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1. Introduction

The development and expansion of technology into foreign language teaching
have been evident in the studies of language laboratories (hereafter LL) and
computer-assisted language learning (hereafter CALL). Influenced by changes in
advanced technology, some researchers have asserted “teachers must therefore meet
the challenge of this continually evolving technology and embrace CALL as a
powerful instructional partner” (Fotos & Browne, 2004, p. 12). However, has
technology actually improved language learning? Have we received the benefit of
the use of technology in foreign language teaching? Provided that the answer is
positive, why do we often experience difficulties when we use technology in foreign
language teaching? Why do we have to deal with troublesome and complicated
systems in CALL classrooms? Why do we have to spend valuable time on
troubleshooting software and hardware glitches, even though we are foreign
language teachers? Above all, why do we have to adjust our way of teaching to
accommodate the technological features of LL and CALL classrooms?

Considering the history of the use of technology in education, we can find many
examples to illustrate the problematic situations described above: Moore, Morales,
and Carel (1998) reported that teachers in general barely used technology such as

the Web, e-mail, and CD-ROMs in the classroom. Yang (1998) highlighted the

difficulties of setting up networked multimedia environments for language education.

Cuban, Kirkpartrick, and Peck (2001) said that the installation of technology in
educational settings has seldom led to its widespread use by teachers and students.
Adams (2003) said that Microsoft” spent an estimated $2.5 million on developing
interactive reference CD-ROMs for children, but the project failed because of the

developers’ lack of understanding of the target audience. In the Japanese context,

Shimizu, Yamamoto, Horita, Koizumi, and Yoshii (2007) insisted that although
technology was pervasive at the individual level, it has hardly been used effectively
in the classroom. The author of this dissertation had participated in many projects to
develop language teaching materials. These included English, Chinese, and Japanese
software and systems development, which involved a great deal of his time and
efforts. However, there was no continuity in the use of these materials once the
initial projects were completed. The end of funding implied the end of the projects.
The change of staff indicated the change of the projects.

What do these cases tell us? What should we learn from these cases? While
some problems will be solved by technological advancements, most of the problems
seem to arise from the technology-driven perspective of CALL in which people
firmly believe that technology itself improves language learning.

There was a very well-known debate on the use of media in education with
regard to its effect. Clark (1983) said, “media do not influence learning under any
conditions” (p. 445); he subsequently claimed, “media will never influence learning™
(Clark, 1994, p. 21). In response to Clark (1983, 1994), Kozma (1994) emphasized
the importance of understanding interactions between technology and learners.
According to him, Clark (1983, 1994) treated media as mere vehicles for
transmitting information to learners and ignored the relationship between the media
and cognitive and social processes in the learning environment. A few years later,
Joy IT and Garcia (2000) responded to the debate and outlined a question for the use
of media in education as follows: “What combination of instructional strategies and
delivery media will best produce the desired learning outcome for the intended
audience?” (p. 33)

Since the late 1990s, the perspective of CALL research has broadened beyond

the simple measurement of its effectiveness (Egbert, 2005; Warschauer, 1998). Kern
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(2006) clearly stated that “there is consensus in CALL research that it is not
technology per se that affects the learning of language and culture but the particular
uses of technology”™ (p. 200). In addition, he stressed the importance of both
teaching methods and the teacher for successful CALL practices. However, we still
witness studies that proclaim the positive effect of the use of technology in language
teaching, simply comparing the progress in the linguistic abilities of students in
CALL classrooms with those in non-CALL classrooms. Furthermore, there has been
an ever-increasing pressure from society and the market to use technology in
educational institutions. As a result, schools attempt to purchase advanced
technology without questioning its worth and exhibit it as if it would effortlessly
bring successful results in education.

Whenever the author noticed advanced technology installed in CALL
classrooms, he wonders who is going to use it, how, and why we need to use it.
There must be other ways of using technology that provide teachers with greater
flexibility and spontaneity, and there must be appropriate ways of using technology
in the Japanese EFL context.

In the midst of research, I came across a book by Suri and IDEO (2005) and
encountered the concepts of “normalisation” (Bax, 2003) and “integration”
(Warschauer, 1998, 2004). The book includes many pictures. The pictures captured
scenes from everyday life as well as street objects. Although the pictures simply
showed very common scenes from everyday life, they revealed how people use tools
and interact with the surrounding environment in a particular context. The book also
presented the concept of “thoughtless acts” (Surnt & IDEO, 2005, p. 164), which
means that we act and use tools without too much thought in a given context of
everyday life. According to Norman (1988), we use more than 20,000 everyday

things, but we barely remember them because they have been embedded in the

3

context in which they have been used. We use keys, cups, pens, and chairs without
thinking about them too much. In 1998, Fukazawa, a product designer and founder
of IDEO Tokyo office, had a workshop titled “without thought” (Fukazawa &
Diamond Design Management Network, 2007). He devised a concept, “design
dissolving in behavior,” and re-designed everyday things in the workshop. During
the workshop, he said that people acted and behaved in response to a given context
of a surrounding environment, and tried to find the meaning and function of tools
from time to time in the context, which had been embedded in their everyday life
(Fukazawa, 2005).

Similarly, Bax (2003) devised the concept of normalisation. Normalisation
means the stage when technology becomes invisible, embedded in everyday practice.
According to him, everyday things such as a wristwatch, pen, book, and shoes have
become normalised, so that we use them without too much consideration. He
asserted that technology in foreign language teaching should be normalised and that
normalisation can be an end goal of CALL research. Warschauer (1998) used the
term “integration” and said “the truly powerful technologies are so integrated as to
be invisible” (para 11). In the focus issue of The Modern Language Journal
featuring the latest CALL studies, Lafford (2009) also emphasized the importance of
finding a way to integrate technology into teaching practices in a given local context
beyond “the prevailing drill-and-kill exercises for learning vocabulary and grammar™
(p. 676).

In this way, the concepts of integration and normalisation have become
particular interests of the author, and have consequently led him to believe that it is
important to re-design technology use in foreign language teaching. Bax (2003)

mentioned that future CALL practices should be as follows.



They [computers] will not be the center of any lesson, but they will play a part
in almost all. They will be completely integrated into all other aspects of
classroom life, alongside coursebooks, teachers and notepads. They will go

almost unnoticed. (p. 24)

The author believes that Bax’s outline of practices described above clearly indicates
the direction of future CALL research and the concepts of integration and
normalisation of technology use in foreign language teaching.

I started my dissertation project base on this line of research. The purposes are
as follows: (a) to qualitatively investigate factors that impede teachers’ use of
technology in foreign language teaching, (b) to propose a teaching model, which is
based on an ecological perspective and viable in the Japanese EFL context, for
ameliorating the impeditive factors and achieving integration and normalisation of
the use of technology in foreign language teaching, and (c) to investigate the
efficacy of the model quantitatively and qualitatively. To these ends, this
dissertation includes seven chapters. Chapter 1, the current chapter, presents the
research background and outline of the dissertation.

In the first half of Chapter 2, a review of the use of technology in foreign
language teaching from a historical perspective is provided. The history of the use of
technology is divided into three phases and the features in each phase are explained.
In the second half of Chapter 2, new concepts for future CALL research, integration
and normalisation (Bax, 2003; Chamber & Bax, 2006; Warschauer, 1998), are
presented. These concepts aim at integrating technology into teaching practices.
They are perceived as an end goal of CALL research (Bax, 2003). However, we can
easily observe situations where teachers experience difficulties in using technology

and find the systems and instruments in LL or CALL classrooms to be cumbersome

and troublesome. These situations indicate that integration and normalisation are yet
to be achieved in most educational settings (Chamber & Bax, 2006).

Many studies have been conducted to illustrate these dire situations (Edasawa,
Takeuchi, & Saeki, 1994; Kessler, 2007). Zapata (2004), however, criticized those
previous studies and claimed that it was important to observe the actual use of
technology by teachers in a local context wherein technology was being used.

In parallel, since integration and normalisation became important issues, a new
trend in CALL research and practices has been observed, in which traditional
comparative studies have become obsolete. Lafford (2009) said, “[as] technology
becomes more ubiquitous and invisible, it is extremely difficult to find a true control
group that uses no technology to learn an L2 (p. 684). As a result, CALL research
has been moving toward more “integrative” (i.e., holistic) studies of the use of
technology and teaching practices in given local contexts.

In addition, since the discussion about integration and normalisation has just
begun, longitudinal studies that aim at examining the process of attaining integration
and normalisation of the use of technology in foreign language teaching have yet to
be conducted to the best of the author’s knowledge. Further, actual pedagogical
models aiming at integration and normalisation have yet to be fully investigated in a
real educational setting (Neumeier, 2005; Parks, Huot, Mamers, & Lemonnier,
2003; van Deusen-Scholl, Frei, & Dixon, 2005). On the basis of the aforementioned

trend in the literature review, the following three research questions are formulated:



1. What are the faciors that impede the use of technology by teachers in

the Japanese EFL context?

2. Which teaching model (based on a theoretical perspective) is feasible
Jor attaining integration and normalisation of technology use in foreign

language teaching in the Japanese EFL context?

3. Does the teaching practice based on the model really have the expected

effects?

Chapter 3 (Study 1) explores the use of technology in foreign language teaching
by teachers and investigates the factors that impede integration and normalisation of
the use of technology in teaching contexts. Qualitative methodologies such as
interviews and classroom observations were used to explore the context in which
foreign language teaching actually occurred with the aid of technology. As a result,
three factors namely, (a) Technology factor, (b) Environment factor, and (c)
Institution factor that seemed to be impeding the use of technology were found. This
result indicated that the use of technology should be investigated totally in the
context. An ecological perspective, which explores the use of technology within the
totality of the context in which actual language teaching occurs, was thus adopted in
this dissertation to achieve integration and normalisation. In addition, to ameliorate
the impeditive factors and bring the perspective into effect as a teaching practice,
both the limitations of CALL in a narrow sense, which confine the use of computers
to inside the classroom, and the importance of shifting CALL to TELL (technology-
enhanced language learning, Dreyer & Nel, 2003; Warschauer, 2005), which
extends the use of technology to outside the classroom by means of the Internet,

were emphasized.

In Chapter 4, to integrate technology into a teaching practice, the “cyclic model
of learning” (hereafter CML, Takeuchi, 2007b) based on the ecological perspective
is introduced. The most distinctive feature of the CML is to integrate in-class
teaching with outside-the-class students’ self-learning, which is indispensable for
successful foreign language learning, with the aid of technology, paying special
attention to the Japanese EFL context.

In Chapter 5 (Study 2), a teaching model based on the CML is tested on college
undergraduate students. The influence of the teaching practice on (a) the
improvement of students” English ability and (b) the manner in which the instructor
conducts lessons was investigated. The results confirmed that there was a positive
influence of the practice.

In Chapter 6 (Study 3), the CML-based teaching practice is tested again, but,
this time, on public lower secondary school students to confirm the applicability of
the practice to a larger context. The results indicated that the practice based on the
CML had a positive influence on students’ learning and the manner in which the
teacher conducted lessons. The applicability of the model to a larger context was
thus confirmed.

In the last chapter, some limitations of the studies are addressed, and the
research findings in this dissertation are summarized. Moreover, pedagogical

implications and suggestions for future research are presented.



2. Literature Review

The purposes of this chapter are (a) to review the use of technology in foreign
language education from a historical perspective and (b) to discuss the current status
of research in CALL, utilizing two key terms: integration and normalisation (Bax,
2000, 2003; Chambers & Bax, 2006; Warschauer, 1998, 2004). The history of the
use of technology in foreign language teaching can be divided into three phases with
regard to teaching approaches and technology available at that time (Bax, 2003;
Fotos & Browne, 2004; Kern, 2006; Levy, 1997; Takeuchi, 2002a; Warschauer,
1998, 2004). In this chapter, the specific features of each phase are reviewed, and

the research questions proposed in Chapter 1 are discussed with regard to them.

2.1 1940s-1960s

Fotos and Browne (2004) mentioned that the first phase of CALL was devised
and developed in the 1960s and 1970s. In the broadest sense, however, we can see
the use of technology in foreign language teaching well before the 1960s. The
rudimentary form of LL appeared on the scene around 1880 (Takeuchi, 2002a), and
the first practical LL system was launched at Middlebury College in Vermont, USA
with 10 booths in 1929 (Hocking, 1967; Takeuchi, 2002a). In the 1940s, the LL
system was used mainly for intensive language training courses in the army and
achieved significant results (Chastain, 1988)." Thereafter, in the 1950s, the locus of
the use of the LL system shifted from the army to higher educational institutions
(Hilton, 1964; Hocking, 1967).% Structural linguistics and behaviorism provided a
theoretical foundation to the practice of using LL systems, and this foundation was
combined to create the Audio-Lingual Method (Chastain, 1988; Kohno, 1972;

Takeuchi, 2002a).” In the Audio-Lingual Method, teachers gave students simple

drill-and-practice programs in the target language, and the students were expected to
precisely emulate the models given in the programs until they could orally repeat
them effortlessly.! Computer software developers soon realized that drill-and-
practice activities could be executed on computers because of their simple and linear
character (Levy, 1997). However, we had to wait until the 1960s to see a pioneer
project of CALL (Fotos & Browne, 2004).

Levy (1997) noted that CALL had its genesis in the Programmed Logic for
Automatic Teaching Operations (PLATO) project, which was initiated at the
University of Illinois in 1960 and considered to be the first computer-assisted
instruction system. In the 1960s, programmable microcomputers that cnabled
teachers to create a simple linear-type practice were also developed and introduced
into the market. In this period, although interest in the use of technology shifted
from LL to CALL, structural linguistics and behaviorism were still predominant.

Warschauer and Healey (1998) devised the term, “Structural CALL,” to identify
this period. Similarly, Bax (2003) presented the term, “Restricted CALL,” which
means that everything used for foreign language teaching at the time, such as
theories, hardware, software, and activities, was relatively restricted. According to
Bax (2003), “Restricted CALL” dominated language teaching from the 1960s until
about the 1980s. He also emphasized that “Restricted CALL” is not a thing of the
past, but exists and is used in many places.’

By the end of the 1960s, however, the structural linguistics and behaviorist
approaches were being challenged by a more cognitive approach—the Cognitive
Code Learning Approach (Bax, 2003; Fotos & Browne, 2004; Levy, 1997; Takeuchi,

2002a; Warschauer & Healey, 1998; Warschauer, 2004).



2.2 1970s-1980s

The Cognitive Code Learning Approach was based on transformational
generative grammar, which is a linguistic theory associated with Chomsky (1957),
and on cognitive psychology. In this approach, language became an object that was
discovered rather than taught. In parallel, yet another teaching method, the
Communicative Language Teaching Method, was introduced in Europe, and the
emphasis in language learning shifted from accuracy to fluency (Chastain, 1988;
Kohno, 1972; Mitchell & Vidal, 2001; Takeuchi, 2002a).°

In addition, more advanced forms of microcomputers became available in this
period, which allowed motivated language teachers to write simple CALL programs
(Levy, 1997) and learners to study with the interactive sofiware (Fotos & Browne,
2004). The potential of CALL was recognized and this led to the appearance of
specialized journals, such as the CALICO Journal, which first appeared in 1983, and
the ReCALL, which first appeared in 1989. In the UK, the government-funded
National Centre for Computer Assisted Language Learning was established in 1985.
Computer-Assisted Instruction and Computer-Mediated Communication became
common terminologies. In this period, CALL came closer to fulfilling Levy’s
definition: “The search for and study of applications of the computer in language
teaching and learning” (Levy, 1997, p. 1).

Warschauer and Healey (1998) categorized the practices in this period as
“Communicative CALL,” which corresponded to the spread of communicative
teaching approaches. Meanwhile, Bax (2003) devised the term, “Open CALL,”
which means CALL became relatively open in many aspects in comparison with
“Restricted CALL” in the previous phase.

