl;
Eina BRI R LTV A0, REFEKRITB W CTIE A ZRA 2 08 BN+ iTh i
WZERAENMENTFENCKIE L T LE Y A2 EE LTHEIT WD, £ TAMRTIE,
HEIHFZE L LT HARD PRI FEBE O EE DT EE R HREE ~DOFRIRIZEE T 2 o &
TV AWFREOREFE E L THWZROEEY — /& L TORRMEICOWTERT S,

2. EAFSE : Hayashi (2010)

AWFFEt G, AAROHFFREEERE 1 4 (HPEAE, RE) THhoH, HFEAITRER
17 DFSLF m— B OIGERFAEHE (&) T, FPFZORERFLLED TV D,
FIREYRHIFEIFEAMO Y T AL THY | Bk 7 A TH 5 3 4F BHORFERE
LY T2 HEE 18 FEDORHE Th 5, AW CTITAEEDORFEFEEEICRT 8B &
AEORBOBRMEZA ST HHNT, 3FBMICHEET4AME U24) bExS
LN, KT T4 =W AT N—T A ZEa2a—~DHBIIBELNTZ 3 LDEEDT
— X & LT,

3. WEHIE

H RSO A D RFEFHEBEIC T 258 2 T 5720, 7o — MR LW
PREEALA v H B a—2 R LIz, EEORRICHOWTIXT 7 — MEEOMIZ T +—H
AT N—T A BZE2a—H4TV, TO—RE L TREHNEDIEE D AN/, T T
LS BRI O ESHE THLA v A Ea—D—B & L TRAZHEFERICHWL5E S £
< (Borg, Birello, Civera, & Zanatta, 2014; Kalaja, Dufva & Alanen, 2013 72 &), 524 % %512
L7 T O RRERIGER EICKT DA A=V E 2 AHRICHi»ED Z & T, AfE—A
O & 0 OFEEFE I T 23D B RRICH O NI T 52 N TE DL LB ZHA

AT JACET SRBHARRAMIZES (5 19 BIFFERESR) ICRIT 2 REOEKTH D, FHKTIL,
Hayashi (2010) OFEFIFEO—HE2IR L, SME L EBICAFOREBLOCHB L LToACIZET
LW EE 5% ik T, RN AE OFZEIZ OV CIE, Hayashi, C. 2010)% B S 7zuy,
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L7,

4. HFITHE

AVEEa—T —ZDGHIZONWTIETZ F U Ty Re2F Y — 77 m—F (Glaser &
Straus, 1967) O F{EEZHW, A—T v a—F 4773V —{bEiTo7, AEDRIC
DWW TIE, Di Leo (1970) & Machover (1949) DS T EEICHEV Y, HiDNTZIEONE, K&
XX L CHLE R EOBEN D Z AN LTz, £, T RIZ OV TUINBEENE 2
LT, b ) — NOWRFIHOT E K LT,

5. fER - BE
51 #BE L LTOEDT

AU B2 =T =L HPEEOHE L LTORCIE [3EHAETE LToAad), 17
FZHEL LTOHEDI THRELTWOIARDODECD] D3 DML 2 ENHENERY |
ZNZEh®HC % French and Raven (1960, Levin & Shanken-Kaye, 1996 X ¥ 5| H)
> Authority Bases” (MDD ~N—R) OBLENO AT LTz, BT 4 DDOX—R (expert,
coercive, referent, legitimate) 75 %5 Authority Bases |31 & OBRDOHE X K A2 /RT—>D
R L 20 . AR TIZ Z O8RS B ek L AEDORBRIEZ B 6N Lz,

£ HPEED 1 DHOBCDEHRBEHA L LTORDTHD, APEEIFA v FEa
—DOHTRD X HIZik T35,

TEE S Z 2009 & DPHSFESEH G DHDHIZH > T, CIILTEAR
FE () 1Z0BH TEBEESTNFT, FHEIZE > T—FEL
NEHEED ik NG F o TOET, (T FDEF DU

NS JED T AEEPPEAE CE 200 E Z AR DS A T, B8 T
BTN EEZAEU THTWEDT, LEPHEZHE Gils B
N MIZHIERE > T, KEIEFEN TE B4 TT,

HEEFR e SUERE DO F S (“expert”) THDH EHR L TWDHAAFSLAEZX. S HITH
FCHRFEBEFEHO T a v R IR T HEBHGOEEE [ V=5 —Th S| L&z, VL IEAFIZ
B IFENFETHS] LiE-oTW0b, LT, BENTEEOEKEEDDIZIT [ 77X
EAFEMEGIS, G DRIVEREIZITED SHEEF 2, Jig DB EEICITEIE D & X
WSz 52 5] LEHEIOH 2T BRI L, “coercive” & L TOHFDIEY JFiC
DNTHEKLL TS,

2OBIFZ AL LE LTORCLTH D, £ VX a—Tidy 7 AMMEE LT TAEEIC
REZEDDY, (PP U7 NI E S — I R 50 51 L L, B
RV BALE & OE IR ARG T 5 referent” & L CTOHHIZHOWTHEI LT
W5, o, FEOREQRHICOWTIE 1 BEAN TIZEED Z & & [ A 1T THERE T,
To, KBIFH]RAAE & IFOM T HFIZE AN IFOE TIC L TDET ] LTS, D
FU ., AEEICHT ORESE L2 RENITERIICE 2, REHNTITAEEL XV
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SNGTHEROBRZEELRNL, AE—ADEVOREZ RSFD 720 B ) AfEA~OE

LWEWREZ D,

3 OBEMFLENRBRLTVWIAKROHETHD, A F Ea2—THHRETBEHD
PEAKNZDOWNT, [ ZE/ 25 TS CTHRIFTT) AT L. B OFAERRORERZIEY
WY 2235 SBEFOHEC KNI T D AREREICO Wi, (AL L THEZDDH ) DEF
DETHEELLEL L] LIR_TW 5D,

52 ZHEZIY B RBREORE

510 THLMNERST-HFEED 3 SDOH DS L OFEHIZ OV TiE, LA Z L
DEIRENPRKESEELTWDZERHLMNE ST, HPEAITRGERE & L CHEE
FEELUD LD TRFFEOHE L OFR) & THEREMBEROBENLO T L v v
¥—1 D2O%FFTTND, HPEAEDHEKRIITE—BEOEFKRTHLHZ L, £-HT
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Enhancing Teaching Practices through Teacher Collaboration: Case
Studies of Seconday School Teachers in Japan

Yuka Kurihara (Tokai University)
Masataka Kasai (Kansai Gaidai College)

INTRODUCTION

In Japan, team-teaching between Japanese teachers of English and native
English speaking teachers started under the Japan Exchange and Teaching (JET)
program in 1987 to develop Japanese EFL learners’ communication abilities (Miyazato,
2009). According to the Council of Local Authorities for International Relations
(CLAIR) (2010), the number of assistant language teachers (ALTs) participating in the
JET program has gradually increased over the years. Since 1987, more than 60,000
participants from 63 countries have participated in the program (CLAIR, 2010). Given
the circumstance in which team-teaching has been extensively conducted in public
elementary and secondary school settings in Japan, it is critical to examine the
complexity of teachers’ practices of co-teaching and the contextual factors affecting
their instruction. By especially highlighting individual Japanese teachers’ experiences,
histories, and goals as well as their interactions with social contexts such as school
administrators, colleagues, students, professional development opportunities, this study
explores the effective co-teaching practices conducted by two pairs from different high

schools in Japan.

THEORETICAL FRAMEWORK

The theoretical orientation framing this study is Vygotskian’s sociocultural
theory. This theory views learning as a social, cultural, and historical activities which
are interconnected with individual mental processes (e.g., Lantolf & Poehner, 2008 &
2014; Vygotsky, 1978). Based on this sociocultural theory, Freeman and Johnson (1998),
for example, proposed a framework for the knowledge-base of L2 teacher education in
the L2 teacher education field. According to them, this framework consists of three
interconnected areas: (1) “teachers as learners of language teaching” concerning how
teachers learn to teach, (2) the influence of “the social contexts” such as sociocultural
and historical aspects of schooling, and (3) “the nature of the activity of teaching and
learning” including teaching beliefs, classroom instructions, knowledge of the subject
matter, and language learning (pp. 406-407). Freeman and Johnson (1998) argue that it

is important to understand these areas in order to develop an effective knowledge-base
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of language teacher education.

Recently, there have been a growing number of studies from sociocultural
theory in the field of L2 teacher education (e.g., Lantolf, 2000; Johnson & Golombek,
2011). Although they have revealed the complex nature of teachers’ learning to teach,
up to today few studies have been conducted in the contexts of EFL, especially
regarding teachers’ co-teaching. Thus, based on Freeman’s and Johnson’s framework,
this study aims to better understand the nature of Japanese high school teachers’

learning to teach, in particular when they engage in team-teaching activities.

RESEARCH QUESTIONS
The research questions addressed were as follows:
1. What are the teaching practices of Japanese high school teachers who team-taught
with native English speaking teachers?

2. What factors have influenced their co-teaching practices?

METHODOLOGY
Naturalistic Case Study

We conducted a naturalistic case study to “come to understand and interpret
how the various participants in a social setting construct the world around them”
(Glesne, 1999, p. 5). By using a naturalistic paradigm for the study, we gained access to
the meanings, constructs, and perspectives of the participants through in-depth and

long-term interaction with them.

Participants

To select research participants, purposive sampling was employed to develop
the case “from which we can learn the most” (Stake, 1994, p. 243). The participants in
this study were two teaching pairs. One pair consists of a Japanese male teacher of
English named Suzuki-sensei and a male English teacher from the U.S. named
Ken-sensei, while the other pair a male Japanese teacher of civics named Tanaka-sensei
and a male English teacher from the U.K. named Mike-sensei. These participants’
names are written under pseudonyms. The first pair worked for a public high school
(School Y) located in the suburb of a small city in Japan. School Y extensively
developed the new educational reform in English language curriculum after it was
designated as Super English Language High School (SELHi) by the Japanese
government (MEXT). SELHi is one of the projects that the MEXT has promoted to

“nurture Japanese citizens who can use English” (MEXT, 2004). Therefore, the main
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goal of the English curriculum at school was “to develop high practical English
communication skills, especially expressing yourself, through English education and
international understanding” (School Y, 2004). The observed class was titled
Communication 4, the highest level of communication courses, and was offered to the
12" graders in the 2005 academic year. Suzuki-sensei taught English for six years at
School Y. As the head of the SELHi program and the English department, he was
leading Ken-sensei. Suzuki-sensei studied English education in the U.S. from
1998-1999. At the time of data collection, he was further studying in a distance
education TESOL MA program in England.

The second pair worked for a private high school (School F) located in the
suburban area of a major city in Japan. The educational goals of School F are to produce
outstanding individuals who can contribute not only to Japanese society but also the
world. The observed class was an elective civics course titled “Global Studies in
English” in the 2004 academic year. Then, Tanaka-sensei taught Civics for seven years
at School F, not counting a three-year period studying abroad, from 1998 to 2001. He
studied English in the U.S. and Canada for the first year and entered into a master’s
program at one of the major universities in Canada. He learned World Studies during his
master’s program and obtained his master’s degree in 2001. Mike-sensei majored in
modern languages (French and Spanish) as an undergraduate at one of the top
universities in the U.K. After he graduated from the university, he taught English,
French, and Spanish in various countries. Mike-sensei began teaching English in
September 2004 at School F. According to Mike-sensei, he was assigned to this course
because he was available to teach the team-teaching classes according to his timetable

for the academic year.

Data Collection

We employed three data-collection methods: participant observation, interview,
and documentary analysis, all of which allowed us to “understand the world from the
subjects’ points of view” and “unfold the meaning of peoples’ experiences to uncover
their lived world” (Kvale, 1996, p. 1).

The two lessons (including one self-report in which Suzuki-sensei was asked to
answer the questions about his teaching practice) taught by the first pair were observed
and so were the seven lessons by the second one. We utilized participant observation to
see two pairs’ practices of co-teaching from the points of view of insiders (our research
participants) (Yin, 1994). During the observations, we played the role of “peripheral

membership” by mainly sitting in the back of the classrooms and taking field notes on
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the participants’ teaching practices (Angrosino & May de Perez, 2000).

Individual formal and informal interviews with the teachers were conducted.
The formal interviews (two interviews with Suzuki-sensei, three with Tanaka-sensei,
and two with Mike-sensei) were mainly semi-structured, in that guiding questions were
predetermined. However, we also asked questions that emerged during the interviews.
The formal interviews were all audio-taped and transcribed later. The informal
interviews took place occasionally when teacher participants were available. The
informal interviews were either unstructured or semi-structured. We noted anything we
talked in our field notes. The interviews with Japanese teachers were done in Japanese
and those with native English teachers in English.

We also collected documents related to the study. The documents “frequently
reveal what people will not or can not say” (Eisner, 1991, p. 184). Throughout the study
we collected any documentation related to two pairs’ practices of co-teaching such as
books, syllabi, lesson plans, textbooks, handouts, and other teaching materials.

In School Y, qualitative data were collected during two terms (mainly from
August to March) in the 2005 school year, and in School F during two terms (from
October to March) in the 2004 school year.

Data Analysis

We hoped to develop a theory grounded in the data rather than find the data to
match a theory in order to better understand the practices of co-teaching in two pairs’
contexts. In order to achieve this goal, we employed a constant comparative method. We
analyzed the data inductively, in that we did not start to find data to prove or disprove a
predetermined hypothesis, but attempted to discover categories, themes, or theories
from the data or “grounded in the data” (Strauss & Corbin, 1994, p. 273). Moreover, we
started and ended data analysis at the beginning and the end of data collection,
respectively. The simultaneity of data collection and data analysis allowed us to collect
data that was more relevant to research problems and modify the methods of keeping
field notes for more effective data analysis.

In order to establish the trustworthiness of this study, we employed a reflexive
journal, peer debriefing with other researchers/doctoral students who were familiar with
qualitative research and the fields of our research areas (teacher education, English
education, and global education), triangulation of research methods and data sources,
member checking with our research participants, negative case analysis, and thick

description.
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FINDINGS AND DISCUSSION
First Case: Suzuki-sensei and Ken-sensei

In all of Suzuki-sensei’s lessons observed, he taught with a native English
speaking teacher in order to achieve the main goal of the English curriculum, which was
“to develop high practical English communication skills, especially expressing yourself,
through English education and international understanding” (School Y, 2004). Although
it was not always a smooth path for him to fulfill the goal, he actively used resources
available to him, in particular a native teacher, and constantly received linguistic
support from the ALT. Although both Suzuki-sensei and Ken-sensei knew that they
could “take part in partner’s role(s) any time” (Follow-up interview: 11/8/2005), the
former generally organized each lesson and managed the activities, and the latter played
a role of promptly providing students with feedback on their speech and reports. The
following are typical examples:

Suzuki-sensei gave his nine students a topic of impromptu speech, My dream,
and asked individual students to talk about their dreams for 30 seconds (Field note,
10/27/2005). During the speech, Ken-sensei constantly gave the students comments in
English (e.g., “You are the strangest person. Why do you want to do that?”) and
paraphrased and corrected their English. When asked the reason behind the use of these
practical tools which are impromptu speech and team-teaching with native English
speaking teachers, Suzuki-sensei emphasized the importance of creating ‘“natural
communication environments” to support students’ English development. He further
explained that “[this course] requires us to promptly react to students and he
[Ken-sensei], who is a native speaker and also good at responding to them, plays the
major role for that” (Follow-up interview: 11/8/2005).

