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Preface

The present volume contains papers presented at the 28™ Central Association of Teachers
of Japanese Conference (CATJ28) held on May 30" and 31%, 2020. The theme of the conference
was “Japanese Language Education in Diversifying Communities.”

We originally planned to host the conference on campus at Macalester College in Saint
Paul, Minnesota. However, due to the Covid-19 pandemic, we conducted our conference online.
This was the first virtual conference in the field of Japanese language education held in the
United States (If the reader is interested in how we prepared for and conducted the conference
online, please see this document).

Immediately before the conference, George Floyd, an unarmed Black man, was Killed by
Minneapolis police, which prompted massive protests in Minneapolis and Saint Paul. The
conference took place as sirens were heard and shops were being boarded up.

Because of this immediacy, we acutely felt the need to oppose and eradicate
discrimination and prejudice, and this heightened the significance of our conference-wide
discussions of diversity and inclusion. In addition, the challenges of the pandemic (such as the
income gap among students that became pronounced in online classes) urged further reflection
on inequity and exclusion in the classroom.

All of the presenters and attendees made this conference a great success. Three keynote
speakers, Dr. Yuri Kumagai (Smith College), Mr. Yo Azama (North Salinas High School and
California State University), and Dr. Junko Mori (University of Wisconsin-Madison) enthralled
us with their thoughtful lectures on complex issues such as critical perspectives in investigating
diversities, the need to incorporate social issues in the language classroom, and the importance of
challenging native speaker privilege in hiring language instructors. We also held a Roundtable
Discussion featuring five wonderful speakers, each of whom addressed multifaceted aspects of
diversity in and out of the classroom. After the panel, we engaged in small group conversations.
In addition, we listened to and had lively discussions with twenty two individual presenters, who
gave fascinating accounts of their empirical research and teaching.

The conference was made possible by our sponsors: the Japan Foundation, the Great
Lakes Colleges Association (GLCA), the Northeast Asia Council (NEAC) of the Association for
Asian Studies with the Japan-U.S. Friendship Commission (JUSFC), and Macalester College
President’s Office. We express our sincere gratitude for their generous support.

The papers collected in this volume cover a wide range of topics. The keynote papers by
Dr. Kumagai and Dr. Mori make up the first section, followed by fifteen papers grouped in four
categories: reflections and research on diversity and inclusion, linguistic research, proposals of
new pedagogies and perspectives, and instructional practices.

Lastly, we thank all of the authors for making insightful and invaluable contributions to
this volume.

Satoko Suzuki

CATJ28 Organizing Committee Chair
Macalester College

2020
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Reaffirming Professional Qualifications for Japanese-Language Educators
Towards the Cultivation of the Next Generation

Junko Mori (University of Wisconsin-Madison)

Abstract

The current paper approaches the conference theme, “Japanese language education in diversifying communities,” by
shedding light on issues concerning diversity and inclusion within the professional community of Japanese-language
educators. The pursuit of these issues also necessitates reflection on how we define who we are as professionals and
what common goals unite us. This reflection is facilitated by a) a brief review of the state of Japanese-language
education in the U.S. in the late 1980s through early 1990s, and b) critical examination of position announcements
posted on AATJ Jobline during the 2019-2020 academic year in comparison with comparable announcements
published in ATJ Newsletters in the 1990s. The juxtaposition of the required and desired qualifications discussed in
the announcements from the two different eras reveals that today’s educators are expected to demonstrate broader
yet more specific professional expertise, and increasingly required to articulate their contributions as facilitators of
diversity and inclusion. Despite this tendency, preference for native speakers still prevails in the ways in which
qualifications for these positions are discussed. Based on the review of the past and the present, the paper concludes
with the discussion of what each of us can and should do to cultivate the next generation of Japanese-language
educators.

Keywords: diversity, inclusion, language educators, native speaker, professional qualifications

1. Introduction

The 28th Central Association of Teachers of Japanese (CATJ 28) Conference, the very first
virtual conference for Japanese-language educators in North America, ended with great success,
celebrating the richness of our professional community and projecting a hope for the future in the
trying time of the Covid-19 pandemic. The conference theme, “Japanese language education in
diversifying communities,” was timely to begin with, but it further gained a renewed
appreciation in the context of the major Black Lives Matter protest that began just a few days
prior to the conference near the host institution, Macalester College. As a contribution to the
continuous, collaborative inquiry into the conference theme, the current paper sheds light on
issues concerning diversity and inclusion within the professional community of Japanese-
language educators,! which are issues fundamentally intertwined with how we approach a
diverse population of learners in the classroom.

The pursuit of diversity and inclusion in a professional community inevitably requires
introspection into how we define who we are as professionals and what common goals unite us.
This process indeed took place during the previous CATJ held in 2018, the theme of which was
“Imagining the future of Japanese language education.” A pre-conference survey asked the
participants to share their thoughts on knowledge, skills, and dispositions expected of future
Japanese-language educators. Their responses to the open-ended question yielded a word cloud
image shown below (Figure 1).2
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Figure 1. Word collage of keywords found in the CATJ 27 Survey

Juunansei ‘flexibility,” kobetsuka ‘individualization,” hiroi shiya ‘broad vision,” and kiso
chishiki ‘basic knowledge,” were among the expressions most frequently used by the respondents
to describe the kinds of qualifications sought after for future Japanese-language educators. The
panel discussion session prompted by the survey results was not able to offer sufficient time to
delve into what each of these expressions meant, but the session seemed to trigger further
reflection among the conference participants. It certainly made me ponder what constitutes the
basic knowledge expected for our profession today and what I, as a faculty member in a graduate
program that trains future Japanese-language educators, can and should do to foster flexibility
during their graduate training. Of course, it is my responsibility to work with my colleagues to
determine our graduate program’s learning outcomes, curriculum, and methods of assessment,
but the cultivation of the next generation is a matter beyond a single graduate program.

As a follow up to the CATJ 27 panel session, conference participants Atsushi Hasegawa,
Jisuk Park, Kimiko Suzuki, and | conducted a more extensive online survey in the fall of 2018.
The results of the online survey (Mori, Hasegawa, Park and Suzuki, 2020), along with
commentaries authored by twelve contributors to Japanese-language education in North
America, are featured in a special section of Japanese Language and Literature (JLL) entitled
“Exploring who we are and who we aspire to be: Diversity, inclusion, and professionalism in
Japanese-language education” (Mori and Hasegawa, 2020). The survey results revealed that the
majority of respondents believe the community of Japanese-language educators in North
America lacks diversity, especially in terms of ethnic/cultural backgrounds, gender/sexuality,
and age/generation. Open-ended comments submitted by the respondents also unveiled recurrent
themes that point to the prevalence of native-speakerism, i.e., the perceived superiority of native
speakers, which continues to impact our teaching and other professional practices and adversely
affect the enhancement of diversity and inclusion in the field. For a more detailed discussion of
the survey and its results, | encourage the reader to refer to the JLL special section, which
features authors who represent diverse cultural and linguistic backgrounds, areas of expertise,
institutional affiliations, and stages of their careers.
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The survey results, as well as the editorial process for this special section gave me further
opportunities to engage in self-reflection on my career as a Japanese-language educator in North
America. In this paper, I will share some elements of the self-reflection and invite the reader to
join me in exploring the following questions:

« What kinds of competence or expertise define who we are as Japanese-language
educators today and into the future?

» As a profession, how do we maintain sufficient infrastructure and foster an inclusive
learning environment to cultivate and support the next generation of Japanese-language
educators?

In the following sections, | will first take us back to the 1980s and 1990s, when the
foundations of U.S. Japanese education as we know today were formed, and consider the current
state in comparison. Next, I will share my observations of position announcements posted on
AATJ Jobline during the 2019-2020 academic year, by juxtaposing them with announcements
found in ATJ Newsletters published in the 1990s. The side-by-side comparison of the
qualifications required or desired for positions in higher education from the two different eras
reveals what has and has not changed in hiring practices and the structure of academic
departments. Based on this reflection on the past and the present, I will conclude the paper by
posing questions to be pursued and calling for actions to be taken in order to ensure the future of
the field of Japanese-language education in the U.S.