The features in the 1970s-1980s can be summarized as follows: the decreased
influence of the Audio-Lingual Method led to the creation of several other teaching
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approaches. In addition, there was increased availability of computers and evolution
of practices with computers. Along with the development of technology and
practices, professionals and educators became more interested in observing the
interrelated process between teachers and learners in CALL. Levy (1997) said “the
1980s were a highly creative decade” (p. 3).

The latest turning point of CALL research happened in the late 1980s. During
this period, sociocultural perspectives that place greater emphasis on language use in
social contexts started gaining attention. As a result, many researchers and educators
were moving away from communicative cognitive perspectives to more social or

socio-cognitive oncs (Warschauer & Healey, 1998).

2.3 1990s and Later

Sociocultural perspectives are based in large part on the work of Vygotsky (1986).
According to sociocultural perspectives, an individual, at any given moment, is the
product of his/her ontogenetic history. Learning is not a one-way process from a
teacher to students, but a successive outcome of being a competent member of the
community to which students belong. The situation, context, and interrelationship
among the constituent members are important and can be resources that influence an
individual’s self-development (Donato & Mccormick, 1994; Frawley & Lantolf, 1984,
1985; Lantolf, 2000, 2006; Lantolf & Pavlenko, 1995; Mitchell & Vidal, 2001).

Since the advent of sociocultural viewpoints, research spectrum has broadened
and technology has been considered to be a part of the environment of foreign
language teaching, rather than an optional or supplemental instrument. As a result,
how technology should be integrated into all other aspects of foreign language
teaching has become one of the most important issues of CALL research (Bax,

2003; Kern & Warschauer, 2000; Warschauer, 1998, 2004, 2005).
12



In line with the aforementioned changes, Warschauer and Healey (1998)
devised the term, “Integrative CALL,” which attempts to integrate various language
skills and technology fully into language learning process. Bax (2003) also devised
the term, “Integrated CALL,” and the concept of normalisation, that is to be

elaborated on in the next section.

2.4 New Concepts and Trends in CALL Research
2.41 New Concepts in CALL Research

The concept of normalisation is the stage at which the use of technology is truly
integrated into practice and the physical existence of technology goes unnoticed
(Bax, 2003).” For example, a wristwatch, a pen, and shoes are all technologies, yet
we hardly even recognize them as technologies because they have become
normalised in our everyday practice.® Bax (2003) called normalisation the final
stage of CALL and this concept has provided a new theoretical perspective, an
ecological perspective, on the use of technology in foreign language teaching.

Warschauer (1998) also mentioned that:

The truly powerful technologies are so integrated as to be invisible. We have no
‘BALL' (book-assisted language learning), no ‘PALL’ (pen-assisted language
learning), and no ‘LALL’ (library-assisted language learning). When we have
no ‘CALL,” computers will have taken their place as a natural and powerful

part of the language learning process. (para 11)

However, the stage of integration and normalisation has yet to be achieved in

most educational settings (Chambers & Bax, 2006). Several studies have been
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carried out to identify factors that contribute to hindering the use of technology. For
example, Kessler (2007) conducted a Web-based survey of 108 graduates of MA
TESOL programs, and concluded that poor quality and limited quantity of CALL-
related teacher preparation programs had a significant effect on teachers’ (non-)use
of technology. Edasawa, Takeuchi, and Saeki (1994) conducted a large-scale survey
of 454 schools in which LL facilities had been used, and pointed out the factors that
prevented teachers from using technology in foreign language teaching, such as
difficulties in using the facilities and lack of supports.

Zapata (2004), however, criticized the previous studies and claimed that it was
important to investigate teachers’ actual use of technology embedded in the “context”
where technology was used. She said “most of the existing studies have been based
on instructors’ self-reported perceptions and application of instructional technology,
but have not investigated actual classroom use or the institutional and pedagogical
factors that influence that use” (p. 340). According to Zapata (2004), teachers’
perceptions of and readiness for the use of technology in the classroom are not
considerations detached from the real “world” in which they live, but are
collectively constructed results deeply rooted in local practices.

In this connection, Egbert, Huff, Mcneil, Preuss, and Sellen (2009) insisted,
referring Jung (2005) and Kern (2006), that teachers played a vital role in
integrating technology into instruction and in determining the success of the CALL
classrooms. They also emphasized the importance of investigating CALL practices
from teachers’ perspectives in a given context, including teachers’ voices,
observations, and concerns, and said that “most important, studies neglected to look
at the context, specifically those areas on which teacher voice and experience could
shed light for explanation of the phenomena under investigation” (p. 765). In

summarizing previous CALL studies, Lafford (2009) stressed that it was significant
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for CALL studies to identify the factors that hinder the integration and normalisation

of technology from teachers” perspectives in given local contexts.

2.4.2 New Trends in CALL Research

Influenced by the aforementioned concepts, a new trend in CALL research and
practice has been observed. Egbert (2005) reexamined the definition of CALL and
stated “CALL means learners learning language in any context with, through, and
around computer technologies™ (p. 4). Similarly, Kern (2006) claimed to broaden
the potential types of relationships between computer technologies and language
learning and said “whereas early CALL research generally sought out relatively
simple cause-effect relationships between human-computer interaction and learning,
current research seeks to understand complex relationships among learners, teachers,
content, and technology within particular social and cultural contexts” (p. 201). In
addition, he summarized the current issues in CALL research: “In sum, the
complexity of the issues involved in technology and language learning is pushing us
to look beyond gross decontextualized measures of effectiveness to understand
effectiveness in terms of the specifics of what people do with computers, how they
do it, what it means to them™ (p. 189). Garrett (2009) also insisted that CALL should
go beyond simple comparative research between CALL and non-CALL
environments. As a result, CALL research has been moving toward more integrative
(i.e., holistic) studies of the use of technology and teaching practices in given local
contexts: it has come to involve investigating the interconnectedness of technology,
theory, and pedagogy in an integrative manner (Garrett, 2009). New research
methods such as action research and ethnography based on emic perspectives rather
than efic perspectives have begun to be seen in professional journals.” Bax (2003)

&,

argued, “we mneed more in-depth ethnographic studies of individual
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environments....We also need action research in individual environments to identify
barriers to normalisation and ways of overcoming them™ (p. 27). We can thus argue
that a new research paradigm and methodology should be introduced to further the

development of CALL research.

2.5 Summary

This chapter reviewed the history of the use of technology in foreign language
teaching from a historical perspective. To this end, the history was divided into three
phases and the features in each phase were elaborated on. In the first phase, from the
1940s to the 1960s, the Audio-Lingual Method prevailed in foreign language
education. Drill-and-practice activities were given by means of LL and early
microcomputers. In the second phase from the 1970s to the 1980s, the Cognitive
Code Learning Approach and later the Communicative Approach became apparent
and advanced microcomputers became available, In this period, CALL research
expanded its fields and many CALL projects started. In the third phase, from the
1990s and later, sociocultural perspectives were introduced and a comprehensive
framework for understanding students’ learning was called for. Integration of
technology into practices became one of the most important issues of CALL
research in this phase. Also eminent in this phase is the shift in CALL research
paradigms and methodologies. Figure 2.1 summarizes CALL research in

chronological order.
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Figure 2.1. Classification of CALL research with key concepts. The horizontal facet
segmented by the blue lines shows teaching approaches in chronological order, referring to
Fotos and Browne (2004) and Takeuchi (2002a). The vertical facet segmented by the red and
green lines shows the classification of CALL in chronological order, referring to Bax (2003)
and Warschauer (1998, 2004).

The author believes that integration and normalisation as currently discussed in
CALL research are keys to implementation of a successful CALL practice. Based on
the discussion described above, the author formulated the three research questions
rendered on page 7 of Chapter 1. These questions will be dealt with in the ensuing

chapters of this dissertation.

Notes

1. The teaching method practiced in the army was called the Army Specialized

Training Program or the Army Method (Chastain, 1988).

2. The National Interest and Foreign Languages was published in 1954 (Parker,

1954). The report mentioned that the study of second languages was needed to
improve the oral communicative ability of language learners (Chastain, 1988). In
addition, the launch of Sputnik by the Russians increased people’s awareness of
the importance of international relations. Soon after that, in 1958, rthe National
Defense Education Act went into force and a huge amount of money was supplied
to higher educational institutions to purchase state-of-the-art LL systems,
materials, and equipment (Dakin, 1957; Hilton, 1964; Hocking, 1967; Salaberry,

2001).

3. The method was systematized by Fries (1945) and his concepts were welcomed

by linguists and educators.

4. According to van Patten and Williams (2007), the Audio-Lingual Method

emerged in the 1950s. Ivan P. Pavlov’s famous work on classical conditioning
influenced the development of the method, and thereafter Skinner’s learning
model provided the fundamentals of the Audio-Lingual Method. He claimed that
“by making each successive step as small as possible, the frequency of
reinforcement can be raised to a maximum, while the possibly aversive

consequences of being wrong are reduced to a minimum” (Skinner, 1954, p. 94).

5. Fotos and Browne (2004) agreed with Bax (2003) by saying: “Even today

numerous drill programs still exist for vocabulary study and grammar practice
because repeated exposure to such material has been shown to promote its
acquisition” (p. 5). In this sense, Bax’s categorization, which still recognizes the
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existence of drill practices, seems to be more convincing than Warschauer’s. In
this study, however, dividing CALL research according to chronological order is
not the main concern. The main concern is to divide CALL research into three
phases based on the general understanding of CALL research and point out the
features in each phase in order to introduce new perspectives on future uses of

CALL at the end of the chapter.

6. In North America, during the same period, the Comprehensive Approach was in
widespread use among practitioners against the backdrop of the Input Hypothesis

(Krashen, 1985).

7. Similarly, Wenger (1990) mentioned that once a tool is used in a local context, it
obtains a field of meaning. As a result, it becomes invisible among people who
use it and achieves cultural transparency. For discussions about the relationship
between tools and human actions in a given context, see also Brown, Collins, and

Duguid (1989), Downs and Liben (1993), and Thorne (2003).
8. For tools in everyday life, see also Norman (1983, 1986, 1988).

9. According to Holliday (1996), emic perspective attempts to account for human
actions and cultures within the field where participants are engaged, and efic
perspective observes social phenomenon or human behaviors without the field as

an outsider (p. 251).

3. Study1
3.1 Purposes

The purposes of this chapter are (1) to investigate the factors that impede the
“integration” (Warschauer, 1998) and “normalisation” (Bax, 2003) of the use of
technologies in foreign language teaching from teachers’ point of view, and, based
on the findings, (2) to propose a theoretical perspective that integrates technology

into teaching practices.

3.2 Participants and Their Contexts

Interviews were carried out with 24 participants in this study. All of them were
English instructors (12 males and 12 females) experienced in using LL or CALL
facilities (i.e., technologies) in the Japanese EFL context. Except for one who was
teaching at a junior high school," all of them were teaching at tertiary institutions.
The participants were selected because of their wide teaching experience and
experience in using LL or CALL facilities and computers. Their average length of
teaching careers was 14.79 years (Max = 30, Min = 1, SD = 8.64 [year]) and
experience of using computers was 17.79 years (Max = 30, Min = 5, SD = 7.11
[vear]). Among them, a total of 23 instructors used computers every day and quite
often. Nineteen of them had experience in using LL facilities, and sixteen of them
had experience in using CALL facilities.

To get more detailed information, classroom observations were conducted at
five universities. The universities were chosen based on the results of the interviews,
and took into consideration the technological settings in classrooms and students’

levels of English* Also, in this study, an in-depth explanation of two classes was
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provided among the five classroom observations, as examples of typical LL and
CALL classroom settings in the Japanese EFL context (Cases 1 and 2).°

The classroom setting of Case 1 was based on Sony’s LLC-9000, which is one
of the longest-lived and best-selling LL systems. Figure 3.1 shows a picture of the
classroom. The instructor, who was in charge of Case 1, had six years’ teaching
experience at the university and ten years’ experience in using computers. The
purposes of the Case 1 course were to improve students’ listening ability and to
mpetence in English. One lesson lasted for 90 minutes.

There were 18 students in Case 1. Students’ English ability was relatively low with

TOEIC" scores ranging from 200 to 400.

Figure 3.1. A picture taken in the classroom of Case 1. The

maximum capacity of the classroom is 50. The system in this

room is Sony’s LLC-9000.

The classroom setting of Case 2 was based on an advanced CALL system,
Panasonic’s L Stage £Z. Figure 3.2 shows a picture of the classroom. The instructor,
who was in charge of Case 2, had 25 years’ teaching experience and 26 years’
experience in using computers. There were 40 students in Case 2. The purpose of
the course was again to improve students’ listening ability. One lesson lasted for 90
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minutes. Students” English ability was intermediate with TOEIC" scores ranging

from 400 to 600.

Figure 3.2. A picture taken in the classroom of Case 2.

The maximum capacity of the classroom s 60.

Individual computers are avmlable to all students,

3.3 Method
3.3.1 Data Collection

A semi-structured interview was adopted for this study because it allows
interviewees to elaborate on particular issues and introduce new ones (Thornton &
Sharples, 2005). Each interview lasted 30-60 minutes per participant, and interviews
were recorded and later transcribed by the author with the participants’ permission.
Major questions asked during the interview were regarding (a) their present use of
technology, (b) the factors that might affect the use of technology in the classroom,
and (c) their perception of (or reactions to) using technology in foreign language
teaching. Interview data were collected from January 2007 to February 2008, and all
interviews were conducted in Japanese and translated into English by the author.

Table 3.1 shows the list of participants.
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Table 3.1

The List of the the Participants

No. D Gender chrs‘in lf:aching Years in using L’xpcricr‘lcs‘ ||1 lixl.'licricrlc‘c i_n_Lfsing
English compuiers using LL facilities CALL facilities
1 01_F01 F 4 18 yes yes
2 01_Mo1 M 30 15 yes no
3 01_Fo2 F 14 24 yes yes
4 01_Fo3 F 22 9 yes no
5 01_Fo4 F 6 26 no yes
6 01_Mo2 M 13 10 yes no
7 01_Mo03 M 25 26 yes yes
8 01_Mo04 M 25 20 yes yes
9 01_MO05 M 30 30 yes yes
10 01_Mo06 M 27 30 yes yes
11 01_Fo5 F 6 9 yes yes
12 01_Fo6 F 15 20 yes yes
13 02_M01 M 19 23 yes yes
14 02_Mo02 M 6 10 yes no
15 02_MO03 M 20 25 yes no
16 02_Fo1 F 6 20 yes no
17 02_Fo2 F 12 15 yes no
18 02_F03 F 20 25 yes yes
19 02_Fo4 F 1 5 no yes
20 02_F05 F 4 9 no yes
21 02_M04 M 16 15 no yes
22 02_M05 M 16 17 yes yes
23 02_M06 M 5 11 yes yes
24 02_Fo6 F 13 15 yes yes

Based on the findings obtained through the interviews, classroom observations
were conducted at five universities to investigate difficulties in the use of
technology within the classroom context, with the permission of the instructors in
charge.

In the classroom observations, instructors’ actions during lessons were recorded
from multiple perspectives by applying a triangulation procedure to the data

collection process. Triangulation is one of the research methodologies that make it

23

possible to examine the complex structure of practices from multiple sources
(Dérnyei, 2007; Takeuchi, 2003). Two video cameras were set up to record
instructors’ behaviors during lessons. The first video camera was set up to capture
instructors’ operation of the LL or CALL system. The second camera was set up in
the rear of the classroom to shoot the whole classroom. Field notes were taken in
Japanese by the author during lessons and later translated into English by him.
Follow-up interview sessions were held after lessons to investigate what and how

the instructors were thinking while they were using technology during the lesson.

3.3.2 Data Analysis

A part of the Grounded Theory Approach procedure (Corbin & Strauss, 2008,
Chapters eight and nine) was used in the analysis of the data collected through the
interviews. According to Corbin and Strauss (2008), the Grounded Theory
Approach is “a specific methodology developed by Glaser and Strauss (1967) for
the purpose of building theory from data” (p. 1), and the analysis in the approach is
“a process of examining and interpreting data in order to elicit meaning, gain
understanding, and develop empirical knowledge” (p.1).