Suzuki-sensei then asked the students to present their opinions in group
regarding a role of the Budget Department of new country called “Amazonas.” They
reported which items on the lists (e.g., agriculture; national guard; education) received
what percentage of the budget and the reasons behind the decisions. While
Suzuki-sensei was drawing a table on the blackboard and visually showed the
similarities and differences among each group’s responses, Ken-sensei continued to
comment on the student’s responses (Field Notes, 8/27/2005)

Other than assistant language teachers, Suzuki-sensei drew on various available
resources which eventually provided him to implement this team-teaching, including the
U.S. teacher education program where [he] was exposed to “natural English” (Mr.
Suzuki, Follow-up interview: 10/26/2005). However, he also encountered challenges

such as students’ hesitation to an “interaction” due to their sensitivity to their own
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English mistakes (Mr. Suzuki, Interview: 3/23/2006). To solve the problem, he first let
his students engage in speech and reports to achieve the original goal of the SELHi
curriculum which is “interaction in English.” (Mr. Suzuki, Interview: 10/27/2005).
Suzuki-sensei further commented that the topics of impromptu speech came from the
actual essay of the past university entrance examinations (Interview, 10/27/2005).
Therefore, he implemented the teaching tool to also meet the school responsibility to

prepare students for the exams.

Second Case: Tanaka-sensei and Mike-sensei
Global Studies in English (Global Studies) was a two credit-hour elective

civics course for 12" graders. The learning goals of this course focused on students’
recognition of the values of each individual and her/his social, cultural, family
background; knowledge on interconnectedness of social issues; attitudes of learning
about different cultures; imagination of the viewpoints and feelings of different people;
and initiatives to create a more equal society. In order to achieve these goals,
Tanaka-sensei and Mike-sensei implemented various learning activities in class.
Mike-sensei was mainly expected to deal with anything in English, such as organizing
activities and facilitating discussion in class. Tanaka-sensei, Mike-sensei, and Global
Studies students usually discussed the global issues that they learned by reflecting on
their own international and daily experiences. The following was an example.

On November 12, 2004, the students discussed discrimination issues in Japan
and around the world.

Mike -sensei: Do you know anyone suffering from discrimination around you?

Student #1:  Handicapped people.

Mike-sensei: How are they discriminated against?
When the student did not respond to the question, Mike -sensei asked him:

Mike-sensei: Is it easy for people riding wheelchairs to enter facilities like

restaurants in Japan?

The student shook his head to indicate “no.” Then, Tanaka-sensei asked the class,
“How about gender?” Another student mentioned that there is discrimination in terms of
income and job promotion, in that few women become politicians, and a woman cannot
become an empress. Mike-sensei asked “how about prime minister?” After thinking
about former prime ministers in Japan, the students concluded there had been no female
prime ministers in Japan. In addition, Mike-sensei asked if there are jobs that people are

expected to do because of their gender and whether they were happy with the notion
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that “men work outside, while women work inside the house.” When students were
asked to raise their hands to show whether they were happy or unhappy with this, the
majority of students said they were happy with it. After that, the students discussed their
opinions about this concept. During the discussion, Tanaka-sensei asked an international
student (from Germany) about gender issues in Germany. Then, Mike-sensei mentioned
the fact that it is essential for people in England and Switzerland to have a double
income in order to survive. After that, Tanaka-sensei asked students if there is racism in
Japan. Most of the students agreed there was. Tanaka-sensei also asked:
Tanaka-sensei:  In what form does racism exist in Japan?
Student #2: My parents discriminate against Chinese people, Korean
people, and Black people.
Student #3: People such as the Ainu people, the Ryukyu people, and the
E'ta (literally “abundant filth™) or Hinin (non-person) suffer
from discrimination.

At the end of the discussion, Mike-sensei talked about his home country, saying
that discrimination existed in England, in that there used to be signboards that said “No
Blacks, no Irish, no dogs.” Mike-sensei continued to say that these signboards are
illegal now. (Field Notes, 11/12/2004)

Tanaka-sensei expected that students would recognize the fact that the issues
are not just something that happens outside Japan, but are serious issues within Japan.
Therefore, one of the goals stated in the syllabus for Global Studies clearly indicated
learning about the connections of social issues to their own lives.

Teachers’ perception of students’ learning about global issues was another strong
contextual factor on what to teach. For example, Tanaka-sensei believed that his
students needed to develop their knowledge and skills to be able to take action in
solving global issues, as well as to succeed in their careers.

I would like them to develop ‘powers’ in the fields that they pursue. If they want

to become teachers, I want them to develop instructional knowledge and

skills...The point is that when they pursue various fields and face problems,
such as when someone asks for help in foreign countries, I want them to become
the kinds of people who hold out their hands without any hesitation within the

limits of what they can do. (Mr. Tanaka, Interview: 11/29/2004)

It was natural for Tanaka-sensei to have students think about their future careers,

since Global Studies was for twelfth-grade students who would graduate the following
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March and go to universities or vocational schools after graduation. He also expected
them to take action on issues or for people who were suffering around them.

In addition, teachers’ and students’ daily experiences were a major factor for the
class discussion above. The students talked about discrimination in Japan; Mike-sensei
talked about gender issues in England; one international student from Germany was
asked about discrimination in Germany. In this sense, Tanaka-sensei and Mike-sensei
attempted to connect global issues to local issues that involve situations in different

countries.

CONCLUSIONS

This study aimed at exploring how two paired high school teachers in Japan
conducted team-teaching in different subject areas (English and civics) and the factors
affecting their instructional practices. The effective team-teachings of these cases were
made possible because of the support of government (e.g., JET program, SELHi
program); school (e.g., policy, curriculum, exam preparation); the availability of
teaching partners (e.g., assistant language teacher); professional development
opportunity (e.g., MA program); high commands of English language by Japanese
teachers; teachers’ perceptions of students’ learning; and teachers’ and students’ daily
experiences. In other words, as sociocultural theory suggests, the teachers’
team-teachings were rooted in their experiences and the goals they had as well as their
interactions with social contexts available to them. The following diagram shows the

dynamic nature of these contextual factors.
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Figure 1: The contextual factors of the two team-teaching cases

As the diagram shows, the two team-teaching cases created active interactions between
pair teachers and students by discussing familiar topics (my dream in case 1 and
discrimination and racism in case 2). In order to effectively implement such practices,
supports from social environments such as government and school are essential. For
example, the school supports including its policy and curriculum allow teachers to
develop and implement syllabi involving team-teaching. It is also necessary for both
Japanese and native English speaking teachers to develop pedagogical tools such as
their skills of team-teaching and the nature of students’ learning through professional
development opportunities. In sum, team-working across different levels (e.g.,
government, school, classroom, teachers, and students) is a key for successful

team-teaching practices.
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Effect of Student Self-reflection on Teacher Motivation

Chie Tsuzuki

Rikkyo University

Abstract

This study examines the relationship between student self-reflection and teacher motivation.
In order to gain a better understanding of this relationship, a questionnaire was sent to 14
teachers of an English e-learning class at a private university. All teachers followed a unified
syllabus to teach the e-learning class, so they were accustomed to reading their students’ self-
reflection after every class. The questionnaire asked the participants how their motivation was
influenced by a set of ten comments; these comments were a composite of the type of remarks
students generally make during self-reflective activities. The results show that roughly half of
the students’ self-reflective comments had some bearing on teacher motivation. Moreover,
reading positive self-reflective comments related to the class content motivated 80.5%
teachers on average and demotivated none of them. The results also showed that five
participants enjoyed reading self-reflective comments from students. In conclusion, student
self-reflection could be an good tool for helping teachers stay motivated.

Key words: teacher motivation, student self-reflection, e-learning, learner autonomy

Introduction
Student motivation is often discussed in schools, and chief among any teacher’s
objectives is motivating students. Teacher motivation, however, can easily be taken for
granted, drifting low on the list of a given institution’s priorities, even though more inspired
teachers by and large enjoy greater success in the classroom (Praver and Oga-Baldwin, 2008).

When the author taught an English e-learning class at a private university, it was found quite
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motivating to read the self-reflective comments that the students were required to write as part
of every lesson. These comments were primarily designed as a means of encouraging students
to think about their own progress. A broader, secondary aim was to develop a stronger sense
of autonomy. While this system of self-reflection was implemented for the students’ benefit, it
was enjoyable for the author to read and respond to their comments. In fact, this became a
source of motivation for the author when teaching the class, despite the presence of factors
that could be frustrating such as having to deal with about 180 students seated in five different
computer rooms. This experience made the author wonder how teachers can overcome, or

deflect, certain logistical and administrative obstacles and stay motivated in the classroom.

Literature Review

Motivation is often classified into two main categories: intrinsic motivation and
extrinsic motivation. Ryan and Deci (2000) explain that intrinsic motivation “refers to doing
something because it is inherently interesting or enjoyable,” while extrinsic motivation “refers
to doing something because it leads to a separable outcome.” If these definitions are applied
to teacher motivation, intrinsic motivation will include a teacher’s satisfaction with her
student’s achievements as well as her genial classroom interaction with them. By contrast,
extrinsic motivation comes from factors outside the classroom, such as salary and job
security.

Tsutumi (2014) examined 12 Japanese EFL university teachers in Japan to explore
factors in their motivation and found that “Japanese university EFL teachers tend to seek
intrinsic needs and wants, such as autonomy, self-growth, and seeing students’ growth
through daily interaction in English classes.” (p.121) On the other hand, Sugino (2010) sought
sources of demotivation among 97 language teachers of college-level courses in Japan. She

examined 37 items and found that five out of the top seven issues that demotivate college

55



teachers are related to student attitudes as evidenced by statements such as “when students use
cell-phones” and “when students sleep in class.”(p.221)

The motivational process is complex for workers (Steers and Porter, 1991), but the
study by Morgan et al (2007) indicates that positive frequent events which occur in a close
environment, such as a classroom, have a motivational influence on teachers. When student
self-reflection is integrated into the classroom routine, and when teachers have to read about
180 self-reflective comments from their students every week, the process would constitute

precisely the sort of recurring event described in the literature noted above.

Study
Research Questions
This study focuses on the relationship between teacher motivation and student self-
reflection. The following research questions are posed:
1. Is a teacher’s motivation influenced by reading her students’ self-reflective comments?
2. If the teacher’s motivation is influenced by her students’ self-reflective comments,
which types or styles of self-reflection truly influence teacher motivation?
Participants and Data Collection
In 2014, a survey was sent to 14 Japanese teachers who have taught an English e-
learning class at a private university. The English e-learning class is required for all first year
students in all departments, and the number of female students is slightly larger than that of
male students. For the students, it is the only English class which focuses on their input of
English such as listening and reading skills, while other required English classes focus on
their output such as discussion, presentation, and writing skills. Another difference between
the e-learning class and other required English classes is that Japanese is used in class, so it is

taught by Japanese teachers. For the e-learning class, students in the same department are
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divided into two different classes depending on their English level.

English e-learning classes are taught by full-time teachers. The participants in this
study have worked full-time for the university under a fixed term contract for a maximum
period of 5 years. They teach about 75 percent of the e-learning classes every year. They
cover a wide age range, from those in their thirties to those in their fifties, and among them
four teachers are male. These participants followed a unified syllabus which required them to
have students write self-reflective comments at the end of each lesson, which meant each
participant was already familiar with regularly monitoring their students via self-reflection.
The survey was sent to the participants’ e-mail addresses as a Google Form, and their
responses to the questionnaire were collected anonymously online using Google Forms. The
aim was to help them answer as honestly as possible, since they were all colleagues of the
author. The reply ratio was 100%.

Contents of the Survey

The first section asked the participants to imagine that they had read ten different

self-reflective comments and judge whether their motivation in teaching the e-learning class

3

“would go up,” “wouldn’t be affected,” or “would go down.” These ten comments were
chosen based on preliminary research conducted by the author using self-reflective comments
from 175 students of her students for 14 weeks during the spring semester, 2013. It was found
that the students’ comments could mainly be classified into negative and positive categories,
with respect to their own English skills, their performance in relation to the class content, and
what they were able to achieve in class. In addition, there were more than a few questions to
the teacher. Thirty-three students, 19% of the class, asked at least one question in their self-
reflective comments inquiring about their assignments, the teaching materials, or how to learn

some specific skill. It is likely that the participants had read very similar comments written

by actual students enrolled in their e-learning classes. See Appendix A for the survey,
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followed by an English translation.

The ten self-reflective comments chosen to represent the student self-reflection are
classified as follows:
1. “I was sleepy.” — Short negative comments

2. “Today I was able to focus on the task, so I got a perfect score on the quiz.” — Positive
comments on what the student was able to do

3. “I found the news site introduced today interesting.” — Positive comments on the class
content

4. “I could not listen to the connected sounds” (provided you covered the connected sounds in
class.) — Negative comments on the student’s English skills, related to the class content

5. “Shadowing made me understand the contents of the reading material better.” — Positive
comments on the student’s English skills related to the class content

6. “Can I do my semester assignments at my own pace?”” — Question to the teacher

7. “I did not have enough time to finish the reading section during the TOEIC today.” —
Negative comments on the student’s performance related to the class content

8. “I think I can gradually read without going back to read over again and again.” — Positive
comments on the student’s improvement on English skills related to the class content

9. “I lack knowledge of vocabulary, so I don’t understand the meaning, which is hard.” —
Negative comments on the student’s English skills

10. “I could not focus on the class.” — Negative comments related to the student’s class
attitude

The second section of the survey asked if participants found reading student self-
reflection “enjoyable” or “troublesome” or whether it provoked a different emotional
response altogether. A “free comments” space was provided for those who chose the latter.
The survey was conducted in Japanese as it was exclusive to native Japanese speakers, and

because student self-reflection in the actual course is always conducted in Japanese.

Results

Table 1 shows the answers that participants (Teacher A to Teacher N) chose for their
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motivational changes after reading the students’ self-reflective comments 1 to 10.