2. Looking back to the 1980s-1990s
2.1. Japanese-language boom and teacher shortage

To understand the dynamics of the field today, it is necessary to trace back the history of the past
few decades that have shaped the current demographics of Japanese-language educators in North
America. As demonstrated in the graph shown as Figure 2,2 the enrollment in Japanese at U.S.
institutions of higher education dramatically increased in the 1980s. This period, which coincides
with the notable growth of Japanese business, economy and technology, has often been
characterized as the first Japanese-language boom.
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Figure 2. Japanese-Language Enrollment in US Institutions of Higher Education
(MLA, 2018)
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According to Miura (1990), this rapid surge of enrollment in the 1980s generated some
challenges, including a) budget limitations for creating additional courses and sections, b)
necessity of curricular developments to meet diverse needs of students, and c) a teacher shortage.
As an illustration of the teacher shortage, Miura reported that although roughly fifty assistant
professor positions for Japanese language and literature were announced in 1987-88 academic
year, only ten to twelve obtained a Ph.D. in Japanese linguistics or Japanese literature, which
was one of the required qualifications for the assistant professor positions (p. 30). Miura went on
to acknowledge that Japanese-language education at the high school level moved into limelight
in the 1980s and pointed out that the issue of teacher shortage was also profound in secondary
education. According to him, in order to mitigate the issue, a few Midwestern states began to
undertake some initiatives to recruit Japanese college graduates as interns for assisting Japanese

language and culture education.
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It is important to note here that
the late 1980s also saw the significant rise of Japanese students studying abroad in the United
States as shown in Figure 4. According to the data compiled by the Institute of International
Education, between 1986 to 1990, the number of Japanese students in the United States more
than doubled from 15,070 to 36,610. Given this trend at that time, it seems safe to conjecture that
programs such as the ones introduced in the above-mentioned special section of Gekkan Nihongo
appealed to a number of Japanese who were intrigued by the possibility of living, studying, and
working in the U.S. In other words, the push and pull factors of youth mobility appear to have
complemented each other and led these programs to a successful recruitment of Japanese to U.S
Japanese programs both at secondary and tertiary levels. In fact, | was among this generation of
Japanese who moved to the U.S. in the late 1980s to embark on an academic and professional
career. By chance, | noticed the very cover of Gekkan Nihongo as shown in Figure 3, flat stacked
at a prominent location in a downtown Tokyo bookstore, and browsed through pages to find a
program designed by the Wisconsin Department of Public Instruction. Several months later, |
was on the way to a school district outside of Milwaukee. When | applied for the internship
program, I had a bachelor’s degree in educational psychology, along with the certification of
completion of course work and student teaching required for secondary English education in
Japan. However, | had never taught Japanese before, nor had | been trained to do so. | was
recruited as a “native speaker,” who was expected to fill the gap of the teacher shortage and to
contribute to American students’ understanding of Japanese language and culture.
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Figure 4. Japanese Students in the US 1954-2018
(Institute of International Education, Open Doors)*

Full of excitement, | became a cultural ambassador of some sort. Getting hooked on the joy of
teaching, | began my graduate work in Japanese linguistics to enhance my credentials as a
Japanese-language educator. As a newcomer to the U.S. who just responded the call for “the
frontier spirit,” however, | was not aware of the prior history of Japanese-language education in
the U.S and an ongoing tension between “natives” and “non-natives” who engaged in the field.

2.2 Native and non-native teachers of Japanese

The Association of Teachers of Japanese (ATJ) was formed in 1962 with the aim of enhancing
the quality of Japanese-language education through facilitating communication among specialists
and providing space for sharing ideas and research findings (Miura, 1990: 28). Based on the
names of the 97 founding members listed on the very first issue of The Journal-Newsletter of the
Association of Teachers of Japanese (ATJ, 1963), the group appears to have consisted of a good
mixture of Japanese, Americans, Japanese Americans, and others—42 of them having Japanese-
looking names for both their first and last names whereas a majority of the rest had Western-
looking names. There were also those whose names were a mixture of the two. Some non-
Japanese, but Asian-looking names were among them as well.

The association steadily grew and the number of its members reached close to 700 by the
end of 1980s (Miura 1990: 28). The dynamics among the members, however, had not been
always peaceful. According to Samuel (1987), the allegedly “discriminatory” treatment of non-
native instructors was pointed out during a panel session entitled “Issues confronting non-native
teachers of Japanese and their colleagues” held at the 1985 ATJ conference. Prompted by the
outcome of this panel session, Yoshiko Yokochi Samuel, together with her colleague, Anthony
Chambers, conducted a survey to explore the issue further and reported the results in The Journal
of the Association of Teachers of Japanese (JATL). The survey was distributed to 70 colleges and
universities in the U.S. and Canada, and responded by 45 schools. Of 226 teachers who taught in
the 45 schools, 146 of them (64.6%) were native speakers of Japanese and 80 of them (35.4%)
were non-native speakers. According to the report, 24.2% of the respondents stated that, in hiring
an instructor, they would give priority to a native speaker of Japanese. Further, the survey results
revealed that the respondents considered native or near-native fluency in both Japanese and
English to be the most important qualification, followed by training in teaching Japanese as a
foreign language or in other fields. Other desired qualifications discussed by the respondents
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included personality, intelligence, skills, an ability to work with others, and research potential/
accomplishment. Samuel also mentioned that the familiarity with traditional Japanese arts, such
as calligraphy and the tea ceremony was listed as a desired qualification by one respondent,
while acknowledging that this was seemingly expected only of Japanese nationals. Overall, the
results of the survey demonstrate the practical and moral struggles experienced by the
respondents in recruiting qualified instructors to respond to the dramatic increase in enrollments.

The following direct quote of one of the survey respondents, introduced by Samuel,
exemplifies the sentiment:

“We have no pool of non-native speakers of Japanese, and except for a few grad students in
linguistics, very few native speakers are trained in linguistics or Teaching Japanese as a
Foreign Language (TJFL). Our part-time instructors and TAs, if not the Japanese grads,

are usually untrained housewives with no teaching experience (or visa problem!). If we had
any near-native non-Japanese with training and/or experience, we would hire them as first
priority. But there are no such instructors here.” (pp. 134-135)

Another direct quote of a respondent, who self-identifies as a theoretical linguist, implicates the
problematic state of graduate training at the time.

“As a theoretical linguist who also teaches Japanese, | can tell you that a background in
linguistics is no more pertinent than a background in literature, except perhaps that a linguist
is more sensitive to the structure of his/her language, which is something you can acquire by
taking one graduate-level course in Japanese linguistics. A linguist who teaches Japanese as a
linguist is no better than a literati who teaches as such, in both, not very effective.” (p. 137)

Reflecting on the ATJ panel discussion and the survey results, Samuel concluded that the lack of
recognition of TJFL as a legitimate academic field, as well as “the perception that students
benefit more from being taught by native teachers rather than non-native instructors” (p. 135),
contributed to the sense of discrimination against non-native teachers. Moreover, she asserted
that this misconception also would work against native teachers in that their professional
competence could be reduced to the mere fact that they are native speakers.

During the same year, Eleanor H. Jorden also published an article in JATJ that addressed
the credentials and professionalism attributed to the role of language instructor. Considering that
no single person could possibly perfect every facet of effective language teaching, Jorden (1987)
advocated for a team-based approach where the “target-native” (native speakers of Japanese in
this case) and the “base-native” (native speakers of English) can bring different kinds of
expertise to the collaborate effort. Jorden emphasized that the concept of “team” should not be
confused with a “hierarchy,” but she also acknowledged the commonly observed situations
where target-native and base-native instructors offered their courses independently, without the
effective utilization of expertise that both could bring together to create a unified program.

Reviewing these 1980s publications on the dynamics of the professional community, one
cannot help but wonder how far our field has evolved and whether we are better equipped today
to address similar challenges.
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2.3 Today’s teacher shortage

The Japan Foundation’s survey report on Japanese-language education abroad 2015 (The Japan
Foundation, 2017) identified a decrease in the number of teachers despite an increase in student
enrollments as a notable trend in the U.S. The report attributes this to a) the trend of reduced
government budgets for foreign-language education and b) a shortage of people who can serve as
Japanese-language teachers.® While the shortage of qualified candidates has become an issue
again, the exploration of solutions to the issue seems to be taking a different direction than what
was discussed in the late 1980s, given the changes in social, economic, and political
circumstances.

As indicated in Figure 4, the number of Japanese students studying abroad in the U.S.
decreased during the 2000s. The number in 2018 is down to a level that is nearly the same as it
was in 1987. It is questionable if the number of Japanese youths who are compelled to relocate to
the U.S. will surge in the near future, as it did in the late 1980s. Japan’s decreasing birthrate, its
own labor shortage, its long-term economic struggles, as well as the recent cultural and political
climate of the U.S. are among the factors that could lead to this prediction. In fact, the Ministry
of Foreign Affairs promotes an idea of offering a Japanese-language teacher-training program for
the Japan Exchange and Teaching (JET) program participants who may consider becoming
Japanese-language teachers upon their return to the U.S. (Asahi Shimbun (October 14, 2018)).
This appears to be a logical course of action, but the question is whether or not the field of
Japanese-language education in the U.S. is a truly welcoming and inclusive one for the JET
returnees.

According to the 2018 Japan Foundation Survey (The Japan Foundation, 2020), 77.4% of
Japanese-language teachers in North America are native speakers of Japanese. As shown in
Table 1, this is the highest percentage of all the world regions, and is a higher percentage than
what was noted by Samuel in her 1987 article, although the methods of data collection vastly
differ. What kind of message do these statistics convey to prospective Japanese-language
educators in North America?