In general, the process of the Grounded Theory Approach can be divided into
four steps: (a) open coding, (b) axial coding, (c) comparative analysis, and (d)
conceptual saturation (Corbin & Strauss, 2008; Harada, 2003). Figure 3.3 presents

the overall procedure of the Grounded Theory Approach.
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Figure 3.3. The picture illustrates the analytical process of the Grounded Theory Approach
{Corbin & Strauss, 2008; Harada, 2003).

According to Corbin and Strauss

(a) Open coding:

(b) Axial coding:

(c) Comparative analysis:

(d) Conceptual saturation:

(2008, p. 159), each step is defined as follows:

Breaking data apart and delineating concepts
to stand for blocks of raw data

Crosscutting or relating concepts to each other
Comparing incident against incident for
similarities and differences

Acquiring sufficient data to develop each
category/theme fully in terms of its properties

and dimensions and to account for variation
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In this study, the steps from (a) to (c) were applied. To maintain objectivity in
the coding process, inter-rater reliability of all the coding results between the author
and a postgraduate student who is majoring in foreign language education was
calculated. It was at 82.5%. Intra-rater reliability was also calculated, showing
93.0% of agreement. The author decided that the results were at an acceptable level
of agreement, as 70% agreement seems to be the benchmark (Potter, 1996).
Disagreements between the raters were discussed and resolved between the two
raters. Max(QDA 2007 (Kuckartz, 2007) was utilized as a tool for analyzing the data.
The software has been developed especially for qualitative analysis (Corbin &
Strauss, 2008; Lewins & Silver, 2007). Figure 3.4 shows a sample procedure of the
analysis.

To analyze the instructors’ use of technology in a context in which technology
was actually used, video observation data were digitalized and segmented according
to the critical aspects of a lesson. Each segment of a lesson was labeled by four
features: (a) time, (b) description of action, (c) equipment in use, and (d) scene.
These features were generated in accord with C. Goodwin and Goodwin (1998),
who observed a workplace in an airport, and divided workers’ actions into three
categories—time lines, description of situation, and tools that workers used—in
order to capture workers’ actions as a whole. Based on their idea, the four features
were formulated by the author and used to categorize teachers’ actions in this study.
These four features allow us to capture instructors’ successive actions with time-line
data and pictorial images and to observe the “entire world” in which teachers are
actually involved. These four features also make it possible to investigate how
difficulties in the use of technology emerge along with instructors’ actions within

the classroom context.
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How many students did you deal with?

I think 48 students. 1ts a lot

01_F03 23
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Were you sitting in the leacher's seat when you gave
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instructions to them?

How did you feel when you were giving students a lecture

Yes.

01_F03_26
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that way?

"I don't think | was good at using LL. I'd rather avoid using

01_F03 28

it, because I'm not mechanically minded. | was always
worried about how to use it, and 1 don't think that it's an

effective way 1o have a lesson putting 48 students ina

| classroom.

Figure 3.4. The figure shows a sample procedure of the analysis of interview data.

3.4 Results

3.4.1 Interview

As a result, three factors that seemed to be impeding the use of technology in

foreign language teaching were found:

1. Technology factor (with 4 sub-factors)
2. Environment fuctor

3. Institution factor (with 2 sub-factors)

Technology Factor

The factor includes (a) gaps in intention between system developers and
instructors, (b) system instability, (c) operation complexity, and (d) constrained
technology settings.

A first problem that most instructors complained about was the gaps between
what system developers thought that instructors wanted to do and what they in

reality wanted to do in lessons.

It may be OK to have a fully functional CALL system. A company says that you
can do this and that. But I am not sure if I can use all of those features in
lessons. [ just want to use a simple networked classroom instead.

(01_MO03_52-53, Translation mine)

There is a gap between system developers and instructors with regard to the
merits of the use of technology in classes. It takes me a lot of time to adjust

myself to the system s features. (01_F04 4041, Translation mine)
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In addition, instructors complained about the instability of CALL systems. This
problem tends to be recognized when instructors let students log onto the Internet all
at a time or send large amounts of data to them. As a result, CALL operating
systems become unbearably instable when processing data traffic, and they
sometimes freeze. Once CALL systems freeze, all data for the lesson are gone, so

that instructors have to re-start the lesson from scratch.

One thing I must mention is “freezing.” I think this is the most serious problem
when [ use the CALL system. I am always worried about when it will happens.

(01 _F06 72, Translation mine)

Especially in summer, when it is hot, the computer system tends fto freeze. When
it happens, I have to re-start the lesson again from the beginning.

(01_F04_52, Translation mine)

A number of instructors also reported that operation complexity is another
problem. Figure 3.5 presents a line of control devices that are placed in a CALL
classroom. To use a VTR, a DVD, or a CD player in the CALL classroom,
instructors need to manipulate a corresponding control device. The problem of
operation complexity especially occurs when an instructor alternately uses several
players in succession. System developers tend to install all the devices that are
expected to be used during lessons within the limits of the available budget. As a
result, each player in the system has a different control device, and this makes
operation complex. Norman (1988) criticizes such a phenomenon as “creeping
featurism,” which means adding features that increase the system’s complexity more

and more, so that eventually the system becomes unusable and unstable.*
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Figure 3.5. From the left, control devices for

audio, DVD, amplifier, VHS, projector, and an
unknown device. They are all placed in a single
CALL classroom.

Figure 3.6 presents a typical example of CALL system interface design. The
video and sound input resources that are set in different circuits make operating a
system difficult for instructors. For example, in order to play a DVD, an instructor
needs to select video and sound input resources separately and almost
simultaneously. This system setting is clearly different from our “mental model to
play the DVD” which gives us predictive and explanatory power for understanding
how to play the DVD (Norman, 1983). In addition, there are usually three sets of
output-combinations such as student’s monitors and headsets, instructor’s monitor
and headset, and room monitor and loudspeakers. As a consequence, countless
numbers of buttons are placed on a console box, and instructors need to control them

swiftly during lessons. Instructors commented as follows:

You know, there are many buttons. I have never figured out which is which.
It’s a mess.

(02_F01_67-67, Translation mine)
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DVD, VIR, CD, and Tape; every plaver has a different control device.

(01_F04 50, Translation mine)

Figure 3.6. Teachers need to select input

resources by pushing buttons swiftly during

lessons.

The constrained technology settings of CALL classrooms also prevent
instructors from using technology. For security reasons, Internet access is limited at
one institution. Use of USB memory sticks is not allowed at another institution.
Auxiliary connections for outer devices such as notebook computers or handheld
devices are not available at some institutions, so that instructors cannot bring their

favorite devices into CALL classrooms and use the software of their choice.

In the CALL classroom, Internet access is prohibited. But how can | show my
students authentic materials without an Internet connection?

(02_MO04_45, Translation mine)

Lam not allowed to use my laptop in the CALL classroom. I want to use ilTunes,
because all my sound and movie maiterials have been downloaded on it. But 1

cannot. (02_MO03_30, Translation mine)
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Environment Factor

This factor contains no sub-category. Most of the instructors’ comments
centered on the CALL/LL classroom size. In the Japanese context, CALL
classrooms are usually designed to accommodate a large number of students.
Classroom size, therefore, is often bigger than typical classroom sizes. In addition,
classrooms are crammed to the maximum with desks, chairs, and computers. As a
result, they impede smooth interaction between an instructor and students. Figure
n LL classroom. There was almost no space left between
aisles. What is worse, the students put their bags in the aisle, so that the instructor
could hardly walk around the classroom; smooth interaction with students during the

lessons was thus hindered.

Figure 3.7. A picture taken in an LL

classroom.  There is little space
available around students, so that they
have no choice but to put their bags in
the aisle beside them, which prevents
the instructor from having smooth
interaction  with  students  during

lessons.

32



Figure 3.8 shows an overall picture of a CALL classroom. The classroom was
designed to accommodate about 60 students and each student had an individual
computer, so that almost no space was available for interaction between the

instructor and the students.

Figure 3.8. A picture taken in a CALL classroom. It is

difficult for the instructor to see students” faces and have

smooth interaction with them in the CALL classroom.

The instructor who was using the classroom said in the interview as follows:

If you want to conduct studeni-centered learning, 1 do not think a CALL
classroom is suitable for that. CALL classrooms are better suited for drill
practices and individual learning. I think human interaction is imporiant for
language teaching, but it is really difficult for me to have it with students in a
CALL classroom.

(01_MO06_25-26, Translation mine)
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In another interview, an instructor commented as follows:

I can barely see the students’ faces because of the classroom size.

(02 _FO1 44, Translation mine)

Institution Factor

Lastly, the institution factor, which includes the lack of (a) teacher support and
acher training, should be explained. This factor was also identified in
Chambers and Bax (2006). Most instructors interviewed said they would like to
have some sort of support or teacher training in the use of technology in foreign

language teaching.

We definitely need a support system for the use of technology during lessons.
That is, full-time staff who can provide technical advice.

(01_MO3_69-70, Translation mine)

If we had a person who could take care of technical problems in CALL
classrooms, we could save a lot of time and concentrate on teaching.

(02_F06_96, Translation mine)

An instructor who wanted to have teacher training in the use of CALL said the

following:

I am willing to use my pocket money, if I could have teacher training in the use
of technology. But the university doesn 't offer such training for staff.
(01_F0S5_73, Translation mine)
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3.4.2 Summary of Interviews

In the interviews, it became clear that instructors use facilities in a limited way,
adjusting their teaching styles or lesson plans to the environmental and technological
settings in the classroom. In addition, many instructors believe that using computers
for foreign language education is useful, but LL or CALL facilities are not
necessarily utilized as intended and are often regarded as impeding face-to-face
interaction between an instructor and his/her students. Instructors also tend to be
excessively fearful in using technoiogies for teaching because system features and
interface design of CALL facilities are extremely complicated. The following
instructor’s comment seems to summarize succinctly a dilemma that may be shared

by many instructors in the Japanese EFL context:

If I could use technology appropriately during lessons, it could help my students
understand better and I could make my lessons more appealing. But, in reality,
I am just worried about using it in a way that goes beyond my current skills. 1
do not want to waste my time just on handling devices during lessons, so I use
them as far as I can handle them.

(02_FO1_31-33, Translation mine)
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3.4.3 Classroom Observations
‘ase 1

Figure 3.9 shows the system setting of Case 1. The system was based on Sony’s
LLC-9000, which is one of the longest-lived and best-selling LL systems.

The system can handle six types of input resources such as (a) cassette, (b) VHS,
(c) DVD (CD), (d) LD, (e) document camera, and (f) PC. The system can also
handle six types of output resources such as (g) students’ monitors, (h) students’
headsets, (1) studenis’ cassettes, (jj a room projector, (k) room speakers, and (1) an
instructor’s monitor. Accordingly, in this room, more than 30 input and output

combinations are available, which makes operation extremely difficult (Figure. 3.10).

5 sub contro
main control 1 document camera

i i personal computer

volume controller

Figure 3.9. The picture shows the Case 1 system setting. To handle many input and
output combinations, the system has the sub control unit. However, operation of the
main control is not synchromzed with the sub control unit, so that a teacher has to

manipulate both units simultaneously to play video or audio devices.
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Figure 3.10, The figure shows the system configuration of Case 1.

This problem is evident when the instructor makes the shift from one device to
another, for example, from a DVD to a PC. Table 3.2 shows the instructor’s action
and operation of the system while he was giving students a dictation task. He
showed the students some scenes from a movie on a DVD, and the students tried to
fill in the blanks on a handout provided. He gave the students some time so they
could check their answers, and then he changed the input resource from a DVD
player to a document camera to check students” answers. Although this is a very
common teaching procedure that we often see and do in LL or CALL classrooms in
the EFL context, the instructor had to go through five steps as quickly as possible

with this system.

Table 3.2

A Procedure for the Use of an LL System during a Lesson

Time Description of action Equipment in use Scene

0:13:07 Pause the DVD with the

remote control.

0:13:11 Put the handout on the

document camera.

0:13:16 Press the button on the main
control’s touch panel, and
change the video resource
from “VHS1” (DVD
Output) to “VID1™

(Document Camera Output).
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0:13:17 Press the “OK" button on
the main control’s touch
panel, and confirm the video

outpul resource.,

0:13:20 Press the button on the sub
control unit, and change the
video resource from “S-
VHS” (DVD Output) to
“FE (named in Chinese
Characters, “Document

Camera”).

0:13:23 Give the students
instructions: looking at the

teacher’s monitor.

To play the DVD again, the instructor needed to go back through the same
procedure. This back-and-forth action from the DVD to the document camera was
observed 14 times during the lesson in this case. Even though the instructor got used
to this operation, he made a mistake twice out of 14 in this lesson. In addition,
consistent rules for labeling the buttons did not exist on the Case 1 system interface,
so that different labels were printed on a pair of buttons such as “VHS1” on the
main control and “S-VHS” on the sub control, or “VIDI” on the main control and
«J:# (labeled in Chinese Characters, “Document Camera”) on the sub control,
although both buttons in each pair refer to the same device (Figure. 3.11).

Inconsistent interface design and labeling made operation much more difficult.
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(Selecting the program foq

Figure 3.11. The picture above shows the label
configuration on the main control, and the picture
below shows the label configuration on the sub
control. A red circle in each picture shows the button
of the same device (VHS player), but the device has a
different name in each case. A blue triangle also
shows the button of the same device (Document

camera), which has a different name in cach case.



Case 2

Figure 3.12 shows the system setting of Case 2. The system was designed based
on Panasonic’s I Stage IZ, which is one of the advanced CALL systems. The
distinguishing feature of this system is that the system can send digitalized data such
as CD sound files and DVD video files to the students’ PCs, and the students’ PCs

can record data on their hard disk drives. Once recording is finished, the students are

able to study on an individual basis.

players), the input control unit, and the output control unit were all separately
arranged around the instructor’s console. Hence, the instructor had to manipulate
three units to play just a single DVD in the classroom. In addition, each unit had a
different interface design and inconsistent labels, so that the instructor needed to
figure out the system setting every time. Table 3.3 shows the instructor’s action and
operation of the system while he was playing a DVD and trying to send the DVD’s

data to students’ PCs and the projector.

Table 3.3

A Procedure for the Use of a CALL System during a Lesson

Time Description of action Equipment in use Scene

:19:22  Press the button on the
main control unit, and
select DVD as an input
resource and students’ PCs

as an output channel.

0:19:36 Press the button on the
output control unit, and
select the room projector
and instructor s monitor as

an output channel.

monitor
i cassette
screen R MD la =
:;?,th:lre: output main controller player docun;:aam.
3 controller cam
playback
unit

Figure 3.12. The picture shows the Case 2 system setting.

Because of the way that various components were installed, however, the
system configuration has become extremely complicated. What made the system
difficult to use was that the output-device unit (including CD, DVD, and VHS
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0:19:53  Pause the DVD with the

remote control.

:20:47  Press the button on the
main control unit, and start
recording.

Start the DVD with the

remote control.
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0:21:06  Adjust the audio output La
level of the DVD with the
volume-control slider on

the output-device unit.

3.4.4 Summary of Classroom Observations

The two cases described above are not exceptional. Creeping featurism,
inconsistency of interface design and labeling, and cramped classroom settings were
all observed in five universities wherein the classroom observation was conducted.
These problems impeded the integration and normalisation of technology use within
the classroom context.