Table 1
Students’ Self-reflective Comments and Their Effect on the Teachers’ Motivation

Student’ self-reflective comments

1 2 3 4 5 6 7 8 9 | 10
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2 . Motivation would go up ™ : Motivation would go down - : Motivation wouldn’t be affected

Regarding Research Question 1, Figure I. shows the number of self-reflective
comments chosen by each participant for three categories: “Motivation UP,” “Not affected,”
and “Motivation DOWN” based on the data shown on Table 1. Though one participant
(Teacher A) answered that reading student self-reflection had zero impact on her or his
motivation, the remaining participants answered that reading certain self-reflective comments
had some bearing on their motivation. Seven teachers, which is 50% of the participants, found

that no student self-reflection lowered their motivation.
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Figure 1. Teacher motivation and reading student self-reflection, by Teacher A to Teacher N

As for Research Question 2, based on the data shown on Table 1, Figure 2. illustrates
which self-reflective comments affected the participants’ motivation, as well as whether the
nature of the effect was positive, negative, or neutral. It was found that a short, negative

comment was likely to bring the participants’ motivation down (1), while positive comments

Number of Teachers
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Figure 2. Teacher motivation and reading student self-reflection, by self-reflective comment 1 to 10
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related to the class content always brought their motivation up (2, 3, 5, and 8) when they

affected teacher motivation. When the students’ self-reflective comments were negative but

related to the class content, their performance, or their English skills, some of the participants’
motivation levels went up, while that of others’ went down (4, 7, and 9). Students’ questions

to a teacher as part of the self-reflection activity motivated two out of 14 participants (6).

Finally, even comments betraying students’ negative attitudes towards the class motivated one

participant (10). As a whole, when the tenor of the students’ self-reflection was negative (1, 4,

7, 9, and 10), participants’ motivation increased by 15.8% and decreased by 14.4%, on

average. When it was positive (2, 3, 5, 8), however, participants’ motivation increased by

80.5% on average and did not decrease at all.

Finally, regarding emotional response to reading student self-reflection, five teachers
chose “Enjoyable” and two teachers chose “Troublesome.” The rest of the participants, seven
teachers, chose to write free comments to express undesignated responses in greater detail.
The following are the answers to the question in Section B.

Teacher A: Reading self-reflective comments from students is slightly troublesome but
essential in understanding/monitoring individual student performance because
there are too many students to observe individually during the lessons.

Teacher B: Enjoyable.

Teacher C: Troublesome.

Teacher D: It is not meaningful to read self-reflective student comments because of the
difficulties inherent in dealing with individual students in large classes.

Teacher E: It is interesting to read students’ self-reflective comments.

Teacher F: Enjoyable.

Teacher G:Troublesome.

Teacher H: Enjoyable.

Teacher I: While it isn’t exactly fun, it is very important to read students’ self-reflective

comments since they serve as the only form of direct contact with individual
students.
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Teacher J: Troublesome. However, it does provide the only opportunity to communicate with
students in this course, so it is enjoyable as well.

Teacher K: It is useful in understanding the students.
Teacher L: Enjoyable.
Teacher M: If there are not too many student reflections to read, I can enjoy it.

Teacher N: Enjoyable.

Discussion

These findings indicate that the impact of student self-reflection on teacher
motivation varies according to the individual teacher, just as each teacher’s individual
interpretation, impression or validation of their students’ self-reflective comments differ. For
instance, the reactions to self-reflective comment 4, “I could not listen to the connected
sounds (provided you covered the connected sounds in class),” were at significant variance:
this comment motivated four participants and demotivated four others, while six of the
participants’ motivation levels remained unaffected by it. Naturally, if a teacher regards this
manner of student self-reflection as a reference point and a challenge to come up with more
effective ways of teaching “the connected sounds,” it can be motivating. However, if a teacher
takes it as disappointing, or a failure on her part, it could obviously lead to loss of motivation
or lower morale.

On one hand, student self-reflection that is positive and related to the class content is
generally motivating. Brief, negative statements, on the other hand, such as self-reflective
comment 1, “I was sleepy,” could be de-motivating for teachers. However, regardless of how
specific comments are interpreted, it is apparent that, on balance, more teachers view student
self-reflection as a source of motivation, rather than as a source of anxiety or declining

motivation.
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Finally, more than a few participants mentioned that they try to understand and
communicate with their students via methods of self-reflection since those who teach a large
number of students at the same time use a CALL system, and it is difficult to observe these
students individually. This would suggest that teachers, understanding the benefits of student

self-reflection, deploy it as a teaching tool.

Limitations

Limitations of this study include the number of participants and the self-reflection
comments themselves. Moreover, the results could not be connected with the teachers’ more
individual or personal experiences of teaching this course, as the data was collected
anonymously. In addition, the English e-learning class used in this study is markedly different
from what one would commonly regard as a “regular” English course. After all, it could easily
be argued that student self-reflection has greater value in e-learning than in other types of
courses. In e-learning, it could be the sole tool available to teachers seeking familiarity with a
large number of individual students. The findings in the present study therefore might not
apply to more conventional face-to-face English courses. Finally, teachers’ attitudes towards
this course were not addressed or explored, so they remain an unknown; these attitudes might

have some fundamental effect on their motivation in, or approach to, teaching it.

Conclusions and Future Study
The study suggests that teacher motivation tends to be affected by reading self-
reflective comments from students. Positive self-reflection related to the class content seems
to have greater impact on motivation. Having students develop self-reflective skills is also
considered beneficial in encouraging learner autonomy. If consistent student self-reflection is,

in fact, beneficial for teachers too, it would be worth allotting a certain amount of lesson time
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for activities of a reflexive nature. For instance, asking students to write about areas they wish
to improve or understand more clearly would guide them towards writing a positive comment
related to the class content. As suggested above, this type of regular, positive commentary
would likely result in maintaining or raising teachers’ motivation levels.

It would be interesting to conduct a similar study using a regular, face-to-face course,
such as a reading or writing class, with a more manageable number of students, and then
compare the results with those revealed by the present study. In that case, it would be
advisable to have participants go into greater detail as to the reasons for their answers. In
doing so, one could analyze the many factors involved, including those related to teachers’
attitudes, and thereby form a more comprehensive picture of teacher motivation and self-

reflection.
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Appendix A

Survey sent to participants using Google Forms on internet
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0 ® #BfM&EL T motivation AT H2B
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Survey sent to participants using Google Forms on internet, translated into English

Students’ self-reflection in English e-learning class

Section A. Imagine you read the following self-reflective comments from students in your
e-learning class. Would your motivation go up, not be affected, or go down?

1. I was sleepy.

0 My motivation would go up.
0 My motivation would go down.
0 My motivation would not be affected.

2. Today I was able to focus on the task, so I got a perfect score on the quiz.

0 My motivation would go up.
0 My motivation would go down.
0 My motivation would not be affected.

3. I found the news site introduced today interesting.
0 My motivation would go up.
0 My motivation would go down.

0 My motivation would not be affected.
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4. I could not listen to the connected sounds (provided you covered the connected sounds in
class.)

0 My motivation would go up.
0 My motivation would go down.
0 My motivation would not be affected.

5. Shadowing made me understand the contents of the reading material better.

0 My motivation would go up.
o0 My motivation would go down.
0 My motivation would not be affected.

6. Can I do my semester assignments at my own pace?

0 My motivation would go up.
o0 My motivation would go down.
0 My motivation would not be affected.

7. 1did not have enough time to finish the reading section during the TOEIC today.

0 My motivation would go up.
0 My motivation would go down.
0 My motivation would not be affected.

8. I think I can gradually read without going back to read over again and again.

0 My motivation would go up.
0 My motivation would go down.
0 My motivation would not be affected.

9. I'lack knowledge of vocabulary, so I don’t understand the meaning, which is hard.

0 My motivation would go up.
0 My motivation would go down.
0 My motivation would not be affected.

10. I could not focus on the class.

0 My motivation would go up.
0 My motivation would go down.
0 My motivation would not be affected.

Section B. Is reading students’ self-reflective comments interesting/enjoyable, troublesome,
or “other”?

o Enjoyable
o Troublesome

0Other [ ]
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A Case Study of a Feminist EFL Teacher’s Belief and Practice

Reiko Yoshihara
Nihon University

Abstract
In this study I explored one Japan-based feminist EFL university teacher’s
teaching beliefs and practices. I employed a qualitative narrative study approach by
triangulating multiple methods such as open-ended questionnaires, interviews, a
classroom observation, and e-mail communications. The teacher’s narratives were
analyzed within the framework of feminist pedagogical theory. The feminist teacher
taught about gender roles and stereotypes in a straightforward way, which evidenced a
linear relation between her teaching beliefs and practices. The findings also revealed
that she valued the application of feminist principles both to the question of how to
teach and to that of what to teach. Finally, I briefly discuss implications of feminist

teaching in TEFL in Japan.

Introduction

Since the mid-1990s, attention has been paid in the TESOL field to the impact of
gender on ESL/EFL learning and teaching (Norton & Pavlenko, 2004). Feminist
ESL/EFL pedagogues have asserted that incorporating gender issues into ESL/EFL
teaching is important for raising the consciousness of all students toward gender
equality and justice (see Benesch, 1998; McMabhill, 1997, 2001; Saft & Ohara, 2004;
Simon-Maeda, 2004b, Vandrick, 1995, 1998; Yoshihara, 2010, 2011). Along with
feminist pedagogues’ assertions, I hold that teaching about gender-related topics is both
needed and appropriate in ESL/EFL classrooms, in particular, Japanese EFL classrooms.
According to the Global Gender Gap Report (2014), Japan ranks 104th out of 142
countries on the gender gap index scale. Although Japan ranks at the top on women’s
literacy rates and life expectancy, it ranks very low in employment and political
representation; at 83rd on women’s labor force participation, 112th on legislators,
female senior officials and managers, and 126th on women in parliament. Under these
circumstances, it is important not only to teach about gender-related topics but also to
take into consideration how to incorporate feminist approaches into EFL classes in

Japanese universities.
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I investigated one American feminist EFL teacher who has been teaching
English in Japanese universities for over 15 years. I explore how the feminist EFL
teacher practices feminist teaching in relation to her feminist identity and teaching
beliefs. Although I explain what feminist pedagogy is in the next section, feminist
teaching is not only teaching about gender-related topics but also more diverse teaching
practices. Feminist pedagogical theory helps me analyze her feminist teaching practices.
The results of this study may contribute to a better understanding of feminist teaching in
both TESOL and TEFL in Japan.

Review of the Literature
Characteristics and Methods of Feminist Pedagogy

My analysis of the data draws upon the characteristics and methods of feminist
pedagogy provided by numerous feminist pedagogical theorists in women’s studies
(Briskin & Coulter, 1992; Crabtree, Sapp, & Licona, 2009; Maher & Tetreault, 2001;
Parry, 1996; Schniedewind, 1981, 1987; Shrewsbury, 1987; Tisdell, 1998). The term
feminist pedagogy first appeared in Fisher’s “What is feminist pedagogy?” in The
Radical Teacher in 1981, where she defined feminist pedagogy as “teaching which is
anti-sexist, and anti-hierarchical, and which stresses women’s experience, both the
suffering our oppression has caused us and the strengths we have developed to resist it”
(p. 20). The key concepts include voice/voices, safety, empowerment,
consciousness-raising, and social change.

Because of the influence of the second-wave feminist movement, feminist
pedagogy values the individual voice as a learning component (Belenky, Clinchy,
Goldberger, & Tarule, 1986; Briskin & Coulter, 1992; Crabtree et al., 2009; Maher &
Tetreault, 2001; Tisdell, 1998). Voice means the awakening and ability of women to
speak for themselves, to bring their own questions, and to express their responses,
connected to their personal experience. For women coming to voice, feminist educators
are concerned about creating a safe environment (Belenky et al, 1986). In a safe
environment in the classroom, students discover their own voice, maintain a sense of
self, and accomplish certain ends, which leads to empowerment (Shrewsbury, 1987).

As feminist pedagogy is also influenced by Freire’s (1996) critical pedagogy, it
values critical thinking skills and social actions to create a better society (Shrewsbury,

1987). To stimulate social change, feminist teachers regard highly the building of a
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learning community. Mutuality with others in the community extends not only to a
community for social change and action but also to solidarity and sisterhood
(Shrewsbury, 1987; Weiler, 1991).

To accomplish goals of feminist pedagogy, there are techniques and methods
that can be used effectively in feminist classrooms proposed by Schniedewind (1987)
and Parry (1996), which include journal writing, jigsaw reading, group work, group
projects, discussion, role playing, and contracting for grades. As Crabtree et al. (2009)
noted, feminist pedagogy is “not only what we teach but also about how we teach” (p. 2,
italics in original). Even though feminist educators might use gender topics, if they are
teaching in traditional ways such as top-down teaching or lecture style teaching, they
are missing an important opportunity to help students to come to voice and to feel
empowered. At the same time, they may fail to take advantage of a chance to raise

awareness and consciousness and to build a community for solidarity and social change.

Feminist Pedagogy in TESOL

Focusing on feminist pedagogy in the field of TESOL, the work of Vandrick
(1994, 1995, 1997, 1998, 2000) is the primary source. In her 1994 article, she agreed
with the principles of feminist pedagogy such as equality, ethics, and social justice
provided by numerous feminist scholars’ works (e.g., Ellsworth, 1992; Luke, 1992;
Shrewsbury, 1987; Weiler, 1988, 1992). Vandrick (1994) stated:

Feminist pedagogy is not a specific set of practices; each classroom, each
teacher, each group of students, is different. Teaching that has been informed by
feminist pedagogy can and does take many forms, as such a consciousness

infuses the teaching in many major and minor ways. (p. 84)

Schenke (1996) similarly noted, “feminism, like antiracism, is ...not simply one more
social issue in ESL but a way of thinking, a way of teaching, and most importantly, a
way of learning” (p. 158). As both of these feminist TESOL scholars noted, feminist
pedagogy is not simply teaching about gender-related topics but also teaching a way to
organize thinking within a feminist framework.

Vandrick (1995, 1997) made the concrete suggestion that ESL educators should

not only use readings and discussions on women’s issues in classes but also teach
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according to feminist principles such as using gender-neutral language and expressions,
paying equal attention to female students, and introducing extracurricular activities
related to women’s issues. She noted that feminist ESL teachers avoid gender
stereotyping, false generics such as “he,” and gendered job titles from a perspective of
gender equality. She also urged feminist ESL educators to call on female students as
often as male students because one feminist practice is to give women students more
voice. Furthermore, she advised that feminist teachers can provide students with
information about women’s studies programs, lectures, and films on and off campus
about women’s issues or women’s lives to raise feminist awareness and consciousness
and work for social change. Thus, even if feminist ESL teachers do not teach about
gender topics specifically, they can still use many forms of feminist teaching in major
and minor ways to raise consciousness about gender equality and justice.

There are some important empirical studies that looked at the use of women’s
issues as a topic in ESL courses in the United States. Benesch (1998) reported on a
university ESL course in which she was a teacher-researcher and taught about anorexia.
Through her own teaching practice, she found that some female students looked deeply
at the causes of anorexia and examined anorexia as being related to cultural
constructions of femininity. This provided evidence that students developed critical
thinking through learning about women’s issues. Frye (1999) and Rivera (1999) also
explored ESL classes for working-class Latina women in a community education setting
in the United States. Both researchers used feminist pedagogical approaches, including
valuing women’s personal lives, creating a safe environment, raising gender
consciousness, and promoting changes in immigrant women’s lives. Throughout her
class, Frye found that the women students examined their lives as Latina women, raised
gender awareness, and developed solidarity. For example, her students offered one
another rides to class, shared childcare, and brought food to class. Similarly, in Rivera’s
study, her Latina women students benefitted from a heightened consciousness about
gender which led them to social actions such as fund-raising to help the ESL program
survive.