Table 1. Percentages of Japanese-language Teachers who are native speakers by region
(Japan Foundation 2020)

Japanese-language teachers
Region Teachers who are native speakers
(People) (%)

East Asia 40,672 4,582 11.3
Southeast Asia 18,854 2,917 15.5
South Asia 1,820 359 19.7
Oceania 3,663 1,086 29.6
North America 4,683 3,623 77.4
Central America 642 253 39.4
South America 1,838 629 34.2
Western Europe 2,969 2,247 75.7
Eastern Europe 1,652 365 22.1
Middle East 176 94 53.4
North Africa 147 50 34.0
Africa 216 47 21.8

Entire world 77,323 16,252 21.0
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3. Position announcements on AATJ Jobline

To explore the current state of profession and teacher recruitment further, I would now like to
turn our attention to position announcements found at AATJ Jobline (https://www.aatj.org/jobs).
The page accessed on May 19, 2020 listed 65 higher education positions posted between July
2019 to May 2020, which included different types of positions as shown in Table 2.5 These
numbers do not include several postings submitted during the time period that had been
unpublished upon the advertisers’ requests.

Table 2. Job postings on AATJ Jobline from July 2019-May 2020
(accessed May 19, 2020)

- Number of Ty,
Position type postings Areas specified
Tenure track 16 J(7),J Lit (3), J Lit & C (3), J Studies (1), J Lang & C (1),

Comp Lit & EA Studies (1),
Director / Coordinator 3 | Language Program, Language instruction
J(16),J Lang & C (1), J Lang & Lit (1)

Non-tenure-track instructor 18 - .
Lecturer / instructor / preceptor / assistant professor

Visiting / One-year 11 | J(7),J Lit(3),J Lit & C (2), J Studies (1), J Lang & C (1)
Part-time 6 |J(3),JLang (3)
Teaching Assistant / Fellow 2 | JLang (3)
Summer only 51J(2),JLang (3)
Positions in Japan 4 | JLang (2), J Ped (2)

Total 65

* The abbreviations used in the chart are as follows: Comp Lit & EA Studies (Comparative Literature and East Asian
Studies); J (Japanese); J Lang (Japanese Language); J Lang & C (Japanese Language and Culture); J Lit (Japanese
Literature); J Lit & C (Japanese Literature and Culture); J Ped (Japanese Pedagogy); J Studies (Japanese Studies). The
numbers in the parentheses indicate the number of positions.

Of course, not all colleges and universities may post their openings to AATJ Jobline, and
thus the actual number of available positions in 2019-2020 must have been higher than what is
indicated in the table above. Anecdotal evidence also suggests that many of the tenure-track or
director/coordinator positions in Japanese language announced in 2019-20 were created due to
the anticipated and/or actual retirements of faculty who began their careers in the 1980s. The
field appears to be experiencing a generational turnover.

3.1 Position announcements in 1990 versus 2019

Carrying on the theme of comparison across the two different eras, | located ATJ Newsletters
from the early 1990s and identified several cases in which the same university posted openings
both in 1990 and 2019. The side-by-side comparison gives us a sense as to how the nature of
positions and qualifications sought after have, or have not, changed over the few decades.

The first case concerns University X, which announced one tenure-track assistant
professor and two full-time instructor positions in 1990 and one full-time lecturer position in
2019. A verbatim copy of the 1990 posting is shown in Excerpt 1 (the underlines are original
while emphasis in boldface has been added by the author).
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Excerpt 1.

Searching for:

(1) a tenure-track assistant professor to teach undergraduate Japanese courses and an
additional course in his/her specialization. ABD, Ph.D., or more advanced tenure-track
persons in Japanese linguistics, literature, culture or education are also welcome;
submit evidence of scholarship or promise; (2) two full-time instructors to teach
Elementary and Intermediate Japanese with supervision. We seek people committed to
expanding and enhancing the program. Complete fluency in Japanese and English.
Successful teaching experience at the college level and strong drill techniques required.
Salary commensurate with qualifications. Send letter of application, vitae, at least three
letters of recommendation, any relevant publications and student teaching evaluations,
to: ...

The announcement of the three positions indicates that University X was at the stage of
rapidly expanding its Japanese program. The two-tier structure, however, is notable: an advanced
degree and scholarship were highlighted for the tenure-track position, whereas no degree or
scholarship were mentioned as part of required qualifications for the instructor positions. Given
the small pool of candidates who held graduate degrees in relevant fields at that time (Miura
1990; Samuel, 1987), it is understandable to have positions announced in this fashion. On the
other hand, instructors were expected to have “complete fluency in Japanese and English”—
whatever that may be—and “strong drill techniques,” but teach “with supervision.” The
descriptions make us reminisce the audio-lingual method, which expected instructors to present
the correct model of sentence patterns to assist the students’ practices and memorization. The
machine-like roles insinuated by these descriptions may be considered something that can be
better served by computers in today’s context.

In the fall of 2019, University X also announced a full-time lecturer position. From the
department website, it appears that the program currently has tenure-track or tenured professors
in Japanese literature while language courses are primarily taught by lecturers. As you can see in
Excerpt 2, the description of qualifications expected of this full-time lecturer position is more
detailed than the 1990 version.

Excerpt 2.

University X invites applications for a full-time Lecturer position in Japanese language
with an anticipated start date of August XX, 2020.

We seek a strong language instructor with native or near-native fluency in Japanese
and English, Japanese language teaching experience, and a Master’s degree or higher
in one of the following: Japanese linguistics, applied linguistics, second/foreign
language acquisition, or a related field. Preference will be given to applicants who have
significant experience teaching various levels of the Japanese language at the university
level in the United States; developing curricula using innovative pedagogical methods
and/or community engagement; and working with ACTFL guidelines.

To apply: Apply online at https://xxxxxxx. Search for posting #xxxxxxx, complete the
application, and attach the following:
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1) cover letter that includes: a brief statement of your credentials, relevant past
experience, reason for applying; demonstrated past experience working on issues
of diversity, equity, and inclusion, and/or working with diverse populations.

2) current CV;

3) statement of teaching philosophy;

4) sample syllabi for at least two different levels of language instruction;

5) dossier of previous teaching evaluations;

6) 1 unedited video of classroom language teaching; and

7)contact information for three professional references.

The range of areas for a Master’s degree or higher listed in this posting indicates that fields such
as applied linguistics or second/foreign language acquisition have gained recognition over the
years. “Innovative pedagogical methods and/or community engagement” and ability to work
with ACTFL guidelines replaced “strong drill techniques” mentioned in the 1990 version,
demonstrating the increased appreciation of instructional creativity and the clearer definition of
kinds of professional knowledge expected. Yet, “native or near-native fluency in Japanese and
English” appears first, ahead of any of these required or desired academic and professional
qualifications.

The 2019 posting also goes on to specify the longer list of items that applicants must
submit as evidence of teaching experience and readiness for the position. This includes a cover
letter in which the applicants are explicitly instructed to demonstrate “past experience working
on issues of diversity, equity, and inclusion.”

Let us consider another case involving University Y, which announced a tenure-track
assistant professor of Japanese in 1990 (Excerpt 3). As was the case for University X, this
tenure-track position required a Ph.D. and evidence of scholarship. In addition, “native or near-
native competence in Japanese” was also spelled out as part of the requirements.

Excerpt 3.

Seeking Assistant Professor of Japanese, tenure track, effective September X, 1991.
Requirements: Ph.D. in linguistics, native or near-native competence in Japanese,
evidence of quality scholarly publication and interest and experience in Japanese
language teaching. Applicants should be qualified to teach Japanese language classes,
beginning and advanced courses in linguistics, and Japanese linguistics. Salary is
commensurate with qualifications and experience.

Letter of application, CV, transcript(s) of graduate studies, and at least three letters of
recommendation should be sent to: ...

The area of specialization, in this case, was restricted to linguistics, but applicants were also
expected to demonstrate their “interest and experience in Japanese language teaching.” This
shows the hiring department’s awareness that not all linguists have affinity towards language
teaching, as discussed by one of the respondents to the survey conducted by Samuel and
Chambers. The posting, however, was rather vague in how the department was going to assess
whether or not the applicants were “qualified to teach” the wide range of courses listed.

In 2019, University Y also posted an announcement of a Japanese language program
coordinator position at the level of assistant professor, but this was a non-tenure-track, fixed-
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term, renewable position (Excerpt 4). The amount of qualification details, however, far exceeded
that of the 1990 posting, as shown below.

Excerpt 4.

University Y is seeking a Japanese language program coordinator (fixed-term system
faculty) at the level of Assistant Professor. This is a full-time, nine-month, academic year
position beginning August XX, 2020, and is renewable contingent upon funding and
performance.