The two cases also illustrate the current situation that exists in the use of
technology in the Japanese EFL context: LL and CALL classrooms were developed
to facilitate foreign language teaching, and educational institutions have paid a large
amount of funding for that, but what we actually found was that the more the
instructors tried to use technology installed in classrooms, the more the instructors
faced difficulties in its use. Furthermore, the more the instructors used technology
during the lessons, the more they needed to stick to the console unit to push
countless buttons, and they thus had extreme difficulty in having face-to-face
interaction with their students. In addition, without technical support and teacher
training, instructors who would like to move forward in using technology for classes
have few opportunities to improve their teaching practice and to become more
acquainted with the possibilities of using LL or CALL facilities in language

teaching.
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3.5 Discussion

Through the interviews, three impeditive factors—(a) Technology factor, (b)
Environment factor, and (c) Institution factor—became clear, and through the
classroom observations, the question of how instructors” use of technology had been
impeded in real classroom contexts was clarified.

The author suspects that the instrumental perspective (Warschauer, 1998),
which views technology in isolation from the users and their contexts (G. E.
Kerstern, Kersten, & Rakowski, 2004, can be a root cause of the dire situations
illustrated in this study. If we base our teaching approach on that perspective, we
can easily presume the usefulness of new technology and adopt it without
considering the classroom contexts wherein teachers actually use technology in
language teaching. Similarly, Bax (2003) criticized the instrumental perspective and
called it ““Sole Agent’ fallacy” (p. 26), which means that neglecting the factors
indispensable for successful CALL implementation discourages its use in teaching.

The author believes these situations can be improved by taking an alternative
perspective, an ecological one, into account in designing and implementing
technology for language teaching (Bax, 2000, 2003; Chambers & Bax, 2006;
Takeuchi, 2007a; Tudor, 2002, 2003). According to Tudor (2003), “an ecological
perspective involves exploring language teaching and learning within the totality of
the lives of the various participants involved, and not as one sub-part of their lives
which can be examined in isolation” (p. 4). Therefore, an ecological perspective on
the use of technology for foreign language teaching involves exploring language
teaching within the totality of the context in which actual language teaching occurs
(Warschauer, 1998).

In the light of Ecological Psychology, Gibson (1966, 1986) stated that the living
animal and the environment are interrelated and never to be handled separately. He
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argues that human action and perception are stimulated and embedded in a situation
or a context, and objects or spaces that surround us always give us possibilities for
action in a given context, in other words, “affordance.” Based on this concept,
Norman (1988) used affordance for analyzing the tools that we use in everyday life.
From an ecological perspective of second language acquisition, van Lier (2004)
proposed ecological linguistics and mentioned that language learning occurs as
emerging from the context in which language learners are engaged and wherein they
draw on affordance. According to him, affordance for language learning means “a
relationship between an organism (a learner, in our case) and the environment that
signals an opportunity for or inhibition of action” (p. 4). The common featurcs of
above mentioned studies are to identify actions and perceptions of human beings as
a consequence of mutual interaction of person and the environment. In this sense,
person and the environment are inseparable in a context (Thorne, 2003; Zukow &
Ferko, 1994). Applying this idea to CALL research, it can be said that person
(teachers and learners) and technology are interrelated in a classroom context.
Bronfenbrenner (1989) defined human development as “a joint function of
person and environment” (p. 188), and formulated the theory based on Lewin (1935)

as follows:’

D = f(PE)

According to Bronfenbrenner (1989), the “D” term refers to “development,” the “P”
term refers to “person,” and the “E” term refers to “environment.” “D” is a function
of both personal and environmental factors. In a similar vein, the author believes
that the use of technology in foreign language teaching cannot be discussed without

the context, and should be integrated into the classroom context. To put into effect
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an ecological perspective with the foregoing in mind, the author would like to

present an extended version of Bronfenbrenner’s formula as follows:

U = f(PCT)

In this formula, the “U” term refers to the “use of technology in foreign
language learning,” the “P” term refers to “person,” including teachers and leamners,
the “C” term refers to “classroom context,” and the “T™ term refers to “tools.” The
process of the use of technology in foreign language teaching can be described as a
joint function of person, classroom context, and tools. By looking at the use of
technology in our field by means of this formula, the author thinks that technology
can obtain a “field of meanings” (Wenger, 1990) and be integrated into the
classroom context.

In addition, to ameliorate the dire situations illustrated in this chapter, the author
believes that CALL, which confines the use of computers to inside the classroom,
should be shifted to TELL (technology-enhanced language learning), which extends
the use of technology to outside the classroom. Considering the widespread use of
information communication technology (ICT), it has become extremely difficult and
unnatural for us to limit the use of technology to the inside of the classroom.
Warschauer (2005) said that students now use new technology outside the classroom
rather than inside. Similarly, Taylor and Gisaki (2003) mentioned that the traditional
CALL lab is no longer the only place where students are exposed to authentic
resources for language learning with the aid of technology. The author insists that a
concrete pedagogical model, which considers the use of technology both inside and
outside the classroom, while paying attention to integrating technology into the

teaching practice, should be constructed.
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Notes

1.

The junior high school is a private school which has a fully equipped CALL

classroom. The level of English language teaching at the school is extremely high.

This is because the author included the instructor in the data pool.

. TOEIC® scores ranging from 200-600.

. In the Japanese EFL context, LL or CALL classrooms are usually designed to

accommodate about 50 students.

. Norman (1988) said “complexity probably increases as the square of the features:

double the number of features, quadruple the complexity. Provide ten times as

many features, multiply the complexity by one hundred” (p. 174).

. Bronfenbrenner (1989) also reformulated the formula and redefined it as follows:

“Dt = f(t-p)(PE)Y(t-p).” In this formula, the concept of “a particular point
in time” (p. 190) was incorporated, where “f” referred to the time and “/-p”
referred to period. By incorporating the dimensions of time, human development
shifted from static outcomes to dynamic changes. According to Bronfenbrenner
(1989), human development can be defined as follows: “The set of processes
through which properties of the person and the environment interact to produce
constancy and change in the characteristics of the person over the life course”

(p. 191).
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4. Model Selection and Practice Design
In this chapter, the rationales for model selection and the principles behind

practice design are discussed in detail.

4.1 Selecting a Model

Based on the ecological perspective discussed in Chapter 3, the “cyclic model
of learning” (hereafter CML, Takeuchi, 2007b) has been chosen as a mainstay in the
design of a teaching practice. The CML is based on the ecological perspective, with
special focus on the local context, that is, Japanese EFL classrooms.

The most distinctive feature of the CML is that it integrates in-class teaching
practices with outside-the-class students’ self-learning with the aid of web
technology. In addition, the CML attempts to elicit students’ participation in lessons
and promote outside-the-class students’ self-learning, both of which are considered
to be indispensable for successful EFL learning (Takeuchi, 2002b).

It is true that some CALL practices have adopted a model similar to the CML.
For example, van Deusen-Scholl, Frei, and Dixon (2005) identified the advantage of
using online resources: “One in-class activity determines its continuation online, and
the online activity determines the following in-class activity. This cycling—or
spiraling—builds the foundation for on-going reflection of language production and
complexity” (p. 661). Similarly, Levy and Kennedy (2004) employed audio-
conferencing tools as a means of speaking in the target language outside scheduled
class time, which they call the “task-cycling approach.” The CML, however, is
thought to be the best model for this dissertation project because it is carefully
conceptualized in the Japanese EFL context, examining how the process of foreign

language teaching actually occurs at schools in Japan (Takeuchi, 2002b).
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cumulative results

In the CML, the process of foreign language teaching cannot be divided into a
series of single in-class lessons, but is considered to be a cumulative result of both
each in-class lesson and students’ outside-the-class self-learning. As van Lier (1998)
argues in reference to Breen (1985), “a genuine second-language learning
environment in which language development primarily occurs (is) outside the
classroom, but can be intensified and consolidated inside it” (p. xv, parenthesis the
author’s). Also, van Lier (1996) insists, “the more lessons I observe, the more I
become convinced that language development occurs hemween lessons rather than
during lessons” (p. 43, italics original). These remarks seem to support the main
idca stipulated in the CML that two distinctive but interrelated flows are necessary
in the teaching process. These two flows are (a) a teaching flow within a lesson,
which means how an instructor conducts one lesson, and (b) a teaching flow
between lessons, which connects one in-class lesson with the next lesson via web
technology. These two teaching flows create the classroom context, in which actual
language teaching and learning occur. Figure 4.1 presents an overall picture of the

classroom context in this model.
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Figure 4.1. An overall picture of the classroom context.
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In the CML, furthermore, the preparation and the reflection phases are placed
before and after each lesson (a) to facilitate “the teaching flow within a lesson,” (b)
to reinforce “the teaching flow between lessons,” and (c) to connect these two
teaching flows (Figure 4.2). In the preparation phase, web technology is used to
provide resources that are related to the lesson in order to activate students” schema
and ready them for the lesson. In the lesson, the instructor facilitates students’ use of
the target language and elicits students’ participation in classroom activities (without
using technology). In the reflection phase, students are guided to review the lesson

through the resources provided on the web page.

Figure 4.2. This figure shows a schematic representation of the CML.

The CML also makes it possible to expand time and space for teaching (Sumi,
Takeuchi, Yamamoto, & Nabei, 2005). The extension can often reinforce students’
commitment to the class and thus facilitate their voluntary learning outside the class.
To learn English in the Japanese EFL context, self-learning beyond school lessons is
essential. According to Saegusa (1985, 1993), in order to reach Level 3 on the
Foreign Service Institute Scale,'

1,920 to 2,280 hours of learning English is

mandatory. This means that if a student starts learning English from the first year of
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lower secondary school (7" grade)® and finishes it at the end of university, the
number of learning hours needed to reach Level 3 would be 2.5 times that required
in schools in the Japanese EFL context. However, if we effectively utilize time
between lessons, and use the resources provided by means of technology outside the
class, we can expand the learning hours manifold. The author thus believes that the
CML can be an effective solution for ameliorating the major disadvantage of

learning English in the Japanese EFL context, that is, a dearth of learning hours.

4.2 Designing the Teaching Practice

To design a teaching practice based on the CML, the author first took into
consideration the three factors found in Study I. He then consulted with the
instructors in charge of the class where the practice was to be implemented
(Chapters 5 and 6) to learn the purposes of the class and the teaching methods of the
instructors. After these procedures, the author designed the teaching practice.

To ameliorate the technological impeditive factor, all the technologies were
removed from the classroom. It was determined to use a Learning Management
System (hereafter, LMS) instead of typical LL or CALL facilities and to let students
use it outside the classroom.

According to W. R. Watson and Watson (2007), the LMS has developed out of
integrated learning systems (ILS) and is defined as “the framework that handles all
aspects of the learning process” (p. 28). Although it seems impossible to quote a
standardized definition of LMSs because of the growing number of sub-types, their
main features can be summarized as Web-based infrastructures that serve to
supplement in-class instructions and allow teachers to incorporate students’ self-
learning into classroom activities (Kung & Chuo, 2002; Lee, 2000; Sumi, et al.,

2005; Szabo & Flesher, 2002). An LMS named CEAS (Coordinated Education
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Activation System) was used in the studies to be reported in Chapters 5 and 6. CEAS
is one of the most well-known open-sourced LMSs used by many universities in
Japan (Arakawa, Ueki, & Fuyuki, 2004). The system was developed to support
lecturers’ delivery of learning materials to students (Fuyuki, Tsuji, Ueki, Arakawa,
& Kitamura, 2004) and is highly compatible with the framework of the CML. It is
also relatively easier for language teachers to handle than other elaborated systems,
for example, Blackboard and WebC'T.

To ameliorate the environmental impeditive factor, an ordinary classroom,
instead of the cramped LL or CALL classroom, was used. The ordinary classroom
used in this project was equipped with ncither computers nor audio/visual facilities.
Desks and chairs in the classroom were movable, so that students could easily form
groups during lessons. Enough space was also available for smooth interaction
between an instructor and his/her students, so that the instructor could easily walk
around.

To mitigate the institutional impeditive factor, a teaching assistant (TA), who is
well versed in technology and EFL teaching, was chosen, so that he could give

technological advice and supports to the instructor in charge.’

In the next two chapters, the author reports on how the teaching practice
described above were implemented and what kinds of effects the practice had on the
improvement of the students’ English ability and the manners in which the

instructors conducted the lessons.



Notes

1. This scale was originally developed by the United States Foreign Service Institute
and represents the average English proficiency level of non-native speakers. It
consists of eleven major ranges of proficiency, beginning with Level 0 (no
functional ability in the language) to Level 5 (native or bilingual proficiency).

Designations “+” are used between levels (Saegusa, 1985).

2. Students in this study started learning English in the first year of junior high

school.

3. For the convenience of data collection, the author participated in the two studies
to be reported in the next two chapters as a TA. He has an MA in the field of
education and has a long experience in using computers. He is well versed in web

technology, too.

5. Study2
5.1 Purposes

The purposes of Study 2 are (1) to conduct the CML-based teaching practice in
a real educational context over an extended period, and (2) to investigate the
efficacy of the teaching practice quantitatively and qualitatively. The efficacy of the
teaching practice is investigated in relation to (a) the improvement of students’

English ability and (b) the manner in which the instructor in charge conducts lessons.

5.2 The Study
5.2.1 Participants and the Course

The teaching practice based on the CML was tested on 19 (4 males and 15
females) 1st-year undergraduate students for one year from April 2005 to March
2006. The class was one of elective required courses open only to students who
would like to take advanced English lessons. Their English ability was relatively
high for college students with the TOEIC” score range of 500 to 600 and they were
highly motivated.

The instruction in charge of the course had over 20-year teaching experience
and held a Ph.D. and two MAs in language teaching and its related fields. His
mother tongue was Japanese, but had a high proficiency of English with almost the
full score on the TOEIC” and the TOEFL" tests.

The purpose of the class was to improve EFL students’ reading ability. One
lesson was held for 90 minutes once a week, and there were 13 lessons in each
semester, which means that there were 26 lessons in a year. The lessons were given

in an ordinary small-size classroom with no computers/AV facilities and mainly



conducted in English. The classroom had portable chairs with flat writing tables, so

that students could easily move them to form seating for pairs or groups (Figure 5.1).

Figure 5.1. A snapshot of one lesson.

5.2.2 The Teaching Practice

In the CML-based teaching practice, three phases were designed and a role was
given to each phase after an extensive consultation with the instructor in charge.

The “pre-lesson” is the first phase. The aim of this phase is to activate students’
schema and ready them for learning. For this purpose, the preview materials were
posted on the LMS, so that students were able to use them by logging onto the LMS
before the lesson. Figure 5.2 shows an example of the opening page of the preview
materials.

On the opening page, background information and reading strategies that helped
students understand the content of the textbook were provided. In addition, on both
sides of the opening page, there were two columns. In the left side column, icons
linked to the digitalized textbook were placed and they were labeled “Read 01” and
“Read 02.” The division of “Read 01” and “Read 02" was decided in accordance with
the quantity of texts. By clicking the icons on the opening page, students could visit

the digitalized reading material and read it while listening to the narration in English
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(see Appendix A). In the right side column, several external links to the websites (in
English) related to the textbook contents were posted with images, so that students
could deepen their knowledge beyond the contents of the textbook and expose
themselves to authentic English. Figure 5.3 shows the layout of the learning materials

on the LMS.
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Figure 5.2, An example of the opening page.
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Figure 5.3. The layout of the learning materials on the LMS.

56



The second phase is the “lesson,” in which the instructor in charge gave a lesson
in an ordinary small-size classroom. The main focus of this phase was to elicit
students’ participation and utterances in the target language. Collaborative activities
such as group work, pair work, and group competition were introduced to facilitate
both instructor-student and student-student interactions.

The last phase is the “post-lesson.” The main focus of this phase was to give

students both review and additional study materials on the LMS and to guide them

-

0
O

-

he ne
ng ne

vt leccon
next lesson. A

!s were developed and posted on the LMS by the
author through consultations with the instructor who was the practitioner of this
class. The author also participated in every lesson and worked as a TA (Teaching
Assistant); soon after the lesson, using the notes and recorded video tapes from class,
he made materials that reflected the contents of the lesson and posted them on the
LMS as materials for review and additional study. These materials included the
important review points of the lesson and some additional information concerning
the reading materials. Figure 5.4 shows an example of the supplemental materials
(see Appendix B for more supplemental materials).