Case studies in EFL also offer an array of approaches to feminist language
education in Japan. Casanave and Yamashiro (1996) edited Gender Issues in Language
Education, which is a collection of articles on gender issues and topics in foreign

language education in Japan, including critical thinking and pedagogy, feminist teaching,
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feminist analysis in research, and authored narratives. In this collection, one interesting
article that looked at a feminist teacher’s practices was written by Beebe (1996). She
believed that language itself is biased and political and that sexist language is an
appropriate topic to import into language classrooms to raise students’ awareness of
sexist features of English. By mentioning that teachers do not have to search for an
interesting gender topic to bring into language classrooms, she presented one lesson to
raise awareness of sexist language and discourse with a worksheet on avoiding sexist
language because language itself is interesting. She discovered that this lesson taught
students about gender-neutral language and expressions while making teacher authority
less salient. Additionally, the lesson could contribute to the building of a community of
learners in the classroom by sharing knowledge and finding sexist language and
discourse through the collaboration of students and teacher.

Simon-Maeda (2004b) as a teacher-researcher taught a feminist course in a
women’s junior college in Japan. The course introduced a variety of topics: gender and
language, sexism in textbooks, the media, and fairy tales, sexual harassment, and
domestic violence. Throughout the course, she found the course to be effective in
helping her junior college students develop awareness of gender inequality in linguistic,
cultural, and social contexts. Similarly, Saft and Ohara (2004) found that students
developed critical consciousness about gender issues in Japanese society by conducting
a study of teaching about gender topics in a Japanese university. As a teacher-researcher
I also conducted a study on teaching about domestic violence in my two EFL college
classrooms by using theme-based language instruction (Yoshihara, 2010). I found that
by learning about the gender topic (domestic violence) students did not simply raise
awareness of gender (in)equality but also corrected their misconceptions and
stereotypes toward domestic violence, gained new knowledge about the causes of
domestic violence, and finally attempted to express their own opinions to solve the
problem.

These empirical studies focused on teaching about gender-related issues in the
ESL/EFL classroom, raising gender awareness and consciousness, and empowering
students. However, little attention has been given to understanding how an EFL
university teacher became a feminist, what teaching beliefs the teacher has, and how the
teacher practiced feminist teaching according to her own feminist identity and beliefs.

The holistic exploration of a feminist EFL teacher leads to a deep understanding of
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feminist teaching practices.

Research Method and Participant
Data Collection

For my research, I employed narrative inquiry as a methodological tool.
Narrative inquiry has been used to highlight feminist teachers’ beliefs and practices (e.g.,
Bloom, 1998; Maher & Tetreault, 2001; Lather, 1991; Ropers-Huilman, 1998) and as a
strategy for investigating ESL/EFL teachers’ professional identities, beliefs, and
practices (e.g., Casanave & Schecter, 1997; Morgan, 2004; Nagatomo, 2012;
Simon-Maeda, 2004a; Tsui, 2007). My data, which was collected between 2011 and
2013, includes an open-ended survey, interviews, a classroom observation, course
materials, and exchanges of e-mail communication. It also includes my own field notes
and research journals.

I conducted three person-to-person interviews and Skype interviews totaling 2
hours and 32 minutes audiotaped from Sarah (pseudonym) by the researcher (me), three
e-mail exchanges, and one classroom observation (90 minutes). Follow-up interviews
were conducted by e-mails and Skype. Even though I did not record our conversations,
we had several hours of private conversations before the interviews, after classroom

observation, and over lunches.

Data Analysis

I transcribed the recorded interview data but did not transcribe the classroom
observation data because they were used in conjunction with the interviews and the
course materials to substantiate my findings and as a reference point for subsequent
interviews. To find thematic elements (categories) across the case, I followed
Riessman’s (2008) thematic analysis: familiarization with data, identifying common
thematic elements, reviewing themes, defining and naming themes, and producing the
final report. Riessman did not focus on thematic coding segments but on the importance
of sequence and detail for interpretive purposes. By following her thematic analysis, I
established conceptual categories that became the thematic strands, with special

attention to principles of feminist pedagogy.
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The Research Participant

The participants in the previous study in Yoshihara (2014) were nine feminist
language teachers who had been teaching EFL for roughly 6-27 years in Japanese
universities (three white American women, one white American man, one British
woman, three Japanese women, and one Japan-born Korean woman). For this article I
singled out Sarah (pseudonym) because her practices were outstanding and provided a
clear idea about what feminist teaching is. Furthermore, the focus of one individual is
appropriate for narrative research and leads to in-depth analysis and understanding of
individual lives, though additional cases would be helpful in developing the notion of
feminist pedagogy here (Atkinson & Sohn, 2013; McAlpine, Amundsen, & Turner,
2013).

Sarah was a 53-year-old American EFL teacher in Japan when I conducted this
study. She had worked full-time in a university for several years. She was born and
grew up in California, the United States. She was raised by a single mother who worked
all her life and a grandmother whom she described as a strong woman. She was
influenced by both her mother and grandmother. Her mother was a role model in terms
of a woman who worked all her life and raised a child as a single mother. She went to a
university in California and majored in Spanish and Linguistics. She worked at a
company for five years in California after graduation. However, she wanted to do
something different. Her independence and curiosity led her beyond the United States.
She found a teaching job in Japan and taught English in an English conversation school
for two years. Although she liked Japan, she wanted to see more of the world. Therefore,
she moved to Spain and taught English at a conversation school for another eight years.
She returned to Japan and got a job of teaching in an English conversation school in
Japan. She started a master’s program in the United States through a computer-based
program online in TESOL while she was in Japan, because she wanted to get a better
job such as teaching English at the university level. After she got her master’s degree,
she has worked part-time and full-time at the university level in Japan.

Sarah unquestionably identified herself as a feminist. When I asked her how she
became a feminist, she mentioned the 1970s, when she was growing up in the United
States. She was influenced by women’s books and music in the 1970s. One book she
remembered most was When God Was a Woman written by Merlin Stone. She said that

although the book was related to anthropology, it made her think of the position of
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women in religion and history around the world. She also mentioned that women’s
music in the late 1970s in the United States influenced her developing feminist identity
very much. Because of the women’s movement in the 1960s, women’s music bloomed
in the 1970s. She really liked the songs sung by Cris Williamson and Holly Near who
were American feminist singer-songwriters and pioneers as visible lesbian political
activists in the 1970s, because their songs encouraged and praised women. During her
college life in the late 1970s, although she did not have a lot of interaction with
feminists in terms of the involvement of women’s movement, she went to various
meetings and events, had a lot of liberal women friends and gay friends, and often
visited a women’s bookstore. Through these interactions, she gradually developed a

feminist consciousness.

Findings
In this section, I first introduce her teaching beliefs regarding her feminist
identity as well as other aspects of her teaching philosophy. I then focus specifically on

her classroom practice that I observed.

Sarah’s Teaching Beliefs: Teaching for Critical Thinking
In her teaching beliefs, Sarah highlighted her efforts at developing the students’
critical thinking skills and building a safe environment, as well as teaching about

gender-related topics. In an interview, she explained,

I want them to understand even just a little bit that there are other worlds outside
and other worlds are these social issues that they are a part of even though
they’ve never considered it before. (...) So, like raising awareness of what we
have, being grateful for that, don’t take it for atarimae (granted). But then
maybe making a step further, taking the step further and doing something about
it. That’s called activism. (Interview, 2012/03/26)

Sarah wanted her students to question “atarimae” (the taken-for-granted matters) and
commit to social actions if possible. Specifically, she encouraged students to participate
in extracurricular activities. She introduced AIDS day walks, women’s day on March

8th, nuclear protests, and hunger fast strikes to her students. She also organized concerts
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with her students for charity and collected pencils and notebooks to send to an
orphanage in Guatemala.

Sarah was also concerned about creating a safe learning environment. She
thought that a safe environment in the classroom provides students with an opportunity
to express their opinions about sensitive, difficult, and controversial gender-related

topics in lessons in a non-threatening way, which she explained as follows:

I mean hopefully it’s a safer environment, which is another thing to create a
classroom to talk about these issues [gender and other sociopolitical issues]. A
lot of times, especially university students can’t talk about these things. How
many times have I read on the questionnaires at the end of the semester? “Thank
you. I never had a place to talk about these things.” Even just creating that safe

environment, I think it’s meaningful, right? (Interview, 2012/03/26)

She believed that a safe environment would make students less tense and nervous when
she introduced difficult and controversial gender topics in her classroom. Such safety
seemed to help her students actively engage in classroom activities and develop critical
thinking skills. For her, developing students’ critical thinking skills and creating a safe

environment in the classroom are inseparable in the way she practices feminist teaching.

Reflecting Teaching Beliefs in Classroom Practices

Sarah invited me to her English conversation class, which was an elective course
for students majoring in international cultural studies in her university (Classroom
observation, 2012/06/04). There were 21 second-year students (four male, 17 female) in
the classroom. The class met once a week for 90 minutes for fifteen weeks during the
first semester. In this course, Sarah used materials that she created and made her own
syllabus. The lesson that I observed was about gender roles and images.

In the first ten minutes, Sarah gave a small quiz about a homework assignment
that required students to watch one video clip on TED.com, “Hanna Rosin: New data on

the rise of women,”' which was related to the day’s lesson (gender roles and images).

! Hanna Rosin is an author of the book, The End of Men. In 2010, Rosin gave a TED
talk on the emergence of women as a powerful force of the American workplace by
showing women actually surpassing men in several important measures.
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After that, she started to talk about the story of “Momoko” in English. As Momotaro
was a famous Japanese children’s story, she changed the gender of the main character
from a boy (Momotaro) to a girl (Momoko) and told the revised story to the students.
Then, she asked students to retell the story in English in pairs. She drew attention to
pronouns he/she, his/her, him/her to students. Students started to retell the story in
English while switching the gender of the main character and spent about ten minutes
doing this activity in pairs. Then, she asked students in English how they felt about this
activity and if they had had any difficulty in retelling the story because of the gender
switch. As there was no response from students, she asked students to talk about this in
English in pairs. She presented some students’ comments such as “It felt strange” and
“It was confusing” and told her students how she felt when she retold the story herself.
She then moved on to the main part of the lesson. She first showed a few
minutes of a photoshop video clip in which a woman had her make-up and her hair done
and became the sexy icon of a poster. She explained the last phrase “No wonder our
perception of beauty is distorted” during the video by supplying easier English terms

9% ¢

such as “no surprise,” “our idea,” and “is twisted” to help students understand the
meaning of the sentence. Then, she had students make five-person groups and do
activities from a discussion sheet for gender that she made (Appendix). In the
discussion sheet, each student chose one of the sub-topics that she provided such as (a)
what are gender roles?, (b) gender and identity, (c) gender and economics, (d)
trafficking, (e) photoshop beauty, and (f) gender roles in other cultures. Then each
student thought of the point he or she wanted to make about the sub-topic. Each also
had to think of two reasons why he or she chose the sub-topic. Then, she had students
discuss this in English in groups. In this group work, students shared the sub-topic that
they had chosen, the point that they wanted to make, and the reason why they had
chosen the sub-topic. She gave students 25 minutes to do this group work. During the
group work, she joined some of the groups in turn and made a few comments to
facilitate discussion.

Following this, she stopped the group work and showed another short video clip
about the image of beauty. Then, she gave a short lecture about sex, gender, sexuality,
and a variety of family styles in English by using Power Point text slides for 10 minutes.
After that, she had an open discussion with all of the students for the rest of the class

time. Students voluntarily made a big circle for discussion and Sarah joined the circle.
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She encouraged students to make any kinds of comments about gender roles and the
lesson that she had taught. There was quite a long silence until students voluntarily
spoke up. To encourage students to express their opinions in classroom discussion in
English, she stepped back and did not call on students. For the same reason she did not
tell her personal opinions, either. Students gradually made comments about gender roles
and expressed their childhood experiences in relation to gender roles. During class
discussion, she sometimes made comments, asked questions, and facilitated the
discussion. In the last few minutes, she summarized the class.

During class time, she did not use Japanese at all, even though she is highly
competent in the Japanese language. She used only English in the classroom; however,
she did not force her students to use only English. The students voluntarily used English
in her class. In her classroom practice, she used a lot of pair and group work. After the
classroom observation, I asked her why she used pair and group work a lot in her
classroom. She told me that she used to use a teacher’s lecture, but she realized that a
teacher’s lecture did not promote student awareness about the issues nor did it develop
critical thinking among students (Personal communication, 2012/06/04). She found that
discussion and group work helped students to raise their own awareness of the issues
and to develop critical thinking through her teaching experiences. For this, she carefully
prepared a discussion sheet about the topic that she taught.

I also asked her how she felt about the rather lengthy silence at the beginning of
the class discussion. She said that as students needed time to organize what they wanted
to say and express their opinions in English, teachers needed patience (Personal
communication, 2012/06/04). She continued to say that when students felt comfortable
or safe to speak up, they started to express themselves in the classroom (Personal
communication, 2012/06/04).

To summarize her classroom practice, she tried to raise students’ interests about
gender-related issues and develop questions about gender roles and stereotypes, which
can develop students’ critical thinking. She also promoted students’ engagement in
classroom activities and self-expression. To do so, she used pair and group work and
class discussion. She believed that whether students actively engaged in classroom
activities including group work and class discussion depended on how safe students felt
in the classroom. Therefore, she valued a safe environment in the classroom to develop

students’ critical thinking skills.
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Discussion

To summarize, Sarah’s feminist teaching, as I have portrayed it, features at least
three important elements: (1) teaching about gender topics; (2) teaching through
non-traditional methods and approaches; (3) connecting learning with activism.

Over two decades ago, Vandrick (1994, 1995) asserted that readings and
discussions on gender issues in ESL classes were important. Sarah believed that
teaching about gender topics in EFL classes is important, so she taught about gender
roles and stereotypes in a straightforward way in her class. In particular, teaching about
gender topics in Japanese university EFL classes, although still rare, is meaningful. As I
mentioned earlier, the Global Gender Gap Report (2014) showed that Japan ranks 104th
out of 142 countries on the gender gap index scale. It ranks very low on women’s labor
force participation, female senior officials and managers, and women’s participation
rate in parliament. Under these circumstances, a young generation of women in Japan
can have more opportunities to learn about gender topics and be encouraged to take
their place in society. It is also beneficial for male students to learn about gender-related
issues and learn English according to feminist principles because they might understand
male privilege and their own gender-biased behaviors. Therefore, teaching about gender
issues in Japanese university EFL classrooms is very beneficial and meaningful for both
female and male students.