The successful candidate will contribute to the College of Arts & Letters’ diversity
and inclusive excellence through their teaching and service. The Coordinator oversees
the daily operation of the Japanese language program in consultation with the Director of
the Japanese Studies Program. The Coordinator is expected to hold the PhD degree in
Japanese language pedagogy, applied linguistics, foreign language teaching, or
related field, in addition to the minimum qualifications indicated below:

Minimum Qualifications:

e Three to five years experience teaching college students from elementary through
advanced level in a classroom setting in North America

e Experience using Japanese-language textbooks, such as Genki | & Il and Tobira, as

well as authentic materials for all levels

Training in proficiency-oriented language instruction

Native or near-native proficiency in both Japanese and English

Demonstrated leadership skills and experiences

Evidence of teaching effectiveness (quantitative and sample of qualitative data from

teaching evaluations)

e Basic instructional technology skills, including navigating through course
management system such as D2L, Blackboard.

Required Degree: Doctorate.
Desired Qualifications: ... (the list of qualifications omitted)

Application materials for submission:

e Cover letter with a brief statement of teaching philosophy and a summary of Japanese
language teaching experience as it relates to this position’s requirements

e A diversity statement, including any experience mentoring diverse students or
faculty, or community outreach initiatives, and an explanation of how you will
advance our goals of inclusive excellence

e Curriculum vitae

e Names and email addresses of three potential referees

¢ Representative samples of course syllabi, tests, and/or other materials, including
evidence of teaching effectiveness (i.e., student evaluation summaries), if available.

The first sentence of the paragraph describing the required qualifications refers to the
contribution to the college-wide “diversity and inclusive excellence.” Indeed, the application
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materials for this position require “a diversity statement,” independent of a cover letter. The
candidate is expected to hold a PhD, not in linguistics, but Japanese language pedagogy, applied
linguistics, foreign language teaching, or a related field. While a PhD is necessary for the
position, “scholarly publication” is not required this time and tenure will not be granted. The list
of minimum qualifications follows thereafter. It includes “training in proficiency-oriented
language instruction,” “native or near-native proficiency in both Japanese and English” and
“basic instructional technology skills,” among others. The desired qualifications further specify
the types of experience and expertise sought after.

Both University X and University Y are large public doctorate-granting universities, and
thus the cases introduced above may not be fully applicable to the contexts of smaller public
schools or liberal arts colleges.” However, the juxtaposition of these two universities’ position
announcements from 1990 and 2019 seem to illustrate some general trends in the field of
Japanese-language education, or higher education, in general. First, tenure-track positions that
focus on language teaching tend to have been converted to non-tenure-track positions over the
years, especially at research universities. Relatedly, the expectation of scholarship has been
deemphasized in these non-tenure track openings, at least in position announcements.? Second,
academic fields related to language teaching, such as applied linguistics or second language
acquisition have gained more recognition, and types of professional experience, expertise, and
knowledge have been clarified. In conjunction, materials solicited for the screening of candidates
have become more extensive. Ironically, however, the rather extensive list of responsibilities and
qualifications is not recognized as “scholarship.” Third, it has become fairly common for
colleges and universities to explicitly require job candidates to be able to articulate how they can
actively contribute to the enhancement of diversity and inclusion on campus. In fact, 35 out of
the 65 postings | found on the AATJ Jobline on May 19, 2020 either required a written statement
or mentioned this aspect as part of desired qualifications. Finally, despite the heightened
attention to the issue of diversity and inclusion, and the more elaborate specification of
professional qualifications, the term “native or near-native” continues to appear as part of
required qualifications. I would like to expand this last point further in the next subsection.

3.2 “Native or near-native” competence

The term “native or near-native” is a convenient, frequently used lay term for discussing an
attribute of an individual. However, it does not actually specify any precise level or type of
ability to use the language, which should be the concern of the prospective employers. Consider,
for instance, the following examples of definition of “native speaker” provided by online
dictionaries:

“Someone who has spoken a particular language since they were a baby, rather than having
learned it as a child or adult.”
http://dictionary.cambridge.org/us/dictionary/english/native-speaker (accessed July 30, 2020)

“Someone who has learned a particular language from the time that they began to speak.”
http://www.macmillandictionary.com/us/dictionary/american/native-speaker (accessed July
30, 2020)
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“A person who learned to speak the language of the place where he or she was born as a
child rather than learning it as a foreign language.”
https://www.merriam-webster.com/dictionary/native%20speaker (accessed July 30, 2020)

The first example from Cambridge Dictionary draws a contrast between a baby naturally
beginning to speak a language, and a child or adult having to learn a language. This definition
dismisses the fact that all speakers continue to learn their first language as they grow up. By
looking at this definition, one may also wonder when babyhood ends and childhood begins. The
second one from MacMillan Dictionary, on the other hand, foregrounds “learning” in describing
a native speaker. Rather than using the terms such as “baby” or “child,” it refers to “the time that
they began to speak,” indicating one’s first language is their native language. This definition
does not account for cases in which a baby begins to speak one language, but then later learns a
different language, which becomes more dominant than his/her first language. The third
definition from Merriam Webster Dictionary, which combines the two verbs, “learned to speak,”
emphasizes the “place of birth” linked to the language and introduces the term “a foreign
language” to highlight the contrast with the native language. This definition assumes that there is
one-on-one correspondence between “the language™ and “the place” while in reality multiple
languages can be spoken at a place of birth. Each definition emphasizes different aspects of
common understanding of the term, but they also demonstrate how elusive the term is to define
and how problematic the term can be for people with transnational and/or multilingual/
multicultural backgrounds.

The term “near-native speaker,” on the other hand, refers to a person who is not
considered to be a native speaker based on the definition such as those given above. And it is
unclear how close to “native” one has to be to be considered “near-native.” In fact, the validity of
native speaker benchmarks for assessment has been problematized for some time in applied
linguistics and second language acquisition. Claire Kramsch (1997: 363), for instance, asserted
more than twenty years ago that “the native speaker is in fact an imaginary construct—a
canonically literate monolingual middle-class member of a largely fictional national community
whose citizens share a belief in a common history and a common destiny.” Similarly, in the
introduction to the edited volume titled, The native speaker concept, published more than ten
years ago, the editor, Neriko Musha Doerr (2009), also pointed out that the notion of “native
speaker” is tied to ideologies that presume language as a homogeneous and fixed system with a
homogeneous speech community and the connection between citizenship of a nation-state and
speakership of the national language. Considering these points made by Kramsch, Doerr, and
many other scholars, the continuous, uncritical use of “native or near-native” as part of job
qualifications runs counter to the efforts to promote diversity and inclusion in the field of
Japanese-language education, and more generally, educational institutions. It is also ironic that
the successful applicants are required to have “native or near-native” proficiency/competence
while the field advocates for the ACTFL proficiency standards or Can-Do Statements to discuss
our students’ language proficiency and development in concrete, performance-based terms. In
fact, the same announcements list the familiarity with these very standards as part of desired
qualifications.

The cases of the two universities introduced above are not necessarily anomalies. As
shown in Table 3, 30 out of the 65 position announcements specify that the applicants are
expected to have “native or near-native” competence/fluency in both Japanese and English. 17 of
them refer to “native or near-native competence/fluency” only for Japanese, whereas one
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mentioned “native or near-native fluency” only for English. On the other hand, six of them
described the required level of languages without using the term “native or near-native” and 11
of them did not mention language competence/fluency, per se.

Table 3: Reference to “native or near-native” fluency/competence in the 2019 job postings

Japanese
Position Type Japanese p& English Other No Total
. ways mention
English
Tenure track 2 7 1 4 2 16
Director / Coordinator 0 3 0 0 0 3
Non-tenure-track instructor 7 8 0 1 2 18
Visiting / One-year 2 6 0 1 2 11
Part-time 3 2 0 0 1 6
Teaching Assistant / Fellow 1 0 0 0 1 2
Summer only 0 4 0 0 1 5
Positions in Japan 2 0 0 0 2 4
Total 17 30 1 6 11 65

Let us examine some specific examples to consider what these different practices might
suggest. Excerpt 5 shows an announcement of a tenure track assistant professor position in
Japanese Studies posted by a mid-size public institution. Interestingly, the level of fluency in
Japanese is specified with reference to the ACTFL standards while fluency in English is
described by the use of the term “native or near-native.”

Excerpt 5.

Minimum qualifications for this position are:

1) aPh.D. in hand by the appointment date in any of these areas: linguistics, applied
linguistics, Japanese linguistics, Japanese language, literature and/or culture, or a closely
related field,;

2) demonstrated excellence in teaching Japanese language at the university level,

3) demonstrated record of scholarship and a credible research agenda;

4) demonstrated fluency in Japanese at the advanced-mid or above level according to
ACTFL or equivalent measurement; and

5) native or near-native fluency in English

It appears that the hiring department favors someone whose English is stronger than Japanese.

Excerpt 6, on the other hand, shows an example of a tenure-track assistant professor
position posted by a large public institution, which requires “native or near-native” proficiency in
Japanese but “strong proficiency” in English.