At the beginning of each lesson, a quiz was given to assess students’
understanding of the previous lesson, so that students were naturally guided to using
the materials posted on the LMS for reflection since some important points that

might be asked in the quiz were summarized in the materials on the LMS. Figure 5.5

shows how the three phases worked together with the aid of the LMS.
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Figure 5.5. A schematic representation of the CML applied to this study.
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5.2.3 Data Collection and Analysis

To examine the influence of the teaching practice on (a) the improvement of
students’ English ability and (b) the manner in which the instructor conducts lessons,
data were collected in a variety of ways based on the concept of triangulation.
Triangulation is one of the research methodologies that make it possible to examine
the complex structure of practices from multiple sources (Dornyei, 2007; Takeuchi,
2003).

To investigate the influence of the teaching practice on the improvement of
students’ English ability, a reading section of the FCE (First Certificate in English),
which is a standardized ESL test developed by University of Cambridge ESOL
Examinations, was administered. The scores on this test are considered to be a
reliable indicator of general reading ability (Chalhoud-Deville & Turner, 2000).

The test was administered four times a year at the beginning and end of each
semester. The same test was used four times. The order of multiple choices in each
section of the test, however, was changed each time. The question and answer sheets
were collected each time, and there was a relatively long interval between each
administration of the tests. Also, no advance notice was given that the same test
would be used again. The test scores were analyzed by using nonparametric
statistical analysis since there were only a small number of students and the
normality of the data was not guaranteed (Siegel, 1956).

The relationship between the number of access log entries and sum total of the
quiz score of each student was investigated to examine whether there was a
correlation between them. The quizzes were conducted at the beginning of each
lesson to examine students’ understanding of the previous lesson so that the quiz
score was considered to be a measurement of their achievement. Access log entries
were automatically counted when a student logged onto the LMS system and used
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the materials. The frequency of the access log entries was an indicator of how often
a student logged onto the LMS and used the materials for self-learning.

To investigate the influence of the teaching practice on the manner in which the
instructor conducts lessons, qualitative data from video recordings, field notes taken
during the lessons, a questionnaire, and interviews were collected. Video data were
categorized to explore how the instructor conducted the lesson. There were a total of
13 lessons in each semester, and they were equivalent to 39 hours of study. However,
data from the lessons used for the orientation of the class, tests, and a guest speaker
session were omitted, and 24 hours of data thus were used for categorization. In
order to divide video data into categories objectively, inter-rater reliability of 20% of
the data analysis was calculated between the author and a postgraduate student who
is majoring in foreign language education. The inter-rater agreement was at 85.0%.
The author decided that the result was at an acceptable level (Potter, 1996).
Disagreements between the raters were discussed and resolved. The questionnaire
(see Appendix C) included 77 items asking about (a) lessons (26 items), (b) self-
evaluation (7 items), (c) instructor (6 items), (d) friends (7 items), (e) teaching
assistant (6 items), and (f) LMS (25 items). The questionnaire was designed by the
author in consultation with the instructor in charge. A 5-point Likert scale (5.
Absolutely agree, 4. Agree, 3. Somewhat agree, 2. Disagree, and 1. Absolutely
disagree) was used in this questionnaire. Cronbach’s alpha was .82, which suggested
strong consistency. All data related to Study 2 were collected with the permission of

the instructor and the students involved.
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5.3 Results
5.3.1 Students’ English Ability

Table 5.1 shows the results of the reading section of the FCE test. The full score
of the FCE test was 35. Data for only 17 students were analyzed as two students
were absent on one of the test days. The Friedman test was conducted to identify the
overall differences among the four tests and a significant difference was found
(¥ = 15.93, p <. 01, r = .38). The improvement of students’ proficiency level in
English was thus confirmed.

Table 5.1
Results of the FCE Tests

Table 5.2

Grouping of the Students Based on the 1" FCE Score (N = 17)

FCE N M SD Min. Max. Mén
1 17 17.41 386 10 24 17
% 17 20.82 2.24 13 24 22
3 17 22.35 3.02 13 27 23
4 17 22.94 3.80 14 28 24

To conduct in-depth analysis, the students were divided into two groups based
on the results of the 1*' FCE score. The cut-off point was 17 (M= 17.41, §D =3.86),
and the Mann-Whitney U test was applied to evaluate whether there was any
significant difference in proficiency between the two groups. A significant
difference was found (I/ =0, p < .01, r = -.85). The two groups were thus designated
group H [high score group (» = 8)] and group L [low score group (n = 9)]
(Table 5.2).

The Wilcoxon signed-rank test was used to analyze the difference between the
1 FCE and the 4™ FCE results in each group. A significant difference was found in
group L ("= 1, p < .01, r = -61), but not in group H ("= 3, p > .05, r = -47)

(Tables 5.3 & 5.4).
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Group H/L St 1D 1" FCE Score Rank
H M2 24 |
H Fl6 23 2
H Fo3 21 3
H MD4 21 3
H Fo4 20 5
H Fos 20 5
H o7 20 5
H F10 18 8
L Fll 17 9
L F02 16 10

F12 15 11
L Fl14 15 11
L F15 15 11
L Fo1 14 14
I MO3 14 14
I Mol 13 16
L F09 10 17

Note. H = high score group. L. = low score group. St. ID = Student identification data. The students in

group L are highlighted.

Table 5.3

Students ' Seores in Group L on the 1" and the 4 FCE Tests (n = 9)

Group L. St ID 1" FCE Score 4" FCE Score

L Fl1 17 23

L Fo2 16 28

I F12 15 24

I Fl4 15 17

L F15 15 14

L Fo1 14 26

1 MO3 14 21

L Mol 13 26

L Fo9 10 22
M 14.33 21.78
SD 1.89 4.05

Note. L. = low score group. St ID = Student identification data.

62



Table 5.4

Students’ Scores in Group H on the 1" and the 4" FCE Tests (n = 8)

Table 5.5

Students ' Quiz Scores and Total Number of Times Accessing the LMS (n = 17)

Group H St 1D 1" FCE Score 4" FCE Score

H M02 24 24

H F16 23 22

H F03 21 27

H M04 21 24

H Fo4 20 24

H FOS 20 26

H Fo7 20 19

H F10 18 28
M 20.88 24,25
SD 1.76 2,68

Note. H = high score group. St. 1D = Student identification data.

In addition, the Mann-Whitney U test was applied to evaluate whether there was
any significant difference between the two groups in the 4 FCE results. No
significant difference was found ({/ =22, p > .05, r = -.33). This result suggests that
the students in group L notably improved their English ability and increased their
test scores. As a consequence, the average score of the two groups was fairly close
on the 4" FCE test administration.

Table 5.5 shows the sum total of quiz scores and the number of access log
entries of each student. To identify the correlation between the two sets of variables,
the Spearman rank-correlation was used, and the results indicated that there was a
relatively strong relationship between them (1, =.61, 1 = .37). It is thus possible to
maintain that the number of times that the students visited and learned on the LMS
might have had an influence on the scores of quizzes that represented students’

achievement.
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StiD Quiz score Number of times accessing
i1 109,50 41
Foz2 128.00 71
Fo3 125.50 58
Fo4 92.50 26
Fos 105.00 18
Fo7 106.10 42
Fo9 127.10 56
Fl10 128.40 24
F11 105.00 29
ri12 115.50 26
F14 87.10 33
r15 70.60 25
Flo 120.60 53
MO1 52.50 20
MO2 98.50 14
MO3 78.24 14
M4 96.00 10

Table 5.6 summarizes the number of access log entries and the FCE gain scores
of each student. The FCE gain score was calculated by subtracting the 1" FCE score
from the 4™ FCE score. The Spearman rank-correlation was again used, and there
was only a weak correlation between the two sets of data (r, = .14, P = .02).
However, by omitting the data set on group H and then analyzing group L data in
the same way, a relatively strong correlation between the access log entries and the
raw gain scores was found (r, = .59, #* = .35). This result suggests that the number
of times that the students used the LMS for learning might have had an influence on

the FCE gain scores in group L.



Table 5.6

Total Number of Times Accessing the LMS and FCE Gain Scores (n = 17)

Number of times

Group H/L StiD acoessing FCE gain
H M02 24 0
H Flo 53 -1
H o3 58 6
H M4 10 3
o | Fo4 26 4
H Fo5 18 6
H 07 42 -1
H F10 24 10
L F11 29 6
L Fo2 71 12
L F12 26 9
D F14 33 2
L F15 25 -1
L Fo1 41 12
I M03 14 7
L MO1 20 8
I Fo9 56 12

Note. The students in group L are highlighted.

5.3.2 Changes in the Instructor’'s Way of Conducting Lessons

A part of the Grounded Theory Approach procedure (Corbin & Strauss, 2008,
Chapters eight and nine) was used to classify the lessons’ video data. As a result, the

following four categories were generated:

1. Quiz

2. One-way Instruction

3. Interactive Instruction

4. Activity

“Quiz” was used to categorize the period of time in which quizzes were
conducted at the beginning of each lesson. “One-way Instruction” was used to
categorize the period of time in which the instructor elaborated on the reading
materials or related issues in one-way instruction in English. “Interactive Instruction”
was used to categorize the period of time in which the instructor asked questions and
students answered his questions, or students asked questions and he answered them.
In other words, in this period of time, interactions between the instructor and
students were observed. Lastly, “Activity” was used to categorize the period of time
in which students conducted some kinds of activities related to the lessons, such as
sharing information about the reading materials, or helping cach other understand
the materials. Table 5.7 shows the result of categorization of the video data.

Table 5.7

Categorization of Video Dara

One-way Interactive
H - A '. .

Quiz Instruction Instruction ctivity

First semester [h:m:s] 2:30:16 4:33:47 2:44:14 3:41:43
(18.55%) (33.80%) (20.28%) (27.37%)

Second semester [himes) 2:09:46 3:44:12 3:06:18 1:29:44
(20.60%) (35.59%) (29.57%) (14.24%)

Total [h:m:s] 4:40:02 8:17:59 5:50:32 5:11:27
(19.45%) (34.58%) (24.34%) (21.63%)

Note. h=hour. m = minute. s = second.

As Table 5.7 shows, the way in which the instructor conducted the lesson
seemed to be fully interactive and cooperative. The period of time that the instructor
spent on “Interactive Instruction” accounted for 24.34% of the total lessons time. In

the time for “Interactive Instruction,” students spontaneously uttered their opinions
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in answer to the instructor’s questions and he helped them complete their utterances
in English in a variety of ways by offering scaffolding. In addition, the period of
time for “Activity,” in which students were allowed to learn individually or
cooperatively amounted to 21.63% of the total lessons time. The amount of time for
“Interactive Instruction” and “Activity” together accounted for 45.97% of the total
lessons time."

Below is a scene from a lesson, which was categorized as “Interactive
Instruction.” At the beginning of the lesson, the instructor asked a student a question

related to the topic of the reading materials in the textbook.

Instructor:  What questions do you want to be asked?
Student: About travel.

Instructor:  About traveling, OK. Do you like traveling very much?
Student: Yes.

Instructor:  Why do you want to be asked about traveling?
Student: 1 have many places to visit ...

Instructor:  Ah-ha, you have many places that you want to go.
Student: So, I want to be asked about it.

Instructor: ~ Where do you want to go?

Student: New Zealand.

Instructor:  Why do you want to go to New Zealand?

Student: Because I heard the country is safe. I know some people from
New Zealand. They are great people.

Instructor:  OK, the country is said to be safe. I don’t know exactly, but
the country is safe and people from there are nice to you.

In this interaction, the instructor helped elicit the student’s utterances as much
as possible and offered scaffolding to facilitate the interaction. First, the instructor

gave an open question to the student, and she simply answered the question. Second,
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as soon as the instructor heard the student’s answer, the instructor swiftly asked a
follow-up question correcting her utterance, and gave her another opportunity to
answer his question: “Why do you want to be asked about traveling?” Third, he
offered scaffolding to help her complete her sentences in English: “A#h-ha, you have
many places that you want to go.” With the help from the instructor, the student
could complete her utterance, and lastly the instructor gave the student and class
feedback on the student’s comment, which helped her understand what exactly she
wanted to say in English: “OK, the country is said to be safe. I don’t know exactly,
but the country is safe and people from there are nice to you.” These “interaction
frames™ (Fogel, 1993), which started from a simple “Question and Answer” phase
and finished at a “Feedback™ phase through a “Scaffolding” phase, were observed
many times during the lesson and created the teaching flow in lessons.

In another case, the instructor helped a student complete her utterances giving
scaffolding in many ways. In addition, other students sitting around the student were
empathetic toward her, even though her English was not clear and was mixed with
Japanese. The topic of the reading material on the day was A Close Encounter with a

UFO.

Instructor:  Have you ever seen UFOs? [The instructor gave
Anybody who has ever seen students an open question.]
UFOs, please raise your hand?

[Students were looking at
each other.]

Student: e = BT B 7oA, [A student started answering

D, BEApeen (1) the instructor’s question in
[I have never seen a UFO, but I Japanese and other students
had a strange experience. .. turned to the student ]

(pause) ]
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Instructor:

Student:

Instructor:

Student:

Instructor:

Student:

Instructor:

Student:

Instructor:

Student:

Instructor:

Student:

Instructor:

Student:

Tell me your experience.

Z ok, Whenlwas (f) 74>
59, 4EE?

[Well, when I was (pause), well, a
4™ grade pupil.]

When you were a 4th grade pupil.

When I was a 4th grade pupil, in
the morning, I had a teacher’s
story.

Oh, you heard your teacher’s
story.

No.

Oh, sorry. OK.

Az =& It was summer.
[Well, it was summer. |

It was summer.

S BRI (HEHFELLD
5),

[When I looked at here (pointing
at her shoulder).]

Yes.

[pointing at her shoulder]
Twatched...

Yes, you just watched your
shoulder.

Shoulder, No.
[touching her arm]
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[The instructor encouraged
the student to speak.]

[The instructor helped the
student complete her
utterance in English.]

[The student repeated her
utterance in English and
tried to add sentences. Other
students were nodding at her
utterance.

[The instructor repeated her
utterance in English giving

feedback.]

Instructor:

Student:

Instructor:

Student:

Instructor:

Student:

Instructor:

Student:

Instructor:

Student:

Instructor:

Students
in chorus:

Instructor:

Student

Your arm.

T, 2 Z/Z. stars marks
[Then I saw stars marks.]

You had a star, an astral signal
here?

Star mark?
You had a star, a star sign here?

WO AATEL D7
[t was a kind of engraved mark.]

Wow, vou mean this kind of star?

No, five.
Five?

Like this.

Ah
Hit, ZI3?
[Well, how does it go?]

x~, Kt . it
[Oh, you can’t draw it, can you?]

Yes, [ got it! This is the star. Yes!
And you had a star mark here, on
your arm.

T oK 0LT, fZiho
TH-T,

[Then I was surprised at it and
thought what...]
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[Other students also looked
at their arms.]

[The instructor started
drawing a star on the
whiteboard in a hexagonal
shape.]

[The instructor was
confused.]

[The student drew a star ona
notebook and showed it to
the instructor. The instructor
came close to her and saw
the star]

[The instructor started
drawing a star again, but he
could not draw it well.]

[The instructor followed the
students” advice and started
drawing a star again on the
whiteboard.]



Instructor  Disappeared soon?

Student Ko W LT, AlcoTH - [All students laughed.]
T. T ZiPoTbdhan
Wi, T, FHEIZOHBPEE
AT, MTEALEZAED
NWTAD2T, FATTIN
E’/{‘ -(-(‘0
[T was so scared and scraped my
arm quickly, but the teacher
scolded me for not concentrating
on his lesson.]

instructor  OK, whai XXX-san {Student A]
wants to share with us is -

Continued (Translation mine)

At the end of the interaction frame, the instructor summed up her story and gave the
class feedback on her story in correct English. Scaffolding that the instructor offered
the student was essential for her to complete her statement in English. In addition,
other students who were sitting around her encouraged her to continue her story,
displaying empathy.