Second, as well as the content of what educators in Japan teach, the process by
which educators teach must be considered in feminist pedagogy (Parry, 1996; Schenke,
1996; Vandrick, 1994). Feminist teaching aims to help students discover their own voice,
feel empowered, raise awareness and consciousness, and build a community for
solidarity and social change. As Sarah mentioned, awareness is not stimulated by
teachers’ lectures but emerges from interactions among students and interactions
between teacher and student. In Japanese university EFL classrooms, grammar
translation methods, examination-oriented teaching methods, and teacher-fronted
teaching approaches are still widely practiced (Kuno, 2007). To oppose these traditional
methods and approaches, feminist EFL university teachers in Japan could consider
introducing journal writing (Fisher, 1981; Parry, 1996), problem-posing teaching (Freire,
1996; Parry, 1996; Shor, 1992), and group work (Parry, 1996; Schniedewind, 1987)
according to feminist principles.

Third, Sarah valued the importance of social actions as well as critical thinking
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skills and encouraged her students to engage in social actions outside the classroom.
Like Dewey’s progressive educational theory, feminist educators try to connect
classroom activities to students’ lives outside the classroom. Schniedewind (1987)
suggested that feminist educators encourage students to attend workshops, conferences,
and events supported by feminist organizations whether or not they are held on campus.
Engaging in these activities can be a good opportunity for students to learn skills for
building feminist networks and forming support systems (Schniedewind, 1987; Rose,
2009). It can also provide students the opportunity to develop feminist consciousness
and engage in personal and social change as well as feminist research and praxis (Rose,
2009; Webb, Allen, & Walker, 2002). Similarly, Vandrick (1995) suggested that feminist
ESL teachers can encourage students to attend gender-related events on and off campus
such as conferences, lectures, films, and women’s group meetings. She also suggested
that teachers can tell students about women’s studies programs or classes on campus
and about specific women professors who are experts in their fields.

Feminist pedagogy in EFL teaching in Japan concerns both the issue of how to
teach as well as that of what to teach. It is difficult (indeed, almost impossible) to offer
an ideal set of feminist EFL practices because each teacher, each student, and each
classroom is different. However, feminist EFL teachers must critique traditional
teaching methods and approaches and seek new and innovative teaching mechanisms to

raise students’ awareness of gender equality and justice.

Implications for TESOL Research and Practice

It is important to gather feminist ESL/EFL teachers’ teaching practices and
examine their feminist teaching to reconfirm and reframe the concept of feminist
pedagogy in a new light. The sampling of narratives offered by Sarah illustrates one
aspect of feminist pedagogy in TESOL. Researchers ought to consider delving into the
teaching lives of feminist ESL/EFL teachers in different countries and institutions. Each
case study will go beyond the particular case and contribute to the collective and local
knowledge of feminist pedagogy in the TESOL field. I look forward to reports of
feminist pedagogy in variety of ESL/EFL settings so that we can better understand the
ESL/EFL classroom as a site of gender politics.

My suggestion for ESL/EFL teachers is to choose gender-related topics that they

feel comfortable with and competent to teach. They do not need to use a difficult and
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challenging gender topic if they feel unconfident to teach about the topic. Even if
teachers do not teach about gender topics in a straightforward way, there are several
ways to incorporate feminist perspectives into the lesson. As Sarah practiced, ESL/EFL
teachers can bring in women'’s films, talks, and video clips that are related to the lesson.
To get useful information and materials for teaching about gender-related topics in EFL
classes, I also suggest that ESL/EFL teachers join study groups and associations such as
IGALA (International Gender and Language Association), GALE (Gender Awareness in
Language Education), REN (Rainbow Educators’ Network, and WELL (Women
Educators and Language Learners). As Sarah pointed out in an interview, she got useful
information and materials for teaching about gender-related topics in EFL classes from
such groups.

Feminist teaching falls under the umbrella of Dewey’s progressive teaching,
Freire’s critical pedagogy, global education, human rights education, and humane
education. However, what distinguishes feminist teaching and these other teachings is
whether an educator has feminist ideas and teaches with conscious adoption of feminist
ideals. Feminist teaching has an anti-sexist, anti-oppressive, anti-racist, and
anti-heterocentric view and is one approach to be considered in both TESOL and EFL

teaching in Japan.
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Appendix
Sarah’s Handout

Name: Class: M1 M2 T1 T2 F1

Number:

Week 7 Discussion Sheet for Gender

My sub-topic is: (check one)

What are gender roles? [ Trafficking
(] Children and identity [ ] Photoshop beauty
[| Gender and economics _(eg. single mothers) [ ] Gender roles in other cultures

The point | want to make about this sub-topic is (in your own words - do not copy):

Reason 1:

Example:

Reason 2:

Example:

Discussion Questions
1

2.

New Vocabulary I will use:

Reflections on today’s class (How well did you learn, what did you learn, problems, etc.)
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A comparative study of Non-native English speaking teachers’
and learners’ beliefs about the “ALL ENGLISH” class

Ikuko Ueno
The Graduate School of Kwansei Gakuin University

Abstract

This study will explore teachers’ (NNEST: Non-native English speaking teachers)
beliefs and university students’ beliefs about using only the target language (TL) in the
classroom. There is a Japanese-English word (an English word coined in Japan), namely
“ALL ENGLISH,” which does not mean TL-use only in Japanese EFL context. This study
focuses on that point and conducted a quantitative and qualitative research originally, to
identify any differences between the teachers’ beliefs and learners’ beliefs about only using
the TL in the classroom. In this paper, the results of the quantitative section are reported. As
participants, 54 teachers at universities and 234 university students responded to a five-point
Likert-scale questionnaire that added six more questions to the original BALLI: Beliefs
About Language Learning Inventory (Horwitz, 1985). The results of the descriptive analysis
and exploratory factor analysis showed 1) the majority of the learners’ had positive attitudes
toward the TL use only in class, and 2) the teachers and students had different expectations
about TL use because of the teachers’ strong beliefs about L1 use.

Keywords: belief, NNEST, university students, BALLI, TL use only

1. Introduction

English Teachers have many different sets of beliefs about language teaching that may
strongly affect learners’ beliefs. Despite the importance of reflecting on teachers’ beliefs and
their application in the classroom, few studies have been conducted, especially in the EFL
environment (Borg, 2003). This is because there are various definitions of beliefs, which
make it difficult to research, and there are several related factors as well. However,
considering the present situation in Japanese English education, many schools including high
schools and even junior high schools are fielding requests from the Ministry of Education,
Culture, Sports, Science and Technology (MEXT, 2009) to conduct English classes in
English. We should pay attention to the beliefs about the psychological aspects related to
learners’ motivation, behavior, and strategies. There are many methods of teaching English in
the EFL classroom. Conducting classes using either English only or L1 use depends on the
teachers’ decision, which is based on their beliefs. Although many strategies have been
developed and improved for learners in the research literature, the final scaffolding for the
students is provided by the teachers. Therefore, comparing the teachers’ and learners’ beliefs
about TL use only in the class is essential for classroom practice, although individual
teachers have their own views based on their experiences. This research examines how
different they are and what other factors of learning English are related to them. This study is
a comparative study and aims to contribute to the literature on teacher and learner beliefs.
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2. Literature Review

The term “beliefs” is ambiguous, therefore, defining beliefs is always a controversial
issue because of the lack of common ideas among researchers. Several terms have been used
to refer to beliefs. Pajares (1992), a cognitive psychologist, called beliefs a
“messy” construct and explained that “beliefs are seldom clearly defined in studies or used
explicitly as a conceptual tool, but the chosen and perhaps artificial distinction between
belief and knowledge is common to most definitions: Belief is based on evaluation and
judgment; knowledge is based on objective fact” (p. 313).

In the educational field, overall, the definition of general beliefs itself is complex;
however, studies about beliefs have been conducted. Since it is difficult to reach a consensus
on the definition of beliefs, researchers should focus on a specific belief related to their topic,
and they should indicate this in their research. This study follows this idea and takes the
definition from Pajares (1992) about belief as the working definition in this paper.

In the field of second language acquisition, studies about beliefs have gradually
increased since the 1990s, and most of these studies appeared after 1996 (Borg, 2003). Borg
(2006) examined over 180 studies on teacher beliefs published up to 2006 in a wide range of
first language (L1), second language (L2), and foreign language (FL) contexts. He also
outlined chronologically the emergence of this tradition of inquiry and the key perspectives,
concepts, and findings it has contributed to the study of teaching (p. 5). In his study, he
suggested that it is necessary for us to understand what teachers believe, what they know, and
their attitudes and feelings because beneath the behavior there are beliefs, knowledge, and
related constructs that influence what teachers do

There has been a variety of studies about beliefs. McDonough (2002) indicated in his
study that teachers have discrepancies in terms of their aptitude for teaching and learning for
themselves. In this study, the EFL teachers learning another language preferred the
orthodoxies in methodology as learners, although they had different views about conducting
classes as teachers. Loewen et al. (2009) examined beliefs about grammar instruction and
error correction using a mixed-methods approach and showed disagreement between
teachers’ beliefs and learners’ beliefs. Levine (2003) showed that TL use and learners’
anxieties did not show a correlation rate in his study. Many teachers hold an anti-TL use only
opinion in the classroom, since they think teaching with a TL-use only approach may
increase learners’ anxieties.

Since around the nineteenth century, the tendency of avoiding L1 use for language

teaching had spread among researchers (Krashen, 1982; Hawkins, 1987). Cook (2001)
showed, two groups emerged: the “ban the L1 from the classroom” group and the “minimize
the L1 in the classroom” group. During this period, the L2 is seen as positive, and the L1 is
negative and seen as not something to be utilized in teaching but to be set aside (Cook, 2001,
p. 404). Starting in the beginning of 1990s, research on using L1 in the classroom gradually
increased. Macaro (1997) described how the L1 could be used more positively in the
classroom through a questionnaire-based study with language teachers and learners.
Additionally, Duff and Polio (1990) explored university classrooms. They examined the ratio
of L1 use by teachers in FL classrooms, the factors related to the use of L1 and the L2, and
teachers’ and students’ perceptions and attitudes regarding the use of L1 in the FL classroom
at six universities in the U.S. The results showed the ratio of L1 use and L2 use was on
average around seventy percent, and remarkably, the use of L2 by teachers in the class varied
from ten percent to a hundred percent. They indicated that the role of teachers’ English
proficiency was a factor that influenced the amount of L2 use in classes. Now that we know
that L1 use improves efficacy, learning, naturalness, and external relevance (Macaro, 1997;
Franklin, 1990; Polio and Duff 1994), the functions of using the L1 can be contrasting L1
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and L2 forms, providing metalinguistic cues, among others. Finally, Cook (2001) argues that
it is time to open a door that has been firmly shut in language teaching for over a hundred
years, namely the systematic use of L1 in the classroom. This is a global trend regarding the
L1 use in the classroom in SLA field, which seemed to be opposite from Japanese situation.

In terms of the research in Japanese EFL environment, although there are few studies,
it is also a controversial issue about using only the TL in English classroom. (Carson &
Kashihara, 2012; Ford, 2009; Meyer, 2008; Ozaki, 2011). According to this research, even in
Japan, there seemed to be two conflicting views between non-native English speaking
teachers (NNEST) and native-speaking English teachers (NEST). NNESTs are likely to
oppose the L2 use only approach in the class while NEST are supportive. This tendency
should be examined in more detail in the Japanese socio-cultural context such as the EFL
environment. Moreover, this study explores the learners’ beliefs and expectations towards
using only the TL in class compared with the teachers’ beliefs.

3. Methodology
3.1 Purpose and Research Questions

The purpose of this study was to focus on the meaning of the Japanese-English phrase,
“ALL ENGLISH” in the Japanese socio-cultural context and shed light on the teachers’ and
learners’ beliefs about the TL use only in the class. This present study assiduously explored
the qualitative and quantitative data in order to be one of the contributions on beliefs research
in EFL environment. . The following research questions were posed and explored in this

paper:

1) What type of beliefs do learners and teachers have regarding only using the TL (English)
in the class?

2) What differences in expectations or discrepancies among learners and teachers about TL
use only in the class are there, if any?

3.2 Participants

The participants for this study include teachers and university students. The total
number of teachers was 54 (male: 15, female: 39) and that of university students was 234
(male: 76, female: 157, not indicated: 1).

The teachers are non-native English speaking teachers (NNEST) working at universities
either full time or part time. These teachers take charge of various class subjects not only the
specialist subjects but also the language subjects (Table 1). They were mostly experienced
teachers who have teaching experience at universities of more than five years. Table 2 shows
the details of the teachers’ experiences.
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Table 1. Teachers’ class subjects

Subjects Number Subjects Number

of people of people
Reading 18 Practical English 17
Writing 6 General English 19
Listening 4 Interpretation/ 3

Translation course
Speaking 2 Methods in Teaching 4
English

Grammar 7 Others (linguistic etc.) 4

Qualification course 32 *Total number is more than 54 due to

(TOEIC,TOEFL,EIKEN) the allowance multiple answers.

Table 2. Teachers’ teaching experience

Teaching experience Number of people
less than 1 year 3 (5.6%)

Between 1 and 3 years 5(9.3%)

Between 3 and 5 years 2 (3.7%)

Between 5 and 10 years 11 (20.4%)

more than 10 years 32 (59.3%)

No response 1 (1.9%)

N=54

The university students included freshman, sophomore, junior, and senior students at a
university of foreign studies, although the departments were not only English-related
departments but also other foreign language departments. They were chosen randomly in the
same university. Now that they were the students at a university of foreign studies, they had
experienced taking an English only class by either NESTs or NNESTSs since they entered the
university. In order to show their English proficiency level, their TOEIC scores are shown in
Table 3. A fifth of the participants had never taken the TOEIC or other qualification tests.
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Table 3. University students’ English qualification

TOEIC score Number of students
< 300 points 9 (3.8%)
300-399 37 (15.8%)
400-499 76 (32.5%)
500-599 27 (11.5%)
600-699 23 (9.8%)
700-799 8 (3.4%)
800 points < 5(2.1%)
Never taken 49 (20.9%)
N=234

3.3 Instruments
Horwitz (1985, 1987) developed the questionnaire BALLI (Beliefs About Language
Learning Inventory), consisting of 34 question items, for examining learners’ beliefs. This
comparative study added six more questions to the original BALLI, which were related with
the TL use only in the class and the understanding of the Japanese-English word “ALL
ENGLISH?” in the class. The questionnaire in this study consists of 40 question items in total.
The participants were given this slightly adapted BALLI after class, and the data were
collected on the spot. They responded using a five-point Likert-scale, ranging from 1
(strongly agree) to 5 (strongly disagree). They also provided some background information
about themselves.
The original BALLI was designed to survey learners’ beliefs in five categories.
However, the questionnaire for this study contained six categories: the difficulty of
language learning (items 3, 4, 7, 16, 28, 33); foreign language aptitude (items 1, 2, 11, 17,
26, 34, 37, 38, 39); the nature of language learning (items 5, 9, 13, 19, 23, 29, 31);
strategies of communication and learning (items 8, 10, 14, 15, 20, 21, 22, 25); learner
motivations and expectations (items 27, 32, 35, 36); and additional questions related to
the “ALL ENGLISH” class (items 6, 12, 18, 24, 30, 40). Since the purpose of this research
was exploring the teachers’ and learners’ beliefs about TL use only in the class, the
researcher added these questions in order to speculate the relations with other categories.
Additional questions by the researcher were as follows:

No. 6: It is important for learning to be conducted with TL use only in the class.