Excerpt 6.

Required Qualifications:

* Ph.D. in Japanese Studies or a closely-related field

» Native or near-native proficiency in Japanese

» Strong proficiency in English

« A commitment to or experience fostering a learning environment that is supportive of
individuals from diverse backgrounds
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» Evidence of successful teaching experience at the university level
» Evidence of active scholarship

The preference in this case appears to be reversed in comparison to the previous case. It is
unclear, however, how the candidates’ proficiency can be rated as “near-native” or “strong,” and
why the two different adjectives need to be used. Excerpt 7 is another case of similar
differentiation found in an announcement of lecturer/senior lecturer position posted by a large
private university.

Excerpt 7.

Minimum qualifications:

» Master's degree and native speaker level competency in Japanese are required, as is
prior college-level teaching experience (3 years of full-time teaching experience
preferred) and ability to teach all levels of Japanese.

» Also required are

- an explicit understanding of the linguistic properties of Japanese;

- knowledge of the cultural background necessary to teach the language; familiarity
with language-teaching methodologies, including technology-related pedagogy
and flexibility in using different teaching methodologies;

- excellent English skills;

- and the ability to work both in a team and autonomously at all levels of the
language.

All these adjectives are rather subjective, but to me, the gap between “native speaker level
competency” and “excellent skills” seem even wider than that between “native or near-native”
and “strong.” I wonder if it is just me who senses that these departments are inclined to favor
those who were born and raised in Japan over those who studied Japanese as a second language.
As indicated in Table 3, it is more common for the positions posted on AATJ Jobline to require
“native or near-native” competence/proficiency in Japanese if the term is used for only one of the
two languages. Wouldn’t this practice feed into the perpetuation of the misconception discussed
by Samuel (1987) that foreign language students benefit more from teachers who are native
speakers of the target language?

Indeed, it is not impossible to write a position announcement without using the term
“native or near-native.” Some postings discuss language abilities expected of successful
applicants by using the expressions such as “high level of proficiency” or even just
“proficiency.” Other postings use ACTFL standard-based descriptions for both English and
Japanese, as shown in Excerpt 8.

Excerpt 8.

Once a candidate has been interviewed and recommended for the position, the candidate may
be asked to provide documentation from ACTFL of Advanced Mid speaking, writing and
reading skills in English and/or Japanese.

Unlike the case introduced in Excerpt 5, the community college that posted this announcement of
a non-tenure-track full-time faculty position does not specify for which language they may
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require the ACTFL-based proficiency assessment. Compared to the differentiated descriptions of
expected proficiency shown above, this statement does not give an impression that they favor
either native speakers of Japanese or native speakers of English. Indeed, this posting explicitly
states that the college “is looking for a diverse pool of applicants.”

There are also eleven postings that do not include specific descriptions of desired
language proficiency, and instead simply include descriptions of what the candidates need to be
able to achieve, as exemplified by Excerpt 9, an announcement of an assistant professor position
submitted by a private liberal arts college.

Excerpt 9.

We seek someone who can teach all levels of Japanese language and contribute at least
one course per academic year in the candidate’s disciplinary specialization, which can
include literature, cultural studies, linguistics, or any related field. We welcome innovative
scholars whose teaching and research can creatively contribute to our Japanese major and
to our interdisciplinary Asian Studies major. Candidates should have a Ph.D., or all
requirements for the Ph.D. degree, completed by September 2020.

Here, this approach subsumes particular levels of competence in Japanese and English as
requisite for the ability to teach all levels of Japanese language as well as a course in the
candidate’s disciplinary specification and to carry on innovative research that can contribute to
their curriculum.

Excerpt 10 is a case in which the same kind of approach is taken for the announcement of
a lecturer position posted by a large public institution.

Excerpt 10.

The lecturer will teach a total of 12 credits per semester, typically in the form of 4 three-
credit courses, and will assist the Japanese section with program development, program
promotion, course coordination and extra-curricular activities. Lecturer should have the
ability to teach courses at all levels, from beginning language courses to upper-level
content courses taught in the Japanese language, and potentially English-language
content courses on cultural topics depending on qualifications.

The existence of the cases such as Excerpts 9 and 10 makes me wonder if the specification of
language competence/fluency is redundant. Given the possible negative consequences that the
term “native or near-native” may bring due to the certain language ideologies that it invokes,
wouldn’t we want to critically examine the processes in which such a term enters into the
description of required and desired qualifications for these language teaching positions and how
the resulting position announcements may be received by the diverse audience? In my opinion,
the reference to the “native or near-native” status in the position announcements may contribute
to the weakening of our professional standing and the continuous divide between “natives” and
“non-natives” contributing to Japanese-language education, that is, what was warned by Samuel
(1987) more than three decades ago. In fact, in the field of TESOL, where the movement to
challenge native-speakerism in the discipline has been active for several decades, a number of
alternatives to the perennial nomenclature of “native speaker” have been proposed to describe
the qualifications expected of ESL teachers (Selvi 2014: 579-580). The expressions explored

30



29 ¢c. 99 ¢

include “bilingual English-speaking teacher,” “transnational English teacher,” “multilingual/
multicultural English-speaking teacher,” and “translinguistic/transcultural English teacher,”
among others.

| acknowledge that my interpretations may be influenced by my own belief system and
that I may be missing some critical factors that go into the deliberate use of the term “native or
near-native” in these postings. So, | welcome any counter arguments by the reader and look
forward to collaborative exploration of how best to describe required and desired qualifications.
In the meantime, we must remember that in addition to serving an immediate, practical purpose
of searching for an employee, these position announcements serve as one of the ways in which
we communicate how we define and promote our profession to our prospective, future
colleagues, as well as to colleagues and administrators outside of the field.

4. Looking into the future

This paper reflected on the current state of Japanese-language education in the U.S. by drawing
comparisons with the state of the profession approximately three decades ago. The juxtaposition
of the survey results and position announcements from the two different eras enabled us to see
how the circumstances and the nature of our work have changed in many aspects, but not in
others. In particular, the reflection focused on how native-speakerism, which could actually
undermine our professional qualifications, still appears to permeate our field today. In this
concluding remark, I would like to turn our attention to the future of our field.

The fact that 2020 has turned out to be one of the most historic years in our lifetime due
to the Covid-19 pandemic makes it difficult for us to imagine what kinds of lasting impacts this
unprecedented event will bring to our world in general and to our profession in particular.
Nevertheless, what is happening this year reaffirms the critical aspect of the mission of our
profession, which I think is well put by the mission statement of the Concordia Language
Villages, presented as part of a panel discussion during CATJ 28:

The mission of Concordia Language Villages is to inspire courageous global citizens.

A courageous global citizen lives responsibly by:

» appreciating and seeking to understand diverse cultural perspectives;

« communicating with confidence and cultural sensitivity in multiple languages;

* respecting human dignity and cultivating compassion;

» engaging critically and creatively with issues that transcend boundaries; and

» advancing a more just, peaceful, and sustainable world for all.
http://www.concordialanguagevillages.org/who-we-are/our-mission (accessed July 30, 2020)

As indicated in this mission statement, our goal should be beyond creating “near-native”
speakers, and as educators, we need to be able to serve as models for our students and be
equipped with knowledge, skills, and dispositions to foster these qualities in our students. The
pandemic exposed a) the best and the worst of the humanity, b) the gap between the haves and
the have-nots, c¢) global connections as well as global divides, d) the potential of technology and
the vulnerability associated with the reliance on the movement of goods and people, and more.
These contexts all the more call for our flexibility and attention to the matter of diversity and
inclusion. Many of the challenges ahead of us are likely nothing that we have experienced
before, and the status quo developed based on our past experiences may not always work. The
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exploration of innovative solutions thus necessitates the attitude of “learning with” rather than
“teaching to” our students and successors. Showing our own flexibility might be the best way to
enhance our students and successors’ flexibility while acknowledging that basic knowledge,
including the language itself, will continue to evolve in the future. The advances of Google
Translate and a boundless number of other apps that have been invented to support language use
and learning also demand us, human instructors, to be able to go beyond what these
computerized tools can offer. What only we can do is to foster students’ deeper understanding of
how languages work in, as well as create, historical, social, cultural, political, and ideological
contexts (cf. Kramsch, 2019).

Given this, how can we continue nurturing the next generation of Japanese-language
educators? Some of the readers might consider that this is a question for those of us who run
teacher training and graduate programs. But what those graduate programs can do is limited and
closely interrelated with what is happening in every Japanese program. For instance, position
announcements such as those reviewed in the previous section inform how graduate programs
consider what kind of training should be offered to their students. Thus, anyone who has a
chance to serve for a search committee and to craft a position announcement is in a way shaping
the future of the field and teacher training as well. In addition, for new instructors, peer
mentoring is critical for their professional development. But most importantly, the current
language classroom should serve as an incubator for future educators. | would like to invite the
readers to ask themselves whether or not—and why or why not— they can see students in their
Japanese language classroom, becoming Japanese-language educators in the future. If the
majority’s answer is “no,” clearly, we are in trouble.