These examples of the interaction observed in the class show that the teaching
practice based on the CML ameliorated factors that hinder smooth interaction in the
classroom, and allowed the instructor to conduct many student-centered activities
while offering scaffolding to the students. As a result, the instructor successfully
facilitated the student’s use of the target language and elicited her participation in
classroom activities.

Figure 5.6 represents a teaching flow in a lesson, with categories in four colors.
As this figure shows, “One-way Instruction” and “Interactive Instruction™ occurred
alternately during the lesson, and the “Interactive Instruction™ phase worked as a
vehicle to push the teaching flow forward.
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Figure 3.6, The horizontal bar represents the teaching flow in a lesson. The duration of a

. iz | ;0ne— Instruction l . Interactive Instruction
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lesson, 90 minutes, is converted to a percentage.

Concerning the question as to why the instructor could spend sufficient time on
interactions and student-centered activities during the lesson, the instructor

commented in the interview as follows:

Since I started using the LMS in connection with the lesson, I was able to divide
the contents into what I should teach during (in-class) lessons and what I can
let the students study on the website. As a result, 1 was able to offer many
student-centered activities within the lesson and give the students many
opportunities to speak up English.

(Translation mine)

In another part of the interview, he also commented as follows:
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[ think the amount of time available for activities within a lesson drastically
increased with the aid of the LMS, and the students seemed to enjoy learning
and speaking up English in activities. I also think that these positive experiences
that the students had in activities helped them maintain their study of English
throughout the course. These positive experiences also might have become the
students " motivation for visiting the LMS after each lesson.

(Translation mine)

These comments, along with many similar comments obtained, indicates that his

way of teaching changed after adopting the CML-based teaching practice.

The students also gave positive feedback on the CML-based teaching practice in
response to the questionnaire. To the question item, Do you think it was good to do
activities in the lesson?, 94.7% of the students (n = 18) responded “Absolutely agree”
and “Agree.” In addition, to the question item, Do you think there were sufficient
opportunities to give your opinions in the lesson?, 89.5% of the students (7 = 17)

responded “Absolutely agree™ and “Agree.”

5.4 Discussion

The results described above suggest that the teaching practice based on the
CML, which is designed from the ecological perspective, had positively influenced
the improvement of students’ English ability and the manner in which the instructor
conducted the lesson. Also, the CML-based practice expanded time and space for
the class, and the instructor could use the resources on the LMS as an “extended
learning environment” (van Deusen-Scholl et al., p. 657), dividing the syllabus

between what he should teach in-class and what the students could study on the
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website. As a result, he could spend sufficient time on student-centered activities in
the lessons and give many opportunities to the students to speak English. The time
and opportunities used for student-centered activities in the class might contribute to
eliciting the students’ participation in the lesson and to effectively guiding them to
the learning materials on the LMS. This learning cycle seemed to help increase the
students’ learning hours outside the lesson, which is indispensable for EFL learning,
especially in the Japanese EFL context (Takeuchi, 2002b). In addition, the
instructor’s way of conducting lessons might contribute to creating positive
relationships among the students. Especially for the students in group L, this
relationship helped them voluntarily participate in classroom activitics.

In this study, however, the improvement of the students in group H was not
statistically apparent. A few students in group H even scored minus points {although
not significantly) in the raw gain result of the FCE tests, although their
performances in relation to the number of access log entries and quiz scores was
similar to that of the students in group L. This may be because the ceiling effect

influenced the group H students’ performance on the FCE test scores.

5.5 Summary of Study 2

In this study, through a series of quantitative analyses, a relatively strong
relationship of students’ use of the materials on the website to the quiz scores (i.e.,
achievement) and to the improvement of their English language proficiency was
found in group L. In addition, the results indicated the instructor’s way of
conducting lessons had been positively influenced. Based on these results, the
efficacy of the CML-based teaching practice was confirmed. However, the present
study has limitations, which made the conclusions drawn from it tentative rather

than definitive. The major limitations are (a) the participants’ English level was
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relatively high and (b) the number of students was small. In the next study, thus, the Note

CML was tested on a large number of students whose English abilities are varied 1. The amount of time for “Interactive Instruction” and for “Activity” together

and basic. accounted for only 35.0% in other courses examined to obtain the baseline data
for comparison. Although this figure was informal, we can notice that there was a

huge difference between the course described in this chapter and others.



6. Study3
6.1 Purposes

In Study 3, the author investigated the applicability of the teaching practice
developed in Study 2 to an environment that better represents the Japanese EFL

context. The environment was a Japanese public lower secondary school.

6.2 Participants

The participants in this study were 50 male and 43 female second-year public
lower secondary school students aged 13-14 years. Their school is located in
southern Osaka, western Japan, in the center of a newly developed residential area.
The students had been learning English for one year prior to the study. Extrinsic
motivation for learning English seemed to be moderate, because there was still one
year to go before the entrance examination to high schools. Eighty-three students
(89.25%) had Internet-connected computers at home as of 2008 when the study was
conducted. According to the data from the Ministry of Internal Affairs and
Communications (2004), 68.5% of households in Osaka have Internet-connected
computers, and hence, the number of students who have Internet-connected
computers was slightly higher than the average of Osaka. During the research period,
the school’s computer room was opened for five days after school hours. The
availability of computers thus was guaranteed for all the participants.

The teacher who participated in this research had been teaching English at the
school for ten years and had seven years of teaching experience at other schools. His
basic attitude to teaching English was relatively student-centered. He often

participated in workshops or seminars for teacher development.
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6.3 Adjusting the Teaching Practice

To adjust the teaching practice developed in Study 2 to better fit the new
situation, the process of carefully exploring the classroom context was conducted.'
In the process, the author investigated the teacher’s concerns, how lessons were
designed and conducted by him and what difficulties he had experienced in
conducting lessons. A teaching cycle, which means how one in-class lesson

connects with the next, was also investigated.

6.3.1 Classroom Observations

Through the classroom observations, it became clear that the teacher was trying
to cram many exercises into one 50-minute lesson. For example, in a lesson, the
teacher needed to explain the pronunciation of new words and to give the Japanese
meaning of them. In addition, the teacher was asked by his students to explain the
materials in the textbook in English and Japanese. As a result, the lesson seemed to
be overloaded with exercises, and consequently, one-way instruction occupied a
greater part of the lesson.

In the Japanese EFL context, teacher-centered instructions derived from the
grammar translation method are still common (Fenton, 2006; Takeda, 2007). As a
result, one-way instruction for imparting Japanese translations of the textbooks to
students tends to absorb the greatest part of the lesson, and students are accustomed
to learning in a passive manner. To avoid spending time on giving just one-way
instruction and to let the students speak up in English as much as possible in the
lesson, the teacher in charge had started using an original type of material called a
“Chunk-Sheet” in the lesson. The sheet was developed by the teacher for oral

reading activities. Oral reading, that is, reading-aloud activities, has been popular
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among junior high school teachers in Japan as a way to internalize the input from the
textbook (Hayashi, 2007; Suzuki, 1998; Tai, 2002).

To make the Chunk-Sheet, the teacher extracted important sentences from
the textbook and divided them into chunks in line with a group of words. English
sentences extracted from the textbook were printed on the left side of the sheet
and Japanese translations were printed on the same line to the right of the
English sentences. Figure 6.1 shows an example of the sheet (see more samples

in Appendix D).

24F : Homestay in the United States 24F :Homestay in the United States
(Unit 4—R(1)---P42) 5058 {Unit 4—R(1)---P42) 5038
1 | |(Nana) Everyone in my host family is nice g Ty y—
2 | |1o me. 2 fLeHLT
3 | |But my host mother always gives me 3 ChERRA D LT Ty
4| | | |too much food. A SAXDRE
5 | |Do I have to eat everything? 5 [Tl AR T
5 It's too much 5 EaEEsl
7 for me. 7 bl k=T
(Teacher's Answer) (Tencher's Answer)
s You must tell your host mother. la BEEAL LR LR A
g Say, a [~ Bl
1 |I'm SOITy. 10 I Irath,.
? 11 Jits very good, _ i ||| EERERLAIES
1 but | can't eat that much.” 13 ThEAEH RS hI A, )
ld | | [She'll understand. | | BTt £

Figure 6.1. A sample of the “Chunk-Sheet.” In the lesson, the students fold it in half and read

orally from the sheet.
With the sheet, the teacher conducted reading-aloud activities during the lesson and
allowed the students to read out the sheet in a variety of ways. For example, in the
“Read and Look-Up” activity, the students looked briefly at one English sentence on
the sheet and then read the sentence aloud without looking at the sheet, so that they
could increase their retention of English sentences.

Initial classroom observation suggested that the sheet was effectively used and

the students were making progress in the activity. However, several subsequent

interviews and e-mail exchanges with the teacher in charge revealed that he was
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experiencing difficulty in eliciting students’ self-learning through preparation and
review of the Chunk-Sheets at home. He was also experiencing difficulty in making
a linkage between in-class lessons and out-of-class students’ self-learning,

In addition, through classroom observations, the author found a teaching cycle
that incorporated an in-class lesson with the next lesson by means of the Chunk-
Sheet. The teacher conducted reading-aloud activities with the Chunk-Sheet in the
lesson, and the students’ retention and understanding of the sheet’s contents were
tested by an in-class quiz in the following lesson. After the quiz, a new Chunk-Sheet
was given to students. In this manner, the Chunk-Sheet played an important role in
the classroom context and functioned as a medium that bridged an in-class lesson
with the next lesson, creating successive teaching cycles. The classroom
observations also showed that the presentation activities were conducted several
times during the lessons in each trimester to increase students’ ability at self-
expression in English. In the activities, the teacher recorded students’ presentations,
intending to use them for possible future reference. The recordings, however, were
rarely used as references or resources, despite the teacher in charge urging his
students to do so.

Lastly, students’ learning efforts in relation to each lesson were usually
examined in the midterm and end-of-term tests in each trimester.” All tests,
including quizzes and the midterm and end-of-term tests, were administered by the

teacher. Figure 6.2 illustrates the overall picture of the classroom context.
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Chunk Sheet Quie
YCEAS
| 3 . -o
‘ Teaching Cycle in the lesson =

midterm and end-of-term tests
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Figure 6.2. A quiz is given after the “Chunk-Sheet” is completed. A new “Chunk- o om e assann e <
Sheet” is then given to students. The rotation of the “Chunk-Sheet” and the quiz Y

constitutes a teaching cyele in the classroom context.
Figure 6.3. The student’s opening page on CEAS.
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Unit4-R1: Hon

6.3.2 Technology

CFEAS, which was explained in Chapter 4, was again utilized in this study

™ Nana:
because of its high adaptability and stability. Figure 6.3 shows a student’s opening " E,:.munc RENy ot Al s s to
- i B . =
page on CEAS. The materials on the LMS were originally prepared by the author in P But my host mother always gives me too

much food.
careful collaboration with the teacher. Figure 6.4 is an example of the materials. In

Do I have to eat everything?

addition, movie clips of students’ presentations recorded by the teacher were

v wm

It's too much for me.

digitalized, and 273 clips were uploaded onto the LMS. Table 6.1 shows the list of R
i i 2 You must tell your host mother.

the materials that include sample readings of textbooks, songs, chants, past test ou must tell your

. . . Say, "I'm sorry.

items, and external links to the websites.

It's very good, but I can't eat that much.”

Ve yE ¥yE VY=

She'll understand.

Figure 6.4. Supplemental material for the
Chunk-Sheet. With this material, students can
practice reading aloud while hstening to the
sound file.
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Table 6.1
The List of the Materials Uploaded onto LMS

Type of materials File type File format Number of materials

supplemental materials for Chunk-

Sheets sound and text Flash 41
sample reading for each chapter of ey g 60
the textbook
; : text and
external links to websites porian html 27
plclurcs;
students’ presentations movie .mp4 273
S0Ngs sound .mp3 19
chants sound .mp3 9
previous lest items text doe 8

Supplemental materials for the Chunk-Sheet (Figure 6.4) were prepared to
enable students to prepare for and review the lessons. The students were expected to
download the sample reading files onto computers or MP3 players. To increase the
opportunity for the students to be exposed to authentic resources, external links to
websites were placed on the LMS. The provision of these core learning materials on
the LMS was intended to strengthen the teaching cycle in the lesson and elicit
students’ outside-the-class self-learning, thereby increasing their learning hours.
Furthermore, additional learning materials were placed on the LMS. For example,
movie clips of the students’ presentations were uploaded. The students could share
their presentations with friends on the LMS. Also, songs and chants were uploaded
for fun activities and previous test items were placed to enable students’ preparation

for upcoming midterm and end-of-term examinations.
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6.4 Data Collection

The data were collected over a nine-month period from April to December 2008.
Each lesson lasted for 50 minutes and during the research period, there were a total
of 87.5 hours of lessons. The triangulation procedure was again applied to the data
collection process (Dérnyei, 2007; Takeuchi, 2003).

To explore the effect of the CML-based teaching practice, a set of data was
collected. Midterm and end-of-term test scores were collected as indicators of
students’ learning achievements and the outcome of their cumulative efforts.
Midterm and end-of-term tests were administrated in the first and second trimesters
respectively, so that the students took the tests four times during the research period.
The intraclass correlation coefficient among the four tests was 98 (p < .0I,
2= .96), indicating that the scores of the tests were highly reliable. Quiz scores
were also collected as an indicator of both students’ understanding of the lessons
and the cumulative learning process. The quiz was administrated each time the
Chunk-Sheet section was completed, that is, ten times in the first trimester and nine
times in the second trimester. The intraclass correlation coefficient among the
quizzes was .96 (p < .01, /* = .92), indicating that the scores of the quizzes were
also highly reliable. The tests and quizzes were originally developed by the teacher
in charge of the class.

The total number of access log entries was also collected. The frequency of the
access log entries can be an indicator of how often a student logged onto the LMS
and used the materials there for self-learning. Access log entries were automatically
counted by the LMS when a student logged onto the system and used the materials.
Access log entries counted during the summer vacation were eliminated from the
total number in order to investigate how often a student visited the LMS and used
the materials after school at home during the trimesters.
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In addition, qualitative data, such as interviews with the students and the teacher,
classroom observation, and e-mail exchange, were collected to explore the influence
of the practice in more detail. As for interviews, a semi-structured interview
technique was adopted for this study because it allowed the interviewees (i.e., the
teacher and the students) to elaborate on particular issues while introducing new
ones (Thornton & Sharples, 2005). The interviews took 30—60 minutes and were
recorded with the permission of the teacher and students, and they were later

transcribed.

6.5 Data Analysis

To investigate the influence of the teaching practice on the improvement of
students’ English ability, the correlation coefficients between access log entries and
other variables were investigated. Furthermore, the data on 16 students were
extracted and the correlation between their z-score gains and the access log entries
was examined. These 16 students were selected because they had attained above-
average scores on the midterm test in the first trimester and the end-of-term test in
the second trimester, so that their English ability seemed to have greatly improved.
The correlation coefficient between the two tests was at .95 (¥ = 90, p < .01). Z-
score gains could be seen as an indicator for determining the level of students’
achievement in English improvement. Z-score gains were calculated in two steps as
follows: (a) midterm test scores in the first trimester and end-of-term test scores in
the second trimester were transformed into z-scores, and (b) the midterm z-scores in
the first trimester were subtracted from the end-of-term z-scores in the second
trimester.

To investigate the influence of the teaching practice on the students’ learning

process in more detail, bearing in mind the results obtained through statistics, semi-
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structured interviews with two students were conducted. The two students were
selected because they showed frequent access to the LMS and notable improvement
on the end-of-term test score. The first line of questioning involved general
questions about the use of the computer at home. The second line of questioning
involved more specific questions about the use of the materials on the LMS. The
interview sessions were recorded with the teacher’s and interviewees’ permission
and later transcribed by the author.