No. 12: Teachers should use TL in the class as much as they can.

No. 18: Learners should use TL in the class as much as they can.

No. 24: Using L1 in the class (Japanese) means depriving the learners of opportunities to use
TL.

No. 30: The Japanese-English word “ALL ENGLISH” classes means 100% TL use in the
class.

No. 40: While taking the “ALL ENGLISH” class, it is difficult to understand the contents of
the lesson.
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Although the original BALLI was written in English, the questionnaire for this study was
written in Japanese since the participants were all Japanese students. The researcher created
the additional questions in Japanese and the other questions were translated from English
into Japanese. (Appendix 1) The translation was checked in the pilot study to secure the
validity.

3.4 Procedure

The questionnaire originally consisted of three parts: (a) background information, (b)
40 Likert-scale items (quantitative section), and (C) open responses about the “ALL
ENGLISH?” class (qualitative section).

During the fall semester in 2013, the researchers collected the learners’ and teachers’
data by distributing the questionnaires. Most of the teachers’ data were collected by mail or
e-mail, except a few, and all of the responses were valid (N = 54). Regarding the university
students, they took advantage of the break time after class to fill out the questionnaires, and
since their responses were collected on the spot, all questionnaires were valid (N = 234). To
be sure, there were some invalid answers for both groups of participants such as skipped
questions or double-marked answers. In that case, the researcher invalidated them for each
question but not for all answers. Therefore, the number of responses for each question
depends on the number of valid answers.

The quantitative data were analyzed statistically by means of the SPSS program
including descriptive analysis, Spearman’s rank correlation coefficient, and factor analysis.
Results for research on beliefs are a nonparametric measure of statistical dependence
between two variables; thus, the Spearman’s rank correlation coefficient was chosen in this
study. An exploratory factor analysis was utilized to identify the underlying factors for the
learners’ and teachers’ beliefs. The Cronbach alpha indicated the data reliability for both
learners and teachers was .74 (learners) and .71(teachers), respectively. These results were
valid in terms of internal consistency and sufficient instrument reliability for conducting a
factor analysis because they were above the .07 level.

4. Results and Discussions
4.1 Descriptive Analysis

Both Figures 1 and 2 show the mean score and SD for the teachers and learners in the
distribution for the question items, respectively. The levels ranged from 2.0 to -2.0, from
strongly agree to strongly disagree, in this questionnaire. Thus, level zero means neutral in
this figure. In addition, another style of descriptive analysis that shows the Mean and SD for
each additional question regarding the TL use only in the class is presented as follows:

Table 4. Descriptive analysis for teachers

Item Mean SD
No.6 -.39 .899
No.12 .74 .836
No.18 1.28 .656
No.24 -.46 719
No.30 31 1.146
No.40 24 910

93



Table 5. Descriptive analysis for students

Item Mean SD
No.6 24 910
No.12 1.20 737
No.18 1.35 .614
No.24 .26 .950
No.30 1.00 .874
No.40 15 910

Figure 1. Teachers’ means for each item
*2=strongly agree,  -2=strongly disagree.

Figure 2. Students’ means for each item
*2 = strongly agree, —2 = strongly disagree.

Comparing the above figures, there are ten items that show the opposite tendency
between teachers and learners. They are:

No.6: It is important for students in the classroom to be taught using only the target
language.

No.l11: It is easier for someone who already speaks a foreign language to learn
another one.
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No.17: I have a foreign language aptitude.

No.21: [ feel self-conscious speaking a foreign language in front of other people.

No.22: If you are allowed to make mistakes in the beginning, it will be hard to get rid
of them later on.

No.23: Learning a foreign language is mostly a matter of learning many grammar
rules.

No.24: L1 use in the classroom means depriving the students of opportunities for
target language use.

No.26: Women are better than men at learning foreign languages.

No.33: It is easier to read and write this language than to speak and understand it.

No.37: People who speak more than one language well are very intelligent.

Of these items, question No. 6 and 24 were “ALL ENGLISH” related items that were
added by the researcher for this study. These teachers had negative perceptions about both
No. 6 and No. 24; in contrast, the learners answered these questions positively. Interestingly,
the university students in this study prefer to use TL or have it used with them more than
their teachers thought. Furthermore, while the learners’ data showed a Mean of .26, a SD
of .95, and a Variance of .90 concerning item No. 24 (LI use in the classroom means
depriving the students of opportunities for target language use.), the teachers’ respective data
showed a Mean of .46, an SD of .72, and a Variance of .52. This result may be interpreted to
mean that the teachers of these participants have stronger beliefs than the university students
do regarding L1 use in the class because of the narrower variance range and negative mean
score.

There were also different tendencies for the other eight items between the teachers and
learners. The mismatches in beliefs appeared to be caused by various reasons which should
be reported in the following qualitative survey. As one of the hints for those reasons, Polat
(2009) suggested that non-native EFL teachers (like the participants in this study) tended to
avoid CLT (Communicative Language Teaching) and content- or task-based instructional
practices, instead embracing grammar-based teaching because of performance anxiety and
lack of confidence in their L2 proficiency (p.238). This might explain the unmotivated
attitude toward TL use only in the class practices in this study as well, because these teachers
were also NNEST (non-native English-speaking teachers). Indeed, most of the teachers have
their own explanations why they use L1 in the class. However, considering that NNESTs are
also TL learners, we must understand this point from the NNEST’s perspectives in an EFL
environment. This should be a different situation, even though the same “ALL ENGLISH”
classes are taught by NESTs (native English-speaking teachers) in Japan.

Although it was not an opposite tendency, regarding the question No.12 which asked
about teachers’ TL use in the class, there seemed to be certain difference between teachers’
and learners’ beliefs. These teachers showed the lower motivation for their own TL use
compared with the learner’ TL use. This point also should be specially mentioned as the
feature of these teachers’ beliefs.

4.2 Factor Analysis

An exploratory factor analysis was conducted in order to identify the underlying
factors and compare them with the teachers’ and learners’ beliefs. Initially, all 40 items were
subjected to a principal components analysis with Promax with Kaiser Normalization,
which converged in three iterations. The factor extraction method was unweighted
least-squares. There were two factors extracted for teachers’ beliefs with eigenvalues greater
than 1, accounting for 79.1% of the variance. Table 6 displays the factor loadings for the two
factors.
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Table 6. Factor loadings for teachers’ beliefs

Factor Loading Matrix

Factor
1(Strategies) 2(Aptitude)
No. 14 . 747 -. 165
No. 31 . 698 123
No. 23 . 644 . 053
No. 25 . 426 . 041
No. 26 -.079 .716
No. 34 . 068 . 600
No. 35 . 031 .521

Extraction: Unweighted Least Squares Method.
Rotation Method: Promax with Kaiser Normalization.
a. Rotation converged in 3 iterations.

For this factor analysis, regarding the teachers’ beliefs, factor 1 was labeled as the
strategies for foreign language learning by the researcher. Originally, item No. 14 (If 1
heard someone speaking the language I am trying to learn, I would go up to them so that 1
could practice speaking the language) and No. 25 (It is important to practice in the language
laboratory) belonged to the category of strategies of communication and learning in
BALLI. The other two items, No. 23 (Learning a foreign language is mostly a matter of
learning many grammar rules) and No. 31 (Learning a foreign language is mostly a matter
of translating from Japanese), belonged to the category of the nature of language learning.
Since these four items ultimately refer to the strategy for language learning, the strategy of
how we should learn foreign languages reflected these teachers’ beliefs. Teachers think a lot
about language learning strategies when they formulate their beliefs.

The other factor was labeled foreign language aptitude, which contains item No. 26
(Women are better than men at learning foreign languages), No. 34 (People who are good at
math and science are not good at learning foreign languages), and No. 35 (Japanese think
that it is important to speak a foreign language). Although item No. 35 belongs to the
learner motivation and expectations category in the original BALLI, the content of the
question might be categorized in the foreign language aptitude category, similar to the other
two items.

Among these items, no item was related with the “ALL ENGLISH” class. Thus, the
teachers’ beliefs in this survey do not reflect a strong perception about the issue of TL use
only in conducting the class (Table6).

In contrast, there were four factors extracted for the university students, which contained
the items related to the “ALL ENGLISH” class (Table7).
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Table 7. Factor loadings for learners’ beliefs

Factor Loading Matrix
Factor

1(General belief) 2 (All English) 3 (Motivation) | 4 (Accomplishment)
No. 26 .564 -.018 . 043 .016
No. 34 .558 . 068 110 . 025
No. 38 . 549 -. 122 .173 -. 028
No. 31 .508 . 046 -. 124 .074
No. 23 .478 . 041 . 061 135
No. 10 .433 . 199 -.202 -. 064
No. 18 -.205 . 673 . 059 . 025
No. 12 . 043 . 564 . 061 -. 080
No. 30 . 086 .510 -. 075 -. 069
No. 24 .193 . 498 -. 102 -.007
No. 14 .135 . 118 . 615 -. 055
No.7 . 146 - 172 .537 -.205
No. 20 -.173 . 155 .419 . 143
No. 36 -. 109 -.052 . 348 .232
No. 37 . 068 -. 145 -. 170 . 647
No. 8 . 064 .032 .097 .388
No. 19 .322 .054 . 056 .338

Extraction: Unweighted Least-Squares Method.
Rotation Method: Promax with Kaiser Normalization.
a. Rotation converged in seven iterations.

First of all, factor 2 was labeled as supporting the ALL ENGLISH class. This

category contained items such as No. 18 (Students should speak (output) in the target
language as much as possible in the classroom), No. 12 (Teachers should speak (output) in
the target language as much as possible in the classroom), No. 30 (“All English” in the
classroom means 100% TL use) and No. 24 (LI use in the classroom means depriving the
students of opportunities for target language use). Since these items were all additional
questions created by the researcher, these learners clearly showed their interest in TL use
only in the class in terms of their beliefs.

Then, factor 1 was labeled as general beliefs for foreign language learning. This
category contained item No. 26 (Women are better than men at learning foreign languages),
No. 34 (People who are good at math and science are not good at learning foreign
languages), No. 38 (Japanese are good at learning foreign languages), No. 31 (Learning a
foreign language is mostly a matter of translating from Japanese), No. 23 (Learning a
foreign language is mostly a matter of learning many grammar rules), and No. 10 (You
should not say anything in the foreign language until you can say it correctly). In contrast
with factor 2, these participants also hold the traditional way of thinking about the language
learning, which showed the inconsistent and unstable beliefs.

Factor 3 was named as motivation and strategy for language learning. It includes
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items No. 14 (If I heard someone speaking the language I am trying to learn, I would go up
to them so that I could practice speaking the language), No. 7 (I believe that I will ultimately
learn to speak this language very well), No. 20 (It is important to repeat and practice often),
and No. 36 (I would like to learn this language so that I can get to know its speakers better).

Finally, factor 4 was named as the image of accomplishment for language learning.
It contains item No. 37 (People who speak more than one language well are very intelligent),
No. 8 (It is important to speak a foreign language with an excellent accent), and No. 19
(Learning a foreign language is mostly a matter of learning a lot of new vocabulary words).
These learners seemed to hope to become intelligent English speakers with excellent accents
and large vocabularies. This finding was obtained from the content of each question item and
the image for these learners’ goals for foreign language learning. Table 19 shows the factor
loadings for the learners’ beliefs.

5. Conclusion

This study focused on the comparison of teachers’ and learners’ beliefs about the “ALL
ENGLISH?” class through a quantitative analysis. The following two research questions were
addressed:

1) What type of beliefs do learners and teachers have regarding using only the TL
(English) in the class?

2) What differences in expectations or discrepancies among learners and teachers about
TL use only in the class are there, if any?

In terms of these research questions, the descriptive analysis showed the learners’
positive beliefs about only using the TL in the class. In contrast, the results also showed
teachers’ subtle or moderate negative beliefs.

Regarding the second research question, the results from the descriptive analysis
showed different expectations about the “ALL ENGLISH” class between teachers and
learners. The university students in this study expected TL use in the class more than the
teachers thought should happen. In addition, the teachers seemed to have slightly negative
perceptions compared with learners regarding using only the TL in the class, as shown by the
narrower variance range and negative mean scores in the data. This result clearly indicates
that each group had different expectations.

Additionally, factor analysis identified the underlying two factors of the teachers’
beliefs, which were strategies for foreign language learning and foreign language
aptitude. In comparison, four factors were identified for learners: general beliefs for
foreign language learning, supporting the ALL ENGLISH class, motivation and
strategy for language learning, and the image of accomplishment for language learning.
This factor analysis indicated the differences between the beliefs of the two groups, and only
learners identified the “ALL ENGLISH” factors as related to their beliefs.

6. Implications

This study investigated teachers’ and university students’ beliefs about using only the
target language (TL) in the classroom. According to the descriptive analysis, teachers’ beliefs
were rather negative about TL use only in the class, which meant these teachers tend to think
much of the importance of L1 use and feel difficulty in using TL appropriately in the class.
This point should be explored in the following qualitative analysis. However, as long as
many learners expect the TL use only in the class, teachers could try to use TL in some more
situations. As the researcher showed the different expectations and discrepancies among the
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participants, the future argument on TL use only in the class issue should include the
perspectives of both teachers’ and learners’ beliefs.

Besides that, according to the factor analysis, the teachers’ beliefs of the participants in
this survey do not reflect a strong perception about the issue of TL use only in the class. In
contrast, there were four factors extracted for the university students, which contained the
item related to the “ALL ENGLISH” class. This factor was named as supporting the ALL
ENGLISH class. Furthermore, it should be specially mentioned that another factor was
named as the image of accomplishment for language learning. These learners were conscious
of the image of accomplishment for language learning as their beliefs. Although teachers
think carefully about language learning strategies when they formulate their beliefs, factor
analysis did not show the factor related with the image of accomplishment for language
learning. Therefore, we may suggest that teachers should take these learners’ expectations
and beliefs into consideration while thinking of the strategies for their classroom practice.
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Classroom practices for teaching global awareness: A case study of
three native English speaking teachers in a Chinese high school

Hongtao Jing
Waseda University

Abstract

Developing intercultural communicative competence has been emphasized in China’s
educational policy and foreign language curriculum. Recent international conferences
highlight the importance of intercultural communicative competence and global
citizenship, and research suggests that teacher education will key to developing
intercultural competence in the highly diverse and globalized world of the next 25
years. To date there is little research on Chinese English teachers’ beliefs and practices
related to intercultural language teaching. To cultivate international talents in high
school, students must develop global awareness and intercultural communicative
competence while learning English, fostering the traits necessary for them to become
global citizens. This qualitative case study was conducted at the Sino-Canadian
program in a Chinese high school. It focuses on three Canadian English teachers and
explores the teachers’ classroom practices related to global awareness. The three
teachers use different teaching methods to develop students’ global awareness,
including reading about global and local issues in an English newspaper, performing
Christmas classroom activities, and teaching drama class. The study finds effective
teaching methods, and explores effective intercultural teaching approaches that
policy-makers and teachers can use to develop global talent in high schools. It will
also help teacher trainers to design effective teacher education programs for
intercultural language teaching.