In the JLL special issue mentioned earlier, one of the commentary authors, Jessica Haxhi
(2020: 392) states, “The pipeline for L2 Japanese teachers more closely resembles a funnel,” and
invites us to consider how to widen the funnel. Another commentary author, Jae Takeuchi (2020:
322) ends her piece with the question, “What would the absence of native speaker bias look
like?” In order to cultivate the next generation of Japanese-language educators and to sustain our
field, each one of the current members of the profession must continue to ponder these questions
and take every step possible towards creating an inclusive learning environment that enables our
students to consider diverse career paths, including becoming a Japanese-language educator.
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Notes

1. Tam using a hyphen for “Japanese-language educators” intentionally to clarify what is meant by the term is
“educators of Japanese language” rather than “language educators who are Japanese.”

2. | was the organizer of the panel session where the results of the survey were used as a prompt for discussion. |
created this image from the participants’ responses by using https://www.wordclouds.com (accessed July 30,
2020)

3. Based on the MLA Language Enrollment Data base 1958-2016 at https://apps.mla.org/flsurvey search
(accessed July 30, 2020). The comparable data prior to 1990 are not available for elementary and secondary
education. The results of the Japan Foundation’s survey on Japanese-language education abroad made available
at https://www.jpf.go.jp/j/project/japanese/survey/result/ (accessed July 30, 2020) record the number of
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Japanese learners at the elementary and secondary level for the first time in 1990 as 12,667. The number more
than doubled by 1993-1994. With some decrease in late 2000s, the latest results from 2018 indicate there are a
little over 88,000 elementary and secondary school learners of Japanese.

4. The graph retrieved from https://www.fulbright.jp/study/directory/basic.html (accessed July 30, 2020)

5. The results of the 2018 survey (The Japan Foundation, 2020) notes a slight increase in the number of teachers,
but it explains that cases of full-time positions being converted into multiple part-time positions are increasing
and that such a trend is likely contributing to the increase of the headcounts.

6. The discussion will focus on higher education positions because hiring practices between higher education and
K-12 differ considerably, and | was not able to locate comparable information for K-12 positions from the
1990s.

7. See Dowdle (2020), for instance, about his account of a smaller program where faculty has to be a generalist
who can teach both language and literature/culture courses.

8. It appears, however, that scholarship has also been valued for non-tenure track positions at the time of
promotion and job security considerations.
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Neither Hero nor Heroine: Problematizing the representation
of gender non-conforming characters in Japanese anime

Catherine Gilbert and Rika Ito (St. Olaf College)

Abstract

While the constructed-nature of gendered speech in Japanese popular media has been well-documented, gender non-
conforming characters are understudied. This study examines ten gender non-conforming characters from recent
Japanese anime, focusing on the allocation of first- and third-person pronouns in the Japanese original and the
English translation to investigate indexical meaning. Gender non-conforming characters are represented by a range
of first-person pronouns, and boku is most prominent. Drawing on other gender-linked semiotic cues, we find that
these characters use masculine and feminine language while maintaining feminine looks and mannerisms for
constructing their gender non-conforming identity. In English translation, many characters are assigned gender-
specific pronouns. However, some recent shows use singular they to represent their gender non-conformity more
faithfully. Characterologically, these gender non-conforming characters tend to be portrayed as morally ambiguous,
nonhuman, or villains. Our findings parallel the investigations of Disney animated films that consistently frame
minorities negatively through language allocation, thereby teaching children how to discriminate against minorities.
Using the notion of indexical regimentation, we argue that this kind of representation reduces the gender non-
conforming character to an undesirable “Other.” We propose a few ways to increase students’ critical awareness of
language and culture issues in the Japanese classrooms.

Keywords: Japanese, anime, gendered language, gender non-conforming characters, representation

1. Introduction

The Japanese language is considered highly gendered—having distinct men’s and women’s
language (e.g., Ide, 1979; Jugaku, 1979; Kindaichi, 1957). However, the scholarship in the last
two decades demonstrates that gendered language was constructed in the context of modern
nation-state building, thereby it is well accepted now to be highly ideologically (rather than
sociolinguistically) driven (Inoue, 2006; Nakamura, 2014). In her influential article, Inoue (2003:
315) states that women’s language is most commonly “heard” from imaginary voices, not from
“living-bodies of Japanese women”; women’s language is an imagined “speech without a
speaking body.”

Heteronormative ideology present in popular media plays a key role in upholding the
gendered nature of the Japanese language. For example, heroes and heroines use! linguistic
features that index quintessentially ideal men and women that conform to heterosexual
normativity (Hiramoto, 2013; Kinsui, Tanaka & Okamuro, 2014; Nakamura, 2013; Occhi et al.,
2010; Okamoto & Sibamoto Smith 2008; Shibamoto Smith & Occhi, 2009). At the same time,
undesirable characters (such as a physically large un-feminine woman and a geeky boyish girl)
are not voiced with women’s language and physically unattractive gay men employ women’s
language (Hiramoto, 2010; 2013). Moreover, Suzuki (2018) observes that the non-allocation of
gendered speech to foreign characters is a way to construct “Japaneseness.” However, characters
who are not male or female are understudied, which is the focus of our project.

During the Meiji period (1868 — 1912), the government established various new norms in
an attempt to modernize the new nation-state to overtake and compete against the West. These
norms included language and social regimentation, such as the creation of standard Japanese
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(Lee, 2010), gendered language (Inoue, 2006; Nakamura, 2014), and keigo, ‘the honorific
language’ (Wetzel, 2004), as well as social norms, including the condemnation of non-
normative, non-heterosexual sexual relations (McLelland, 2011). In pre-modern Japan, men’s
same-sex relations were accepted and governed by a code of ethics called % 4.2 McLelland
(2011: 140) writes:

same-sex sexuality, particularly as practiced between men, has only comparatively
recently come to be considered unusual and been considered to be pathological side of a
‘normal’/abnormal’ divide.” During the Edo period (1603-1868) there was no normative
connection made between gender and sexual preference because all men, whether
samurai, priest, or commoner, were able to engage in both same- and opposite-sex affairs.
At the same time, men’s same sex relationships were governed by a code of ethnics,
described as nanshoku (male eroticism) or shudo (the way of youth), in the context of
which elite men were able to pursue boys and young men who had not yet undergone
their coming-of-age ceremonies, also transgendered males of all ages from the lower
classes who worked as actors associated with the kabuki theater. As well as being a
conspicuous social reality, these relationships were widely represented in the culture of
the period in art, literature, and on the stage.

However, in the Meiji period, homosexuality became non-normative, influenced by Western
thought, particularly, “the new field of sexology, which added ‘scientific’ opprobrium to legal
and religious disapproval of same-sex sexual relationships” (McLelland, 2011:140).

The LGBTQ community in Japan gained visibility in the 1990s, but failed to gain
recognition in everyday life and the media (Dale, 2012). Gender nonconformity in the public eye
is generally limited to flamboyant gay men or trans women, who have distinct persona styles?®,
including language (Lunsing, 2005).

This paper examines ten gender non-conforming* characters from ten recent Japanese
anime. Specifically, we undertake an indexical analysis of gendered expressions assigned to the
characters in both the Japanese original and English translation (cf. Hiramoto, 2013). To that
end, this study asks three main questions:

1. How do Japanese anime programs depict gender non-conforming characters who are not
identified as male or female, both visually and linguistically?

2. What patterns could we observe in the representations of gender non-conforming
characters?

3. What are the potential teaching implications?

2. Methodology

We devised a few criteria for identifying gender non-conforming characters. First, each character
has to have a unique name and speaking lines in the series. Second, these characters must be
explicitly identified as neither male nor female, either by their author or in the source material to
ensure that they are designed to be gender non-conforming characters. We identified ten
characters from ten recent anime shows which fit these criteria. Table 1 summarizes the names
of the characters and the shows.®
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Table 1: The list of anime shows and the name of the characters examined

Character name (English

Show name (English & Japanese) Genre

Original TV

& Japanese) anime in Japan
Nanachi Made in abyss 2017
FFF AA RA T ER senen

Phosphophyllite Land of the lustrous 2017
THAT 47474~ FEALADEH sénen

Orochimaru Naruto/Boruto shonen 2002 - 2007/
B AL FIU ke ARV R 2017 - 2020
Kytsaku YUMENO Bungd stray dogs 2016 - 2019
YN LHEARNLVA Ry 7 A sénen

Ogi OSHINO Monogatari series shonen (light 2014
FOULgER] <WEE>v ) —X novel)