Lastly, semi-structured interviews with the teacher in charge and observation on
his classroom were conducted to investigate the influence of the teaching practice on
the teacher’s manner of conducting lessons. The interview session consisted of two
parts. The first line of questioning involved questions about the teacher’s teaching
style. The second line of questioning involved questions about how the practice
influenced the lessons. Additional interview sessions were conducted after
classroom observations. The data obtained were all transcribed by the author with

the permission of the teacher.

6.6 Results
6.6.1 Students’ English Ability

To investigate the influence of the teaching practice on the improvement of
students’ English ability, the correlation coefficients between access log entries and
other variables were examined. The following variables were entered in the analysis:
(a) midterm test scores in the first trimester (test 1); (b) end-of-term test scores in the
first trimester (test 2); (c) midterm test scores in the second trimester (test 3); (d)
end-of-term test scores in the second trimester (test 4); (e) quiz scores just before

test 1 was conducted (quiz 1); (f) quiz scores just before test 2 was conducted (quiz
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2); (g) quiz scores just before test 3 was conducted (quiz 3); (h) quiz scores just
before test 4 was conducted (quiz 4); and (i) access log entries (log). The variables
were analyzed by using non-parametric statistical analysis (Siegel, 1956) since the
normality of the data was not guaranteed in the quiz scores. Table 6.2 gives the

results of Spearman’s rank-order correlation of all the variables.

Table 6.2

Intercorrelation among the Variables

a b c d e f 2 h i
astest | —
b: test 2 957 —
¢ test 3 907 937" —
d: test 4 90" 937 95T —
e quiz | I3 R S § R R—
f: quiz 2 60" 617 637 T 50T —
g quiz 3 587 587 el” 617 527 edT —
h: quiz 4 B | S Y i S /R 1 R T SRS 1 I—
izlog 327 38T 47" 397 247 307 297 397 —

Note. N=193; *p < 05, **p < 01 Data sets of test | and quiz 1, test 2 and quiz 2, test 3 and quiz 3,

and test 4 and quiz 4 are underlined.

Strong levels of correlation were found between test and quiz scores, and the
degree of coefficient correlation gradually increased as the number of tests
accumulated: test 1 and quiz 1 (item “a” and “e,” = .51); test 2 and quiz 2 (item “b”
and “f,” = .61); test 3 and quiz 3 (item “c” and “g,” r = .61); and test 4 and quiz 4

(item “d and “h,” = .76). The correlation among the test scores is higher than that
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for the quiz scores. This might well represent the Japanese EFL context, in which
term test scores have a great influence on the evaluation of the final grade in each
trimester. The students, thus, usually study harder for the tests than for the quizzes.
In addition, moderate levels of correlation were found between the access log entries
and other variables.

Figure 6.5 illustrates the distribution of the students” midterm test scores in the
first trimester (M = 53.57, SD = 21.66) and end-of-term test scores in the second
trimester (M = 48.46, SD = 19.70). Sixteen students were selected because they had
attained above-average scores on both the midterm test in the first trimester and the
end-of-term test in the second trimester. For the scores of the 16 students on the
midterm test in the first trimester, the mean was 71.13 and the standard deviation was
10.10, whereas on the end-of-term test in the second trimester, the mean was 71.00
and the standard deviation was 8.97. Their z-score gains were then calculated (M =
0.33, D= 0.19). An analysis of the correlation coefficient between the z-score gains
and the 16 students’ access log entries (M = 9.69, SD = 10.49) showed a moderate
level of correlation (r = .46, r* = .21), thereby showing that the number of times that
the students used the LMS for learning might have had an influence on the

improvement of students’ achievement in English ability.

6.6.2 Interviews with Two Students

To investigate the influence of the practice on the students’ learning process in
more detail, semi-structured interviews were conducted with Students A and B (see
Figure 6.5). They both registered high access log entries and high z-score gains. The
interviews were conducted in Japanese, so that they could express themselves
naturally in their mother tongue. The transcriptions were translated into English by

the author.
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Student A is a female student. She stood 45" in the midterm test z-scores in the
first trimester but rose to 2" place in the end-of-term test z-scores in the second
trimester. She logged onto the Web 20 times during the research period. Student B is
a male student. He ranked 46™ in the midterm test z-scores in the first trimester but
moved to 22" place in the end-of-term test z-scores in the second trimester. He

logged onto the web page 26 times during the research period.
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Figure 6.5. Scatter diagram illustrates the distribution of learners’ midterm test scores
in the first trimester and end-of-term test scores in the second trimester. The data set of

the 16 students is circled. A and B show the scores of the students interviewed.

Through the interview sessions, it became clear that the LMS offered students

an additional leaming environment and they used the resources on the LMS
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effectively. However, they differed from one another in the way they used the

materials on the Web. Student A did not use the computer at home on a regular basis,

and she logged onto the LMS when she felt she needed to do so.

Interviewer: How ofien do you use the materials on the LMS at home?

Student A:  Sometimes, when I need to check them.

Interviewer: Do you often use the computer?

Student A:  No.

Interviewer  How do you use the materials on the LMS when you need to do so?
Student A:  To write my comments or diary on the bulletin board system, and

listen to the sound files.

(Translation mine)

In contrast, Student B used the computer almost every day.

Interviewer: How often do you use the materials on the LMS at home?

Student B:  Quite ofien.

Interviewer: Do you ofien use the computer?

Student B:  Yeah.

Interviewer: flow do you use the computer?

Student B: [ like music, so I use it for editing, listening, and buying music. 1
often look at YouTube and listen to iTunes.

Interviewer: Do you send e-mail on the computer?

Student B:  Yeah. Almost every day.

Interviewer: How do you use the materials on the LMS?
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Student B: [ download the sound files and put them onto my iPod. I also use
the materials for my self-study.

Interviewer: Did you notice any changes since you started downloading the
sound files?

Student B:  Yeah, I think 1 started practicing pronunciation with them.

(Translation mine)

Even though the number of access log entries did not differ much between
Students A and B, the way they used the materials on the LMS was completely
different. Student A’s focus was mainly on in-class coursework and she treated
studying with the LMS materials as extra work. In contrast, Student B used the
computer quite often and utilized the materials in his own way. This finding is in
accordance with K. H. Wang, T. H. Wang, Wang, and Huang (2006), in which they
revealed that learning style was a significant factor affecting students’ achievement
in a Web-based learning environment. In addition, both students mentioned that they
liked watching friends’ presentations, which were recorded during the lessons and
put on the LMS by the teacher as a reference for their upcoming presentations.

With these results in mind, it is possible to maintain that the students” use of the
materials on the LMS was moderately related to their cumulative efforts toward
their quiz scores and the improvement in their English ability. In addition, the
resources on the LMS offered students an additional learning environment and
students used the resources on it outside the classroom. Although a definite causal
relationship between the use of the materials on the LMS and the improvement of

students’” English ability has yet to be clearly identified, it is thus possible to argue
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that the practice based on the CML successfully integrated in-class practices with

students’ outside-the-class self-learning by means of technology.

6.6.3 Interviews with the Teacher

The second research question of Study 3 was investigated by means of a semi-
structured interview with the teacher. The teacher answered the question of how the
CML-based teaching practice had influenced the way he conducted lessons. The
interviews were conducted in Japanese and later transcribed with the teacher’s
permission. The transcriptions were translated into English by the author,

The following excerpt from the interview shows that the teacher’s way of
conducting lessons qualitatively changed due to the creation of a seamless linkage
between the lesson and students’ self-learning at home. With the help of the CML-
based teaching practice, the teacher was able to offer an “extended learning
environment” (van Deusen-Scholl et al., p. 657) via the LMS, and to expand the
classroom context, time, and space for teaching/learning. As a result, the teacher has
reduced the time for one-way instruction, and spent sufficient time on reading
activities and interaction with the students during lessons. In addition, and more
importantly, these qualitative changes in the lessons seem to have created an
environment that leads the students to autonomous learning. The comment by the
teacher in the interviews, such as, “/ can let the students study on their own or I can

1

let them teach themselves,” seems to reflect the improvement in the quality of the

lessons.

Interviewer: Do you think that your way of conducting lessons has changed

since you started the new teaching practice?
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Teacher: Yes, I think so. Today's lesson can be a good example (In the

lesson, the students sang a song in English). I used to try to
Sfinish one thing in one lesson, even if time was very tight.
However, it won't happen now. As you (the interviewer) saw
today, I did not give them the lyrics of the song first, because [
had told them that “you can check them (the lyrics and the song)
on the LMS” and “you can watch the movie clip linked to
YouTube.” In this sense, I can let the students study on their own
or [ can let them teach themselves.

Interviewer: Aren't you worried about handling lessons in that way?

Teacher: No. At least I've given students the learning materials, the
“Chunk-Sheets, " so that they can do the minimum requirements
such as checking the Japanese meaning, the vocabulary, and the
pronunciation by themselves with the resources on the LMS. As
a result, now I have reduced the time spent on simple
explanations and spend more time on activities during lessons.
That’s a big difference.

{ Translation mine)

To confirm the teacher’s comments in the interview, video data were collected
and analyzed. Table 6.3 shows the result of video data categorization. Video data
were collected during an ordinary lesson in the research period. One lesson was 50
minutes, but the amount of time that was used for checking students’ attendance was
omitted from the data. A part of the Grounded Theory Approach procedure (Corbin

& Strauss, 2008, Chapters eight and nine) was used in the classification of the video
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data. As a result, five categories were generated. “One-way Instruction™ was used to
categorize the period of time in which the teacher elaborated on the reading materials
or related issues in the textbook on one-way instruction. “Interactive Instruction” was
used to categorize the period of time in which the teacher asked questions and the
students answered his questions, or the students asked questions and he answered
them. “Students in Individual Activities” was used to categorize the period of time in
which the students were engaged in an individual activity such as reading-aloud
activity. “Students in Group Activities” was used to categorize the period of time in
which the students were engaged in group activities such as sharing notebooks and
checking pronunciation. Lastly, “Students’ Presentation™ was used to categorize the
period of time in which the students gave presentations. The inter-rater reliability (of
all the data analyzed) was at 82.5%. The author decided that the result was at an

acceptable level of agreement (Potter, 1996).

Table 6.3

Categorization of Video Data Analvzed

Time [h:mm:ss] Percent
One-way Instruction 0:14:44 34.6%
Interactive Instruction 0:03:34 8.4%
Students in Individual Activities 0:06:41 15.7%
Students in Group Activities 0:15:48 37.1%
Students” Presentation 0:01:51 4.3%

Note. h=hour. m = minute. s = second.
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As the result shows, the way in which the teacher conducted the lesson seemed

to be fully interactive and cooperative. The amount of time for “Interactive

LI

Instruction,” “Students in Individual Activities,” and “Students in Group Activities”

together amounted to 61.1% of the total lesson time. Reflecting on the previous
lessons in which he was teaching without the use of LMS, the teacher answered in

the interview as follows:

Interviewer:  Before you started using the new teaching practice, in what
way did you conduct lessons?

Teacher: I think I was giving lessons in a very orthodox style. It was
kind of grammar translation method, copying the target
sentences from the textbook, reading them out and asking
the students the Japanese meanings.

Interviewer:  You mean it was based on the textbook.

Teacher: You can say that. But if you have lessons in that way, as is
obvious, you can’t give the students time and opportunities
to practice and use English in lessons. 1 believe it is
important to learn English through practicing. I want the
students to speak and use English in lessons. | have tried
many things so far to reduce the amount of time spent on
one-way instruction, but it was really hard to do so in the
lessons. However, since 1 started the new teaching practice
based on the CML, the amount of time I can spend for
practicing has notably increased. I am not sure if the way
the students use English is real English or not, but at least,
I have an enormous amount of time in lessons, in which I
can let them teach themselves.

(Translation mine)

In the interview, the teacher said his way of conducting lessons has changed from
the orthodox grammar translation method to more interactive and student-centered
ways. With the help of the CML-based teaching practice, the teacher could expand

the classroom context.

6.7 Discussion

The results suggest that the teaching practice based on the CML in this study
had a positive influence on students’ learning environment and the manner in which
the teacher conducted the lesson. Furthermore, the practice contributed to the
improvement of students’ achievement in English ability.

With these results, the wider range of applicability of the CML-based teaching
practice in the Japanese EFL context is confirmed. The author insists that this
teaching practice can contribute to ameliorating the disadvantage of learning English
in the Japanese EFL context. It is true that the improvement of students’ English
ability and the teacher’s way of conducting lessons are not entirely attributable to
the use of technology, but we can at least say that the CML instructional design
based on the ecological perspective, which places technology within the totality of
the classroom context, makes it possible to fully integrate technology into teaching
practices.

The teaching practice also brought about other positive results in the school.
Other teachers at the school in different school years showed interest and
spontaneously started using the LMS as a part of their English lessons as well. This
phenomenon was a somewhat unexpected positive influence and indicated how the
CML-based teaching practice was successfully integrated into the school

environment.
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At the same time, however, through this study, some of the difficulties in
implementing the teaching practice at public lower secondary schools in the
Japanese context became clear. Firstly, it is difficult to guarantee the full availability
of computers to all students. Secondly, differences in students’ learning style have
significant effects on the use of technology for learning. Furthermore, teachers at
public lower secondary schools in Japan are usually extremely busy with
administrative work other than teaching, so that human support is indispensable to
the successful implementation of the teaching practice. For future practice, these

issues should be taken into account.

6.8 Summary of Study 3

The results of Study 3 indicated the CML-based teaching practice with its
ecological perspective has a wider range of applicability in the Japanese EFL
context. The teaching practice successfully integrated in-class practices with
students’ outside-the-class self-learning via the use of technology. In addition, the
practice positively influenced the improvement of the students’ English ability and
the teacher’s way of conducting lessons. With the help of the CML-based teaching
practice, the teacher was able to offer an extended learning environment via the Web
to the students, and to expand the classroom context, time, and space for language

learning.
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Notes

1. The process of carefully exploring the context in which people interact with tools
is indispensable from an ecological perspective (Suri & IDEO, 2005). Timugin
(2006) mentioned that “it is vital to create opportunities to make the teachers use
what they have been doing and take advantage of what they are familiar with (for
example, assigning them to prepare support materials, given the chance to
evaluate feedback forms, etc.), instead of asking them to forget everything they
have been doing for so long and adopt a completely novel way of teaching
instantly” (p. 269).

2. The first trimester was from April 6 to July 18, and the second trimester was from

September 1 to December 22, 2008.
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7. Conclusion

Before concluding this dissertation, some limitations should be addressed.

First, the ecological perspective was discussed in this dissertation only from the
teachers’ perspective. To discuss the ecological perspective in its full sense,
viewpoints from learners, school administrators, and software/hardware developers
should be included. Second, the teaching practices based on the CML were tested
only with the LMS. To investigate a wider range of applicability, the teaching
practice should be designed and implemented with other types of technology, such
as handheld devices. In this connection, the practice was tested only on two
environments. Therefore, additional tests should be conducted in different situations
representing the Japanese EFL context.

Despite these limitations, an ecological perspective on the use of technology in
foreign language teaching was successfully proposed in this dissertation. In addition,
with a view to promoting the integration and normalisation of technology in
language teaching, a teaching practice based on the CML was designed and
implemented in real teaching contexts over an extended period. It had a positive
influence on the improvement of students’ English ability and the manner in which
the instructors conducted the lesson.

The author would now like to summarize the major findings according to the

research questions outlined in the first chapter.

1. What are the factors that impede the use of technology by teachers in

the Japanese EIL context?