Keywords: global awareness, intercultural communicative competence, teacher
cognition
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Introduction

Since 2010, the Chinese Ministry of Education has developed global
awareness and international talent, presented in “The National Guidelines for
Medium- and Long-Term Educational Reform and Development (2010-2020)”
(Ministry of Education, 2010). To cultivate international talents in high school, it is
necessary to develop learners’ global awareness and intercultural communicative
competence through English learning, cultivating them to become global citizens.

Global awareness refers to possessing an open mind while actively seeking to
understand cultural differences, making connections between the local and the global,
and developing the knowledge, skills, and attitudes necessary to participate effectively
in the globalized world as a global citizen. Teacher cognition is defined as what
teachers know, believe, and think (Borg, 2006).

Several studies have been carried out on teachers’ attitudes related to global
learning (Clarke & Drudy, 2006; Development Education Association (DEA), 2009;
Ipsos MORI, 2009; McCutcheon, Knipe, Cash & McKay, 2008). Clarke and Drudy
(2006) showed that pre-service teachers were not in a position to adequately meet the
needs of students in diverse classrooms. The Development Education Association
(DEA) (2009) showed that although teachers expressed confidence in discussing
general global issues, many were not confident when teaching about complex global
issues such as environmental sustainability or international poverty. Ipsos MORI
(2009) showed that teachers believed it is important to teach global learning in
schools, that schools should prepare pupils to deal with a fast-changing and globalized
world, and that most of the teachers agreed that thinking about how teaching

contributes to making the world a better place motivates them to continue teaching.

104



McCutcheon, Knipe, Cash and Mckay (2008) showed that the majority of teachers
agreed that it was important for pupils to learn about the global dimension in school,
and three-quarters of the teachers in their study reported that they were aware of
aspects of the global dimension in the revised Northern Ireland Curriculum.

Byram’s (1997) model of intercultural commutative competence was the
theoretical foundation of intercultural language education. However, Byram (2009)
later noted that the model does not suggest “links of dependency or interdependency
among the competences”, and that because it “does not specify in every detail the
intercultural speaker, the prescription of how learners should develop is limited” (p.
325). Houghton (2010) explained that “the model was generated by theory and has not
been reconsidered and revised in the light of empirical studies based on teaching
practices that were inspired by or build upon the original concepts presented in the
model” (pp. 197-198). Consequently, Houghton indicated that the teachers who
wanted to develop intercultural competence in language classroom did not know how
to teach intercultural competence and organize intercultural activities to meet
objectives. Because of this gap between theory and practice, Houghton (2012) and
Yamada (2012) conducted action research to explore critical awareness in foreign
language education. They both explored how critical cultural awareness can be taught
in foreign language classes and how critical cultural awareness emerges. Yamada
(2012) found that foreign language education as such could develop criticality to
some extent, even without targeted instruction. Houghton (2012) developed the
Intercultural Dialogue Model to structure the course of learning to promote
intercultural dialogue in foreign language education.

In China, some studies have examined teachers’ beliefs about intercultural

communicative competence in foreign language education (Han, 2010; Han & Song,
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2011; Zhou, 2011). Han (2010) conducted a quantitative study of English as a Foreign
Language (EFL) teachers’ perceptions of culture teaching in secondary schools in
Xinjiang in China. Han found that “teachers’ devotion of time to culture teaching is
less than the time devoted to language teaching though they express their willingness
to teach culture in language classroom” (p. 288). Han and Song (2011) conducted a
pilot study to investigate Chinese university teachers’ cognition of intercultural
communicative competence (ICC) in an EFL context. They found that the teachers’
conceptualizations of ICC and its relevance to English language teaching were
ambiguous. Intercultural teaching was limited because the teachers were not familiar
with specific aspects of the target culture and the intercultural elements in the teaching
materials. The authors suggested that the teachers needed intercultural encounters,
teaching materials, and professional development for intercultural teaching. Zhou
(2011) investigated Chinese teachers’ beliefs and self-reported practices related to
intercultural competence teaching and found that the participants’ beliefs about
intercultural teaching influenced their teaching practices. Their results suggest that
intercultural language teaching approach is necessary for in-service teacher training.
To date, we only know about the importance of developing students’
intercultural communicative competence and global awareness as emphasized in
Chinese educational policy and in the foreign language curriculum. There is little
empirical research available on foreign language teachers’ actual teaching practices in
the classroom in China. EFL teachers’ practices related to global awareness still
require in-depth exploration. Although the above researchers have investigated
teachers’ beliefs about intercultural competence in China, all of their research has
been quantitative, and qualitative exploration of actual classroom practice has not

been undertaken. Furthermore, teachers’ beliefs about global awareness in EFL
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classes have not yet been widely researched in China.

To address this gap in the literature, Jing (2013) explored global awareness in
China through interviews and observations, focusing on one senior high school’s
English teachers. The present paper is a part of this research trajectory. The purpose
of this qualitative case study is to explore practices regarding the global awareness of
foreign language teachers at one senior high school in Henan Province, China, and to
answer the specific research question: What are the teachers’ classroom practices

related to global awareness?

Methods

Site and sample

The research was performed at one of the highest-performing high schools in
Henan Province, China, including both the regular high school department and the
International Education and Teaching Department (“International Department”). The
regular high school department had 15 classes in each grade, and each class had about
60 students. There were a total of 24 English teachers. Each grade had about 10
teachers.

The International Department was established in 2003 to cultivate talented
students who can adapt to intensive competition and enter a world-renowned
educational institution. The international department includes the Sino-Canadian and
the Sino-Japanese programs. In 2010, these two international programs had 24 classes,
26 native speakers, and approximately 800 students. The Sino-Canadian program had
18 classes and approximately 600 students. The Sino-Japanese program had six

classes and approximately 200 students.
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In 2003, the Canadian Nova Scotia education department and the Henan
education department signed a cooperative agreement that authorized this high school
to run the Sino-Canadian dual certificates and dual languages teaching program,
henceforth referred to as the Sino-Canadian program. The classes are taught by
Canadian teachers using original textbooks from Canada. When students finish the
course, they receive Canadian and Chinese diplomas which allow for the opportunity
to apply for enrollment in any university in the English-speaking world. There are
three grades, and every grade has six classes, from class A to class F. At the time of
the study, every class had about 35 students. There were four English classes every
week taught by 24 native English-speaking teachers, and every grade had two English
teachers.

The participants in the study were six native-English-speaking teachers from
the Sino-Canadian program. In this paper, I analyze three Canadian native English

teachers’ classroom practices.

Data collection and analysis

[ used classroom observation as a data collection method. I also interviewed the
teachers after each classroom observation. When I observed the Christmas class,
drama class, and novel class, I attended the classroom activities. I observed the
international program a total of 16 times and observed 10 teachers. Every lesson was
40 minutes. I observed the newspaper teaching class four times and the drama class
twice (see Table 1). I also observed two Canadian English teachers in grade one, three
Chinese teachers’ English classes, and two Canadian English teachers’ Christmas
classes. I performed all observations in November and December 2010. I also observed

teachers’ meetings for this program six times. I focused on three Canadian
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Table 1
Summary of Classroom Observation Data.

Participant Gender rTnZifll:dnsg Time Date
Cl Male English 4 2010/11/25
newspaper 2010/11/26
2010/11/29
2010/12/20
C2 Male Christmas 2 2010/11/29
2010/12/1
C3 Female Drama 2 2010/11/29
2010/12/1

(“C”) teachers for classroom observation, coded C1, C2, and C3. Each teacher had a
different teaching style and teaching method. These three Canadian teachers’ teaching
methods can stand for intercultural teaching and global learning at every grade in the
international department. I used both qualitative data analysis software NVivo 8 and
analysis by hand for observational data. I also used grounded theory (Charmaz, 2006)
to analyze classroom observation data. First, I conducted open coding by going through
all classroom teaching data, including videos, audio, pictures, and field notes. I then
created several categories to organize the open coding data. Finally, I summarized three
themes about teachers’ teaching practices related to global awareness: English

newspaper reading, Christmas class, and drama class.

Results

The three Canadian English teachers (C1, C2, and C3) had different classroom
practices and used different teaching methods to develop students’ global awareness.
C1 developed students’ global awareness by reading about global and local issues in
an English newspaper. C2 developed students’ global awareness through the study of

Christmas. C3 developed students’ global awareness in drama class.
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Developing students’ global awareness through reading an English newspaper

I observed C1’s class four times and found that his teaching approach includes
multiple steps. First, he initiated group discussions using group assignments that he
drew on the blackboard. Students read the newspaper “21%" Century Newspaper”, a
popular, high-quality English newspaper in China, and they filled in a handout that C1
created. They could use dictionaries to look for new vocabulary. The group members
discussed the handout questions together in English. Second, C1 asked the student
groups to answer the handout questions and he gave them feedback.

Every group chose one member to answer the question. Third, students wrote
and submitted their diaries every week, and C1 read them and gave feedback. C1 liked
to play background music in the classroom, believing that the music makes the students
feel relaxed and enjoy the reading. When I interviewed him at his home, he said that he
liked to play music and to watch music TV shows at home as well.

I observed one of C1’s lessons on November 25, 2010. It was the first lesson
in the morning. The purpose of the class was to develop students’ oral English abilities
and global awareness through reading about global issues in the English newspaper
(November 3, 2010 edition). Global issues here is used in the widest sense, global
issues topics include: world musicians, peace and war, international relationships,
global environment, food safety, world culture, habits and customs, sports, world
cultural heritage, the Olympics, the development of the computer, wild animal
protection, music, energy problems, global warming, and world economy. When the
students had difficulties, they would look up words in the dictionary. They used both
paper dictionaries and electronic dictionaries. Twelve students were not in the

classroom because they were taking a math exam. CI called everyone’s name and he
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divided the class into four groups. Each group had four or five students. The students
began to read the newspaper at 8 AM, and then they did the exercises in the handout.

Selected articles were provided from the newspaper, including: “IT
‘Wonderkid’”, “Time for Population Control”, and “Swiftly Seeking a True Love”.
The reading materials were all about global issues. C1 also included local issues in the
handout. C1 then assigned students to groups.

I attended one group discussion. At the beginning, the students were a little
nervous. I kept quiet and did not disturb their discussion. This group included three
girls and one boy. One boy gave me his newspaper, and he shared one with his partner.
The students’ reading speeds were almost identical.

When the students had difficult questions, they would discuss them together.
Sometimes they discussed in Chinese, perhaps because they could understand the
questions more quickly than when discussing in English. I moved between different
groups and observed each group’s discussion. I found the discussion was inadequately
internationally orientated. The students were mainly focused on the exercises. During
the class, C1 told me about his teaching syllabus.

In this class, the students read about global issues in the newspaper and did
reading practice in the handout. They discussed the questions with partners in their
group. The teacher introduced local issues. The comparison between global issues and
local issues developed students’ global awareness and critical awareness. Because the
teaching materials were about global issues, the students were able to learn more about
the wider world.

All three global issues topics were about culture and were actual issues in
global society. The teaching materials were able to help students learn about other

cultures and acquire global knowledge.
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In the handout, C1 designed four reading activities. The students read the
newspaper and then wrote the answers in the handout. The first reading passage was
based on the newspaper section “the buzz” and was about China and the world. For
examples of short reading sections from “the buzz” (see Appendix A and B).

Appendix C shows a short story of Steve Jobs in reading passage B. Cl
designed some questions for the reading passage:

1. Who is Steve Jobs?

2. Name Apple’s new CEO and state where he previously worked.

3. What was Steve Jobs regarded as?

4. Name the college that Steve Jobs graduated from.

5. In a commencement speech, what did Jobs encourage students to do?

C1 began to discuss the handout with students after they finished the reading.

C1 was able to develop students’ global awareness by asking critical questions. C1’s
questions were not limited to the reading materials—he also asked questions related to
global knowledge. These challenging questions made students think critically and
globally. The following is an example of an interaction between C1 and his students
taken from recorded observations.

C1: Okay, look at the first one in B... Pelagia, who is Steve Jobs?

S1: The co-founder and CEO of Apple.

C1: Name Apple’s new CEO, and where did he previously work? Let’s go.

Who is it?

S1: John Sculley.

C1: John Sculley. Where did he previously work?

S1: Pepsi-Cola.

112



C1: What is Pepsi-Cola? A drink. Yao Ming drinks Pepsi-Cola.

C1: Okay. No. 3, No. 3.

S1: He was regarded as a source of motivation and inspiration by youth.
C1: Does anybody here see Steve Jobs as a source of motivation and
inspiration?

S: Yes.

C1: Yeah, many people would like to be him. Yeah, he was regarded as a
source of motivation and inspiration.

C1: Alan. No. 4, 4. Name the college that Steve Jobs graduated from.

S2: He graduated from Stanford University.

C1: Did he graduate from there?

S2: No.

C1: No, he was a college dropout, he never graduated from it.

S: Haha...

C1: Go back to page four. What is he saying?

C1: The first line, he is a college dropout, just like who?

S: Bill Gates.

C1: Just like Bill Gates... college dropout, never graduated from university
or college.

S3: Bill Gates graduated from Harvard.

C1: In a commencement speech, what did Jobs encourage students to do?
Let’s go... over here. What did Jobs encourage students to do?

S4: Jobs encouraged students to follow their heart and intuition.
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C1: Yes, follow your heart and intuition. Now, last year, in the article in the
paper, they had an interview with a Chinese guy—who is the Chinese guy
who studied Chinese Google?

S: Oh...? Google?

C1: Li Wei. Yeah, Chinese Google.

S4: Chinese Google?

S5: Li Kaifu.

S6: No.

C1: Okay, anyway, that guy said the same thing. “Do what you enjoy doing;
do what you enjoy.” That is why he made his money. He did what he likes to

do. That is something he wants to do. Okay?

Reading passage C in the handout was “Time for population control?” It
discussed the time-sensitive need for population control in China. The middle
paragraphs introduced the population situation in large cities in China. Appendix D
shows one part of this reading. At the end, the article asks: “What do you think?
Should large Chinese cities seek to control the size of their population?” Yes and no
were given as options, and three reasons were given to support the arguments.

In the handout, C1 asked five questions:

1. Give some of the reasons the article lists for having population control.

2. What was the population of Beijing earlier this year?

3. Who has put forth plans to control urban population?

4. In your opinion, is Zhengzhou doing enough to deal with its population

growth? Explain.
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5. In your opinion, do cities need to put controls on their population

growth? Why?