Hange zOE Attack on titan 2013 - 2019
NV T HEOE A shonen

Kyubey Madoka magica 2011

Xy z DI E Ede~ X senen

Neferpitou Hunter x hunter 2011 - 2014
27 )L h— INS B —IN B — shonen

Envy Fullmetal Alchemist 2009 - 2010
T — B > SR A i A shonen

Crona Soul eater 2008 - 2009
7A=Y VA —H— shonen

For our linguistic analysis, we focused on personal pronouns® because they are identified

as “a central component in the structured gendering of Japanese” (Shibamoto Smith 2003: 208).
In particular, we focus on first- and third-person pronouns’ (hereafter FPP and TPP). For
example, while both men and women are expected to use watakushi or watashi in formal
settings, other FPP used in informal settings are gender-marked in standard Japanese.® However,
there is a gap between such linguistic norms and actual linguistic practice by real people. For
instance, Miyazaki (2004) shows that middle-school students interpret the meanings of each FPP
form differently from the gendered ideologies, as summarized in Figure 1; that is, while both ore
and boku are identified as masculine forms, reflecting gendered ideologies, students assess boku
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as much less masculine than ore. Similarly, while watashi and atashi are associated with
femininity in the norm, no girls use watashi in the casual environment of Miyazaki’s study; it is
“too formal to use in situations other than sakubun ‘written assignments’ or presentations in
class” (p. 264). Moreover, while most boys in Miyazaki’s study referred to themselves with ore
or boku, many female students used multiple forms, including boku and ore (p. 261). Similarly,
Abe (2004) demonstrates distinct linguistic practices in an LGBT community in Tokyo’s
Shinjuku ni-chome, the area recognized as “the world’s largest gay town” (p. 207). While Abe’s
participants’ choice of FPP usually indexes their sexual orientation, ranging from boku, jibun
‘self, *and watashi (p. 213), it is also context-dependent. For example, Abe reports a watashi
speaker who switches to boku when acting tough (p. 215). Nonetheless, as discussed in the
Introduction, popular media recirculates hetero-normative ideology through allocating normative
language expressions. Unser-Schutz’s (2015) quantitative study confirms that manga characters
are assigned a pronoun that aligns with their gender, thereby reproducing gendered ideologies in
the form of entertainment (also see Robertson 2017).°

MasCUlINg ----=mmmmm oo Feminine
Gendered ideologies  ore/boku watashi/atashi
(cf. Ide 1997)
Students’ ore boku uchi atashi

interpretations

Figure 1: Indexical meaning of first-person pronouns (Miyazaki, 2004, p. 261)

In addition to FPP and TPP allocation, we paid attention to interactants, speech styles,
and other linguistic features such as honorifics, interjections, and sentence-final particles as
supplemental data. We also examined English translation practices in manga, English anime
subtitles, and English dubbing. For an analytical perspective, we employed a macro-level
repertoire analysis that focuses on the overall representation of the character by making
associations between their represented sociolinguistic variation and the character roles, such as
protagonist or secondary character (Stamou 2014). In other words, we look at general patterns of
linguistic expressions that characters use and evaluate such differentiation regarding character
roles. Finally, to analyze visual representation we observed the overall depiction of the
characters, such as hairstyle, clothes, accessories, and body type.
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3. Results
3.1. First person pronouns

While the ten characters are neither male or female by design, every character is assigned
gender-specific pronouns, mostly those associated with masculinity. Figure 2 summarizes the
results. Six of the characters—Kyubey, Neferpitou, Phosphophyllite, Crona, Envy, and Kytisaku
YUMENO use boku, a mildly masculine FPP.° One character, Ogi OSHINO, uses boku and
watashi.'! Two characters (Orochimaru & Hange ZOE) use only watashi, both in formal and
informal iterations. One character, Nanachi, employs oira, a dialectal form. These language
allocations, however, contrast with other heterosexual characters (Unser-Schutz 2015): most
female and male characters in manga use a pronoun that corresponds with their gender.

Boku

Kyubey
Neferpitou
Phosphophyllite
Crona
Envy g
Kyiisaku YUMENO,”

Oira

/_
1 Ogi

Figure 2: First-person pronoun allocation among the characters

3.2 Third-person pronouns used by others

Unlike FPP allocations, most characters are referenced to with a gender-neutral TPP by other
characters. Table 2 summarizes the allocation of FPP and TPP to each character. Five characters
(Kyubey, Envy, Hange ZOE, Crona, and Orochimaru) are referred to as aitsu, and similar
expressionst?; an additional two characters (Nanachi, Neferpitou, and Kyiisaku YUMENO) are
called by their names, thereby accurately representing their gender non-conforming nature.®
Only two characters (Ogi OSHINO and Phosphophyllite) are referred to as either kare ‘he’ or
kanojo ‘she’ or both. These TPP and FPP allocations may mistakenly provide the impression that
these characters are either male or female, even though they are gender non-conforming
individuals.
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Table 2: Allocation of first- and third-person pronouns to each character. (Oira is a dialectal
form; for simplicity, we collapsed aitsu, soitsu, and yatsu into aitsu and its variants.)

First-person pronouns

Third-person pronouns by others

masculine --------- feminine masculine neutral feminine
Kyubey boku aitsu
Nanachi oira name only
Neferpitou boku name only
Ogi OSHINO boku watashi kare kanojo
Phosphophyllite boku kare
Envy boku aitsu & variants
Hange zOE watashi aitsu
Crona boku aitsu
Orochimaru watashi aitsu & variants
Kytisaku YUMENO boku name only

4. Representing androgyneity: Two extremes

While we have reported on FPP and TPP allocations, we are aware other linguistic forms (such
as sentence-final particles) and semiotic cues (such as visuals and voice actor assignment)
construct the identities of fictional characters by exploiting gender stereotypes. In this section,
we examine two characters as a case study: Envy from Fullmetal Alchemist and Orochimaru
from Boruto/Naruto. Figure 3 summarizes the allocation of various semiotic clues to these

characters.
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Orochimaru

Envy + Femininity/ - masculinity

< Visug
~

(4
-7
-

-

12

- Femininity/ + masculinity
Females but deep- to high-pitched voice

Female voice actor
boku & aitsu watashi & aitsu

~kashira, ~noyo, ~teyo,
o-prefixes polite speech

heavy use of da, dana, & kuso

Figure 3: Representing androgyneity: Two extremes!*

Both characters have long hair, slim faces, and slim bodies. However, Envy appears to be
a bit more feminine because of the outfit (i.e., a halterneck crop top). In contrast, Orochimaru
wears kimono and is sometimes depicted with a square jaw, a feature of a masculine look.
Additionally, other semiotic cues are allocated differently. A female voice actor provides the
voice of Envy. Language assigned to Envy demonstrates strong masculinity. In addition to the
pronouns (boku & kare), Envy is a heavy user of da, dana, and the swear word , kuso ‘shit’—all
linguistic features which index stereotypically strong masculinity.

On the other hand, a female voice actor with a deep-voice provided the voice of
Orochimaru at the beginning of the series, then changed to another female voice actor with a
high-pitched voice.'® Nevertheless, Orochimaru’s language sounds extremely feminine. Along
with watashi, Orochimaru’s lines contain numerous feminine sentence-final expressions and o-
prefixed words. Both cases, however, subvert expectations regarding gender identities by mixing
stereotypical femininity and masculinity, combined with the visual image, thereby indexing their
unique non-binarity.

We summarize our findings as follows. As for pronoun allocations, most of these
characters use boku, the FPP stereotypically associated with moderate masculinity. At the same
time, most of the characters are referred to as aitsu (and its equivalent) or by personal names by
other characters, faithfully representing their gender non-conforming character setting. Visual
representations are mostly depicted as feminine (such as hair, the shape of the face, body build,
and clothing). Additionally, all characters were voiced by female voice actors. In the case of
Orochimaru, two female voice actors performed the character: a deep-voiced actor in the earlier
series, which was then changed to an actor with a high-pitched voice.

We maintain that these incongruent representations are used as a strategy to distinguish
them from other binary characters.
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5. Lost in translation?

Now we shift our attention to translation practices. For simplicity, we only report the translation
of TPP.%6 Table 3 summarizes the translation practices of TPP in English versions of manga and
English anime (subtitles and dubbing). The table is arranged from masculine pronoun at the top
to feminine pronouns at the bottom. We find tremendous variation across the characters—from
masculine pronoun, he/him, to the feminine pronoun, she/her, and the gender-neutral it/its and a
more recent singular they/them in the middle. We also see intra-character variation across the
medium. We find only two characters that are translated faithfully with respect to their gender
non-conforming nature: Nanachi from Made in Abyss and Phosphophyllite from Land of the
lustrous—as shown in the shaded area in Table 3. While they are referred to by name (in the case
of Nanachi) and kare ‘he’ (in the case of Phosphophyllite) in the original Japanese work (see
Table 2), these terms are consistently translated to they/them! in the manga. While there is a
subtle difference in translation practices in anime (the name for Nanachi and they/them for
Phosphophyllite), their gender non-conformity is accurately expressed. Interestingly, these two
characters are in three of the four currently running series, suggesting a change in translation
practices.