As Study 1 shows (Chapter 3), three factors that seemed to be impeding
integration and normalisation were found: (a) Technology factor, (b) Environment
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factor, and (c) Institution factor. In addition, interviews and classroom observations
revealed the dilemma that is shared by many EFL instructors in the Japanese
context: LL and CALL classrooms were developed to facilitate language teaching,
for which educational institutions provided a large amount of funding. However, in
most cases, the technology installed for language teaching has not been used as was
intended, and worse, facilities have been considered to be obstacles to teaching.
Inconsistency of interface design and labeling, and cramped classrooms are also
found to impede the use of technology by teachers within the classroom context.
Furthermore, without technical support and faculty development, teachers have few
opportunitics to improve their way of using technology. As a result, their frustration
and disaffection with technology have mounted, and they have gradually stopped

using LL and CALL facilities.

2. Which teaching model (based on a theoretical perspective) is feasible
Jor attaining integration and normalisation of technology use in

Sforeign language teaching in the Japanese EFL context?

On the basis of the findings in Study 1 (Chapter 3), the author insisted that an
instrumental perspective (Warschauer, 1998) can impede the integration and
normalisation of technology use in foreign language teaching, since it views
technology as an isolated tool and deals with technology without considering what
and how teachers teach in classrooms. Instead of an instrumental perspective, to
achieve the concepts of integration and normalisation, the author proposed an
ecological perspective, which deals with technology within the totality of the
context in which actual language teaching and learning occur. The ecological

perspective was summarized by the following formula:
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U = f(PCT)

By viewing the use of technology in foreign language teaching in light of this
formula, the author believes that technology can obtain a “field of meanings”
(Wenger, 1990) and can be integrated into the classroom context. As a result, a stage
of integration and normalisation can be achieved.

The author then adopted the “cyclic model of learning” (Takeuchi, 2007b) as
the basis for formulating a new teaching practice. The CML, which is devised from
the ecological perspective, considers that the process of foreign language teaching is
a combination of the teaching flow within a lesson and the teaching flow between
lessons (the latter of which is formed via technology), and that these two teaching
flows create the classroom context. In addition, the CML attempts to integrate in-
class lessons with outside-the-class students’ self-learning by connecting preparation,

lesson, and reflection to one another with the aid of technology.

3. Does the teaching practice based on the model really have the expected

effects?

The results of Studies 2 and 3 show that the CML-based teaching practice had a
positive influence on the improvement of students” English ability and the manner in
which the instructors conducted the lesson. The positive effect of the teaching
practice was thus confirmed. Study 2 (Chapter 5) indicates that the teaching practice
largely facilitates students’ learning in the group of students with lower English
proficiency and that the number of times the students used the resources on the LMS

might have had an influence on students’ achievement. In addition, the practice
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provided teachers and learners with extra time and opportunities to teach and to
learn English. As a result, a positive learning environment emerged. It also helped to
create a supportive relationship among the students and to facilitate their learning. In
Study 3 (Chapter 6), the CML based teaching practice was applied to a Japanese
public lower secondary school. With some adjustments to the practice, it was
implemented over an extended period. The results confirmed the wider range of
applicability of the practice. The study also showed that the number of times that
learning occurred on the LMS influenced students’ achievement and that the
materials on the LMS provided the students with an auxiliary learning environment
and scaffolding. However, the way that individual students used the materials
differed according to their learning styles. Also, the CML-based teaching practice
qualitatively changed the teacher’s way of conducting lessons, owing to the creation
of a seamless linkage between the lesson and students” self-learning at home.

Now, the pedagogical implications of this dissertation are presented. First,
collaboration between practitioners and researchers is needed to promote the use of
technology in foreign language teaching. In particular, in public lower secondary
education, teachers are so busy that they do not have opportunities to learn the latest
technology for foreign language teaching. With the help of researchers, therefore,
they can explore new possibilities for teaching a foreign language by means of
technology.

Second, human resources who are well versed with the use of technology in
language teaching should be developed. In the Japanese educational context, those
who want to be language teachers have few opportunities in their training to study
the use of technology. However, along with the innovation and diffusion of ICT, it

has become impossible for them to ignore the use of technology in teaching. To
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improve this situation, therefore, offering courses related to the use of technology is
indispensable in language teacher training programs.

Lastly, the author would like to conclude this dissertation with two suggestions
for future CALL research: First, a perspective that integrates technology into
teaching practices is needed to advance CALL research. In the process of
researching such a perspective, the integration and normalisation of the use of
technology in foreign language teaching become significant concepts. Second, to
make practical application of these concepts, the author firmly believes that CALL
research needs to broaden its field from the inside-the-classroom to the outside-the-
classroom. For achieving the integration and normalisation and broadening its ficld,
an ecological perspective, which explores the use of technology within the totality of
the context in which actual language teaching and learning occur, will be a key in

CALL research.
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Thy el ey tor o Ehuet thwy g o the ot
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Appendix B. Examples of the Supplemental Materials

Provided on the LMS

L I =lgix
m- T T e (PP pRp— o=
Lzria0_Wno I T RD_ a7
A BRIAD 8 ura 15 adectrn

‘.4 Unit 15 Andy Warhol's Early Years
& N
Un 16 )| COLUM | Fiead 11 | Finad BLE
BUTFOHETMAL. 6 A0EDBEDPES - §— RO MLEEEILE
SALSA oL ERRS CWET.
AT, RATELLEF AL ELE.
WEDNESAA-DLURS REFSRCENASRHILLLY,
R 0 JE W A L ah !
O wrlouer [ro compunst ] boing the orby ore of Bs krd
ry @pod] very good, [skitful] able to do scmething well or deal
[0 poor: [ret good] ot ws good ms It coukd be or shoud be
=

[ whvid whvid colors or
=]
7 wivid description £
r=ER
T mmaring xtremey OO0, SEDECEly I 3 SUITNSNG SN0 WDECIO0 W
7 mmazing ability ). amazing progress B0
.
O creathw oo g e e affectiue ik T t

riirg angacialy ina w it to

vy well, showirg a kot of ablity
[ charismatic abi to sttract and In ther poopks tocaum of & _:'
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(Continued)

t Explwer

G:_.-;v [ EWCERS DUIVA0ETIR_Eha¥materisitmp¥mater smateriaWoritl 1+ =] 43| & [F N
] e EBEE ETL BRCANW Y- AT
L BRI g Unit 11 Feveew { |
=
Unit 11 | COLUMN i e 1 K18
WLTF, Unit D ERTOHR A HERTLELE
B Go shead and make my day
| TR THE 1

B proverh ENIATCEDETELE

7 Ablack hen lays a white egg  SALFDEEESL,

W Curses come home to roostler)  AEOSHII_2(@TEE DI

¥ Lookbefore you leap  REIENED DA

W It ks dogged that does it pr.= .

T Where there ks a will, there iz a way
T Time flies  #FE. &

LA
W Two heads ane better than ong
FJETIZZA)

W Twao's company, th

1FHTHE

sacrowd A3

(F{RIk A RTE 3

W Children should be seen, rot heard ¥4
EREORRHH)

V' Somany men, =0 many minds A2
W Asyousow, so shall youreap  FEERECHR (You've got what you've asted
for.}

T Charity begrs at home. T TEHD)

T Ot of sight, out of mird

120




Appendix C. An Original Version of Questionnaire for Students’

Perception of the Teaching Practice Used in Study 2 (Chapter 5)

LTOHBE & CHEA, BTEELIBESERULEL,

[BEIZDLT]
L ZOR¥EEBLT, EEABMLELEZEBNETD,
2IOREAFBLT, HEBEOEENH A EBOETD,
3. ZOR¥EAMUT, AWMICKELHRT DL IRz LB ET A
4. ZOREEBLT, Thhb bEFORMAFT TTZ 5 LIRSk
0E Loy

Ln

CIOERNEEBLT, WFE~OFEKBOIEE o2 LBV ET D,

6. ZORMELMLT, Wilizfil< Z Lictlini & BunE 4,

7. ZOREEMLT, WFEEHDZ Lichic LEBRWET D,

8. ZOR¥EAMLT, Y R=VIhMmELTEBNE T,

0. ZORELBLT, VT4 ZhFmELEEBVETH,

10 ZOFHEAMLT, WLEFLAL— FRRI R LBNETH,

1 ZOHEB LT, EXEAEMRIIHDD Lotz L BnETI,

12, ZOfF¥ERXB LT, BHEMICULERFEMD Z LB TELBNWE
/AN

13. ZOREEZBL T, RITAh SSBRW L 7c EBVET M

14, ZOREAE L CHAEGMRITIEL, FRELUS OB TR 1%
(32 L BunE T,

15. ZOREONEIL, HBAOIGENZH > T EBnEdh,

16. ZOE¥ETIE, —ADE D) ~OFRBAITE RO Tz L BOETH,

17. ZOR¥ETIE, —ADEVITHSOBERH o2 L BnEdh,
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18. ZOREETIE, —AULVICHMZT Z#WENH L BETD,

19. ZOE¥ETH, +HCEEREOYVR— BRI T EBUWETD,

20. ZORETIE, B¥EP, 7FAA— P L—HICELDIREMN+FICHo
o BunETD,

21. ZORETH, BAETTRE LTRERELED TV BNET),

22, HEEONEFELMELT, BEONGERRENRE O Lo L
VET D,

23, ZOEMEERB LT, EREONEUIMI L 2 E X E LRI TGS
iz L BunvET

24, FEREOHANZ, HIRIOFEENEEZHET 2 Quiz b >7eDiE L oiz b
BnEdh,

25. RA » MNZ XD FEHROME L AT 2B H Tz DI Lotz b B E
T,

26. BENITN—TT—0 (FA—TTEETHE) BRY ARLLATW
e Xinofc L BuvETh,

[ B 23T
27 Bl I BT E I LB E T,
28. ZORFETERL T EBET
20 B ZEBLT, 1 20ZLEROBRITFIZLEWVIERBERH Y T,
30. ZOBREOTE - WHEARELE e BuvE-SD,
31 ZOREICHTE - BHE L TEMLIZ L BnETh,
32 ZORETHITMHITZARIEE D000 5 & B ETd,
33 FMEANCEERE TS L s g,
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[BxF(z>1T]

34 % A0T, FAOEMICRIBIZIS LT AL BnETDR,

35 %, FHEOHEBNZ L0 B2 Tz BuESh,

36, JekiE, FAEICKBICHE LT Tz EBunETD,

37. A, HheRVnESEEREE LI LR —FLT<A TR
VET D,

38. SR, FENT CITIRREIZETE RWVWEE, +ricB 2 DA 52 TL
niz L BWET D,

39 B¥EEELT, REICBIEERCS Z LB TEREBWETD,

[RAIZ21T]
40. ZORHIT, 7 T AA— FEEOMHMRV D EBETD,
41 ZOET, LIWEBKTRENED St L BRnETh,
2. ZOB¥ETIE, 7F7RAA—MALEOF—LT—IRbotc LBNETH,
B EER, VF7AA—PMRLETHRAEGI ZLBboo LB+,
44 2P, 77 AA—FRILTHITES Z&hboto L BnEd
45 2%, 77 AA— FOBEITH LR RRER RO NEHAE A D 5
bbb ofc LB ETA,
46. REXBLT, 77 AA—MIBIEEEB LD LN TELLBVES

pIEx

[TAIzD1T]
47 ZOFTIE, FAEDSM TABRW O TI oz L BunE 3,
48, Z OFFFEIE, SELSNT TA B DO TREOBIENRE T2 LB
WET,
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49. ZOFHEITIE, TA BVEOTRELLTERECBMNTHI LN TERLE
BuvE4h,

50. ZOFRFEITE, TABRWEDT, DL TCEASEES ZEMTERLER
WET

51. ZORETIE, TAICRBIZEHBEZ TS5 EBRTELLEBWET N,

S2.BELELT, TARBLDREE LD Z ERTEELBOET,

[LMS [2DLhvT]

53. CEAS IR d o 1o L BV E T,

54. CEASIZAM EN e EH I EWST o i B ET,

55 BEOTE  HEEMD CEAS IZAMENZOEAM - L BETh,

56. CEAS OEBEHM 21T, LENENEDIIEM I T EBWETN,

57. CEAS (s s i Bk, KaENm LI b BIcL o7 LBV E 30,

58. CEAS DB FEM &2 L <RI Liz & BunES 0,

59. CEAS OTEEM T Quiz UhT A ) OMSRIZEIZSE 7z & BWET D,

60. CEAS I TH - HEEM B DD Z LItk ~T, BE~OBNMERIHE
Folt LBWETH,

61. CEASZiB LT, EMUANDOMEY A b X< Lz EBunEdi,

62. CEAS \ZAB SN TSR+ b &l LT, #EHEONEHAR
BREDDLZEBRTELLEBNETH,

63. CEAS @ 3 T A F &% A 10IC 8 EHA, HREEONEARE X
BIZEDD Z e TERLEBVE T,

64. CEASO 3IRT A P 2B LT, BMAOEEmH ol L BnESD,

65. CEASD 3IRT A b %@L T, KIBOERSBMAT-LBOETH,

66. CEAS DEEBHA OF LR £ BE T,

67. CEAS DECEEHM O E R L<FIH Lz L BuvET i,
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68. “hirb b CEAS #FIFH LT, ~AYarC¥EUcxafnbhidon
EBRWET N,

69. WETOFIEL CEAS ORI EFIN LIFZHEAZ AT, RA7Z LR
WETD

70. CEAS THEBHEOMHEZRTITY, BMZRIETHE, ®EOREDO L
SextmEA (BETO) ZETVWLARWERGWET D,
7. b LSRN, ZoREOLHIZ, MEORE (R &
CEAS OB il L1234, o —EZi TalneBunEdi,
72. CEAS IZF8 - HBEMBH D LITL->T, HEEHERRYRTL
ol LBWESH,

73. CEAS \ZF¥H - HEBEMBHH LIt L-T, BEMNNUAORDEE
OREFAH 2 7= & B+,

74 ZOREEBLT, Ay arERRTIRESMATEBOE T,

75. ZOREEXMLT, /¥ —3y b LORELTAN S22 LB
WEAD,

76. ZOEEAWM LT, E#MMIZA v —F v FEESTH#AHEDRZ YT
BEIRoto L BVETH,

77. 23 AR vH—F oy MIFGEEER RIS L BV R,
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Appendix D. Samples of the Chunk Sheet Used in Study 3

24F : Homestay in the United States
(Unit 4—S.~D---P40-41) S93&

24F : Homestay in the United States
(Unit 4—S.~D---P40-41) S95&

Cec lication is important.

aZa Ty —ahAYITY,

You have to speak English.

ST AFEE S ULV E S AL

But you don't have to speak perfect English.

UhL, e sl s i T AEQSYEY A

= [a [ =

You're a member of the family.

S ARBEO—RTY

= @ [P =

Bl (IFWE R T EERA,

(Mrs Bakar) 202, SoFA—20LELIN?

You have to help with the homework.
5 (Mrs Baker) Shin, did you make your bed?
7 (Shin) Make my bed?

: (Shind oA 2T ?
8 (B) Yes. A ® 3
|; We all have to make our own beds. |; #ASERAD P EXSALAT SN E VA
10 (S) OK. 10 (s) hiwELL:
1 But | don't know how. n TEY YA LI EA
12 (B) Really? 1 B ¥ Han
13 All right. 1 L
14 I'll show you. 14 WA THTETL
24 : Homestay in the United States 24F :Homestay in the United States
(Unit 4—R®- --P43) 42§ (Unit 4—R@- --P43) 425
1 |{f.‘arlo] I'm sad. 1 1< 1L TS
2 My host family is so busy. 2 F<mabat 27 st —12, ETHILAY
3 They don't take me 3 BT TCNERA
4 anywhere. A EZIk®
5 Nana's host family always takes her 5 7« A PV —IL LOLRN TH > TOE
to interesting places. BHLALED AT
(Teacher's Answer) (Teacher's Answer)
7 Carlo, you mustn't compare host families.| 7 bAD. BAFTPIU-BERLTHUDIEA
8 You can find interesting things a BHL AL Ea D ShETL
g around your home. |; BT RO T
4 Look around I BRI
“ and make some friends. ﬁ FLTAREFY L0
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