C1 designed Question Four based on a local issue. Because the school is
located in Zhengzhou City, C1 designed the question to ask about population control
in Zhengzhou. In the group discussion, students were very interested in this question.
C1 asked questions to develop students’ critical global awareness by comparing the
global and local issues. For example, C1 asked, “What do you think about the
population in Zhengzhou?”

The examples provided above demonstrate C1’° approach to global awareness
teaching. He used the “21st Century Newspaper” to introduce global issues and foster
intercultural knowledge on topics including slimming drugs, final polls for the United
States president, Steve Jobs’ biography, and China’s population control problem. C1
developed students’ critical thinking, which is an aspect of global skills under the
framework of global awareness. The classroom discourse related to the reading
passage on Steve Jobs illustrates one way that C1 developed students’ global attitudes.
He mentioned Jobs’ speech to encourage students to follow their heart and intuition.
C1’s class practice supported the teachers’ beliefs about the objectives of foreign
language education: to develop students’ global awareness and to educate them to be

global citizens.
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Developing students’ global awareness through Christmas

I observed C2’s lessons three times. These lessons were all about Christmas.
Christmas had not yet come, and all of the Sino-Canadian classes began to prepare to
celebrate Christmas. Each Christmas class would be evaluated in the term scores.

Christmas class was only one day long. The students prepared the class, and the
teacher celebrated with the students. The students bought Christmas trees, hats, red
cloth, colorful lights, and candles. They decorated the classroom very beautifully. I
attended three classes’ Christmas activities and documented them with photos and
videos.

I will describe the approach to Christmas used by Class #20 of Grade Three. C2
wore a Christmas hat and red clothes. All of the students wore red Christmas hats.
“Merry Christmas” was written on the blackboard. There was a big television in the
front of the classroom. The television was playing a Christmas carol. The students
watched the screen and sang the Christmas carol.

The students were divided into six groups of five students, with each group
occupying one row of the classroom. Students sang the Christmas carol row by row,
with each row standing up, singing their line and sitting down again very quickly. The
students sang the song for about four minutes, after which the teacher and students
applauded.

The class was decorated interestingly, with many colorful paper footprints on
the floor close to the window. The footprints were lined up in a row that extended to
the back of the classroom. A big blackboard on the wall in the back of the classroom

displayed a picture of Santa Claus, a Christmas sleigh, and two deer, and there was a

116



row of Christmas trees with colorful lights. Many photos from students’ travel were
posted on the walls.

C2’s Christmas lesson demonstrates how global learning activities can develop
students’ global awareness. During the preparation for Christmas, students learned
about Christmas, and they also developed global attitudes like openness and tolerance.
In the Christmas lesson, they developed their English language skills when
communicating with their Canadian teacher. C2’s Christmas classroom practices
supports teachers’ beliefs about the importance of global awareness and the
relationship between global awareness, language, and cultural learning in the

curriculum.

Developing students’ global awareness through drama class

I observed two drama classes in the Sino-Canadian program. I had heard from
the teachers of the Sino-Japanese program that the drama class was very interesting.
The students liked it and gave high evaluations. The drama class is an intercultural
experience that can develop students’ intercultural communicative competence.

The lesson described occurred in the No.10C class of grade three on
November 29, 2010, held at the Art and Sports Center. I observed and videotaped the
class with permission. The classroom was very big—the size of a basketball court.
The drama class lasted for 80 minutes rather than 40 minutes, and drama lessons
occurred only once weekly.

There were 30 students and four teachers in this class. One teacher was a
Chinese teacher, and the other three were Canadian English teachers. C3 was the
drama teacher, and the other two teachers were observers. C3 and the Chinese teacher
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taught the drama class together. The Chinese teacher was a teaching assistant who
helped the Canadian teacher when she had trouble in the classroom. Because C3 was
about to become the chief of the Sino-Canadian program and would therefore no
longer teach drama, the two young Canadian teachers attended the class to learn how
to teach drama.

C3 taught “Cinderella”, a fairy tale known worldwide that is very popular in
China. The drama class followed four stages. First, C3 explained the drama
background and taught a song, “Did She Mention My Name”. Second, C3 told the
story of “Cinderella”. Third, the students practiced performing the drama in groups.
Fourth, each group acted out the drama. At the beginning of the class, all of the
students brought chairs and sat in one corner around the teacher. C3 stood at stage
right. I stood to the left of the teacher and students to observe and document the class.

To start, C3 explained the drama’s background and taught the class a song,
giving each student a handout containing the song’s lyrics. C3 posted a note on the
wall. She discussed literary devices such as metaphor, simile, hyperbole, and subtext.
She gave an example: “the cherry lips, and lips like cherry”. She also explained how
to use hyperbole and subtext. After explaining the drama, C3 taught the song sentence
by sentence. Then she asked the students to find the simile, exaggeration, and subtext
in the song.

After C3 explained the drama’s background, she said that she would tell a
story for dramatic performance. All of the students moved to the middle of the
classroom and sat around the teacher in a circle. C3 told the story of “Cinderella”. C3
said that the story was a little different from the one that people widely known, and
that it comes from Canadian folk history. C3 said that Cinderella’s mother died and

was buried in the garden. Her stepmother was not kind to her. C3 asked the students,
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“Do you like this story? Or do you not like it?” Each student listened to the story
carefully and took notes.

When C3 finished the story, she asked the students to select a scene and to act
it out. The students were divided into eight groups of on average four students. One
Canadian teacher attended a group and played the role of Cinderella. The students
began to practice the scenario while C3 walked up and down the classroom and gave
them guidance.

The eight groups performed their scenes one by one, and I filmed their
performances. While one group performed, the other students watched. The students
gave warm applause for the exciting performances. C3 gave guidance and evaluated
groups on the side. Sometimes C3 interrupted students’ performances and asked
questions such as “What do you think of the role? And what are you imagining when
you play this role?” C3 listened and explained the roles. In one group, C3 interrupted
the students’ performance and asked the other two students in the group, “How did
you design the plot?” Then C3 again asked the students who were acting, “What do
you think?”” Five groups performed before the end of the class; the other three groups
were to perform their scenes the following week.

In this class, C3 taught drama knowledge and reviewed it using a song. The
song made students respond positively, be highly motivated, and enjoy attending the
drama activity. Students acquired cultural knowledge through the story of
“Cinderella”. During the drama performance, the teacher developed students’ critical
thinking skills by asking students to describe their attitudes and thoughts about the

roles.
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Discussion

I conducted this case study of three Canadian English teachers in the
Sino-Canadian program at a high school in Henan Province, China. The purpose of
the study was to explore how these teachers develop students’ global awareness
through classroom practices. The three teachers used different teaching methods to
develop students’ global awareness. C1 developed students’ global awareness through
reading about global and local issues in an English newspaper, C2 developed students’
global awareness through Christmas, and C3 developed students’ global awareness in
drama class.

Teachers and students require global awareness, and reading about global
issues in an English newspaper is a common and effective way to learn about a wider
world and develop global thinking. A 2010 survey of the general public in the UK on
behalf of the Development Education Association (DEA) by Ipsos MORI (Hogg &
Shah, 2010) found that the media is by far the most important place for people to
learn about global issues outside of school. They found that TV programs and
newspapers are the most common sources of information on global issues outside of
school. They also found that “regularly reading, listening, or watching media about
global issues encourages an outward-looking attitude, and they are very important
ways for people to learn more about these issues” (p. 3).

In this case study of these three Canadian English teachers, C1 used the 21%
Century Newspaper in English class; he also created a handout for every class. In his
class, the English newspaper was the most important source for high school students
to learn more about global issues. Those students at the Sino-Canadian program who

regularly read English newspapers about the wider world had significantly greater
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global awareness and intercultural critical awareness about a wide range of issues.
Through group work and interactions with teachers, the students were able to develop
their global awareness.

Group dynamics is an effective approach to develop students’ global
awareness, and all three teachers in this study used group dynamics in the classrooms.
Dornyei and Murphey (2003) suggested that changing the placement of chairs is often
able to enhance learning. The placement of chairs and desks has a substantial
influence on the classroom. Seating arrangements should suit different activities. The
teacher can make an interactive class by changing the furniture arrangement. Desks
can be moved different ways to provide a semi-circular seating structure, a circular
seating structure, ad hoc clusters of chairs/desks, or to remove desks entirely (Dornyei
& Murphey, 2003).

In the three cases discussed here, the teachers frequently changed the
arrangement of the furniture. C1 liked to use ad hoc clusters of chairs/desks. This kind
of arrangement is useful for small-group activities. C1 was not present in the students’
primary group communication. Instead, the students grouped together and discussed
the questions. C3 also used this spatial arrangement to teach drama techniques and
acting performances. However, when C3 told the students the story, the seating
arrangement was circular. Sitting in a circle could help foster interpersonal attraction
and involvement; it makes everyone feel friendlier than in other arrangements.

Canadian teachers and Chinese English teachers used seating differently. In
the regular high school department, I observed that the Chinese teachers did not
usually organize the classroom according to group dynamics. Their regular teaching
method was based on teacher-centered teaching, and the furniture arrangement was a

traditional forward-facing teacher-fronted seating structure. This is appropriate if
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communication is planned only between the English teacher and the whole class.
However, Dornyei and Murphey (2003) pointed out that this spatial structure has
several disadvantages from the perspective of group dynamics: “it creates inequality
among students, it enforces teacher-dependency, and it is an obstacle to group
processes” (p. 80).

Songs and music can relax the students and make them enjoy learning.
Doérnyei and Murphey (2003) gave some general musical recommendations that the
teacher can follow to choose soft background music: “no music when the teacher is
talking; soft music at the beginning of pair or group work, stopped when the teacher
wants to call back the attention to the front of the room; very soft classical music for
reading or solitary seat-work™ (p. 87).

In the three classes discussed here, songs and music played an important role
in developing students’ global awareness. C1 was good at using music in the class,
and CI’s musical choices followed Dornyei and Murphey’s recommendations. Cl
chose the music and songs that the students liked. This is a good way to acquire
global knowledge. It motivated students to enjoy the discussion of global issues in the
English newspaper class. In C2’s class, students sang a Christmas song together. Each
classroom played Christmas songs during the Christmas classes. Students learned
about the culture of Christmas and developed their English language skills and
communicative skills. In C3’s class, in order to help students to understand some of
the features of drama, including simile, exaggeration, and subtext, she taught students
Gordon Lightfoot’s song “Did She Mention My Name”. Students acquired drama
knowledge by singing the song.

Drama class was very well received in the international department, and C3

developed students’ global awareness in drama class. Fleming (2004) emphasized that
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teaching and learning through drama is a valuable form of intercultural education. He
summarized five overlapping ways that drama can promote cultural and intercultural
awareness: “use of drama in the modern language classroom, making theatre in a
foreign language, exploring cultures through theatre traditions, exploring other
cultures through ‘process’ drama, [and] looking at one’s own culture through drama”
(p. 114). C3 used drama to teach students English and to develop global knowledge.
The students explored different characters’ psychological states in the story of
“Cinderella” through roleplaying. C3’s drama class promoted global skills such as
language skills, communication skills, and critical thinking skills.

The findings correspond well with Byram (1997) and further support the
concept of critical culture awareness. Group dynamics are an effective way to develop
students’ global awareness, and all three Canadian English teachers took advantage of
group dynamics in the classrooms. My findings therefore support Doérnyei and
Murphey’s (2003) group dynamics theory and Fleming’s (2004) five ways to develop

intercultural awareness.

Conclusion

The primary purpose of this study was to explore the practices of foreign
language teachers related to global awareness in one Chinese senior high school. In
the international department, teachers developed students’ global awareness by
researching and discussing global issues in the English newspaper, Christmas class,
and drama class.

These three teaching methods are valuable for global learning. They could be

taught to other English teachers at the study high school to develop global awareness.
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Group dynamics, songs, and music were key ways that the teachers promoted global
and intercultural awareness.

These findings have implications for curriculum design, teacher professional
development, and English teaching course material development. I hope that it can
help teachers to think about global awareness in addition to language skills. I hope
this study also will help school leaders emphasizing global awareness to organize
more global learning activities inside and outside of school. It could also help
policymakers to consider the concept of global awareness based on teachers’ beliefs
and practices.

This study was a qualitative case study, and it only focused on one senior high
school’s English teachers in China. A quantitative study of teachers’ global awareness
beliefs such as a large-scale survey study could be conducted to provide a more

general perspective on Chinese EFL teachers’ beliefs about global awareness.
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Appendix A. Example article “Slimming drugs” employed by Teacher C1 for English

language education

Slimming drugs

Fifteen slimming drugs, including Qumei and Aoquqing, have been recalled as
recent research indicates that they contain an ingredient which could lead to increased
instances of heart disease and strokes. The ingredient, sibutramine, is commonly found
in slimming medications and acts by altering the body’s metabolism. The Food and
Drug Administration (FDA) in the US banned the substance in early October.

Slimming drugs. (November 3, 2010). 21°' Century Newspaper, p. 2.

Appendix B. Example article “All but certain” employed by Teacher C1 for English

language education

All but certain

Final polls indicate that the American Democrats are “all but certain” to lose
control of the House of Representatives as well as see their Senate majority slashed in
the US midterm elections on November 2. Democrats and Republicans go
head-to-head for all 435 seats in the House of Representatives as well as 37 Senate
seats and a further 37 governor’s seats. The economy and President Barack Obama’s
healthcare reform plan form the election’s main battleground.

All but certain. (November 3, 2010). 27* Century Newspaper, p. 2.
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Appendix C. Example article “IT “Wonderkid’” employed by Teacher C1 for English

language education

IT ‘Wonderkid

Steve Jobs, 55. The co-founder and CEO of Apple

“Innovation distinguishes between a leader and a follower.”

College drop-out Steve Jobs lured John Sculley away from Pepsi-Cola to
serve as Apple’s CEO. Jobs asked him: “Do you want to sell sugar water for the rest
of your life, or do you want to come with me and change the world?”

The “wonderkid” of Silicon Valley was known for pulling off seemingly
impossible feats. He gave the world the first successful, mass-produced personal
computer (PC), the Apple, and reinvented it years later by creating the Mac.

He made a successful business out of creating PCs that were not only
user-friendly but were also aesthetically pleasing. He was regarded as a source of
motivation and inspiration by youth.

Check out: Stanford University Commencement Speech, 2005. Jobs
encouraged students to follow their heart and intuition.

Fan view: “Apple was at death’s door when Jobs came back. Few people were
willing to take a risk with it. But he stood out. He always dares to make changes.”

Luo Bi, 27, a senior director in Walmart, Shenzhen, China

IT ‘Wonderkid’. (November, 3, 2010). 21* Century Newspaper, p. 4.
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Appendix D. Example article “Time for population control?” employed by Teacher

C1 for English language education

Time for population control?

Many of China’s large cities are bursting at the seams. They are afflicted by
rapidly growing populations and limited space.

There are too many cars for the roads, too few parking spaces, and growing
demands on public transport, water, electricity and the jobs market.

Earlier this year, Beijing announced that its population had reached almost
20 million, a full decade earlier than estimated.

Time for population control? (2010, November 3). 21* Century Newspaper, p. 7.
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