Table 3: Translation practices of third-person pronouns in English manga, anime subs and dub

English translation

manga anime subtitles anime dubbing
Orochimaru he/him he/him he/him, they/them
Kyiisaku YUMENO he/him name only he/him
Kyubey he/him; it/its he/him; it/its he/him; it/its
Crona he/him; it/its he/him he/him
Envy he/him; it/its he/him he/him
Nanachi they/them name only name only
Phosphophyllite they/them they/them they/them
Neferpitou she/her name only he/him; they/them
Ogi OSHINO she/her (novel) she/her; he/him she/her; he/him
Hange zoE she/her; name she/her she/her

As shown above, variation exists across the characters and within each character across
the mediums. This suggests producers’ struggles in searching for a better English adaptation of
gender-marked Japanese personal pronouns. It is important to note that the neutral inanimate it
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was the only device to mark gender non-conforming individuals in English before the
development of singular they. Such struggle is well-described in a tweet by Micah Solusod?®, one
of the voice actors in Soul Eater, as displayed in Figure 4. This tweet reveals three things: (1)
using he for Crona was as neutral as they could get (i.e., the production team was aware of
Crona’s gender non-conforming character setting, and wanted to represent the character
faithfully; (2) they chose not to use it because it would have sounded too demeaning, and (3) the
singular they was not a viable option yet at the time of production. Interestingly, it/its was used
along with he/him, in the manga version.*®

<« Tweet

;.3?; Micah Solusod @ Home 2020 & ™
y

I

¥ @maioceaneyes

Using "he" (as in mankind) for Crona was as neutral as
we could get. Using "it" would have sounded too
demeaning. #SoulEater

12:16 AM - Apr 7, 2013 - Twitter for Androic
11 Retweets 16 Likes

Figure 4: A tweet on Crona’s pronoun allocation by one of the voice actors in Soul Eater?

The challenge of translation practice is most profoundly observed in the pronouns of
Neferpitou from Hunter x Hunter. While genderless expressions (i.e., the name and at least one
incident of yatsu) are used in the Japanese original, three different TPPs are employed for
Neferpitou across the medium: ‘she/her’ in the manga, the use of a personal name in the anime
subtitles, and ‘he/him *and ‘they/them ’in the anime dubbing.?! With the exception of referring to
the character with she/her in the English manga versions, the use of the personal name in the
anime subtitles and the allocation of the singular they in anime dubbing accurately represent the
character’s gender non-conforming character setting.

6. What roles do these characters play in the story?

As we take a macro-level repertoire analysis (Stamou 2014), we need to pay attention to the
characters’ roles in the narrative structures of each program. Which of these gender non-
conforming characters are morally-unambiguous good characters? The answer is fewer than
everyone would think. Table 4 summarizes the character roles of each gender non-conforming
character from our research. Nanachi from Made in Abyss is the only character who is a morally
unambiguous good character, as shown in the shaded area in Table 4. All others are morally
ambiguous, nonhuman or a villain.
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Table 4: Character roles of gender non-conforming characters

character morally nonhuman chose gender bad becomes good
ambiguous nonconformity good

Kyubey X X X

Nanachi X X X

Neferpitou X X X X

Ogi 0SHINO X X X X

Phosphyllite X X

Envy X X X X

Hange zOE X X X

Crona X X X X

Orochimaru X X X X

Kytisaku YUMENO X X X

7. Discussion
7.1. What does it mean?

While they look more feminine than masculine, gender non-conforming characters in Japanese
anime are represented by a combination of masculine and feminine language. Simultaneously, an
overwhelming majority of these characters play negative roles within the narratives of the series.
We argue that gender non-conforming characters in the anime shows we analyzed are depicted as
an undesirable “Other.” Our findings are strikingly similar to the disturbing language allocation
patterns observed in Disney featured films (Lippi-Green, 2012). In her study, Lippi-Green finds
that (1) villains tend to “speak” with foreign accents, and (2) animal characters “speak” African
American English. While Lippi-Green acknowledges some progress since her original 1997
publication, she still argues that Disney featured animated films teach children how to
discriminate against minorities in the form of entertainment.

Our results also remind us of two distinct ways in which language functions in society.
One is in the context of identity construction by real people, and the other is in the context of
ideology circulated in (the scripted) media. As Eckert (2008) and others have demonstrated,
linguistic variation in real-life situations used by real people is strongly tied to identity
construction. The meanings of linguistic variables are “not fixed but rather constitute a field of
potential meanings,” which Eckert calls an “indexical field” (p 454). Thus, people may use
multiple FPPs (such as ore/boku and boku/atashi) to negotiate their identities depending on the
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context. Moreover, the meaning of the same form (e.g., boku) can differ depending on who is
speaking to whom, as demonstrated in Miyazaki (2004) and Abe’s (2004) work. In contrast,
sociolinguistic variables performed by fictional characters in scripted media have an opposite
effect: narrowing down social meanings to reinforce stereotypes, which Bucholtz (2011) calls
“indexical regimentation.” It means that unlike language variation by real people whose social
meaning can be multiple and flexible, the meaning of sociolinguistic performance in scripted
media is restricted, thereby representing inflexible stereotypes, primarily when the linguistic
variant is associated with minorities. In our case, through incongruent visual and linguistic
representations, combined with a negative character role assignment, gender non-conforming
characters are reduced to an undesirable “Other.” This kind of linguistic representation is highly
problematic.

7.2 Pedagogical Implications

We identify three pedagogical implications of our findings. First, we need to recognize the
ideological aspect of linguistic norms. In addition to women’s language (Inoue, 2006; Nakamura,
2014) as mentioned in the Introduction, standard Japanese (Lee, 2010) and keigo (Wetzel, 2004)
were also created in the context of modern-nation building. The norms are usually unquestioned
because the dominant language ideology mediates them. Building critical awareness is the first
step.

Second, we also need to be aware of the role of language in identity construction. For
example, we may want to be flexible about a student’s desire to choose their own pronouns (and
names) in the Japanese classroom. As mentioned earlier, the American Dialect Society selected
(my) pronouns for 2019 Word of the Year, and singular they as Word of the Decade as shown in
Figure 5. Language plays a crucial role in identity construction and negotiation. Inclusivity can
start from our Japanese classrooms.

2019 Word of the Year is “(My)
D Pronouns,” Word of the Decade is
Singular “They”

January 3rd, 2020 Comments Off

Figure 5: American Dialect Society selected “(My) Pronouns™ as 2019 Word of the Year, and
singular “they” as World of the Decade??

Lastly, we need to be aware that the language found in media is not necessarily a
reflection of actual linguistic practices. Instead, it is an ideologically driven representation. Since
many of our students are exposed to and interested in Japanese pop culture, we should encourage
them to watch anime critically.
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8. Conclusion

Gender non-conforming characters are represented visually and linguistically in an inconsistent
way. Nine out of the ten characters we examined are morally ambiguous, nonhuman, or bad—
thus, gender non-conforming characters are linked to the undesirability of “Otherness.” This
result reminds us that we need to reject the reproduction of dominant ideologies as Yuri
Kumagai’s paper in this volume suggests.

A few days ago, the second author saw Andrea Jenkins, a Minneapolis council member
who happens to be a transgender individual, become “the voice” of a troubled Minneapolis after
the Kkilling of George Floyd on a local TV news channel. Her strong stance-taking on a
commitment to equity and diversity in this divisive society showcased her humanity. We need to
respect each other regardless of differences, including skin color, country of origin, gender,
sexual orientation, or the way we speak. We can advocate for such a movement from our
Japanese language classroom.

Notes

1 We used passive voice initially to emphasize that anime characters do not have agency, and their speech is a result
of mediatization. However, its stylistic clumsiness and repetitiveness were pointed out. We revised our text
accordingly, but readers should be aware of the mediatization issue throughout the manuscript.

2 {4, can be read as nanshoku or danshoku. The first character means ‘men’ and the second character means
‘color.’

3 We use the term “style” as a technical term used in sociolinguistic and anthropological linguistic literature. For
example, Eckert (2008: 456) notes that persona style in linguistic variation is linked to “other stylistic systems such
as clothing and other commodified signs.”

4 We originally used the term “gender-ambiguous” in place of “gender non-conforming.” However, we were asked
to rephrase our initial word choice because “gender-ambiguous” is infrequently used in gender studies and seems to
be based on the notion of binary gender. This criticism is well-taken. However, this project aims to analyze the
characters outside the normative male/female distinction in order to understand general representational patterns of
non-normative characters. We deliberately chose the term “gender-ambiguous” because most of our characters have
been purposefully portrayed to conceal their sex/gender identity if they have one (such as Crona, Envy, Kytisaku
YUMENO, Nanachi, Neferpitou, Hange ZOE). There is a possibility that any of these characters could be a boy,
girl, man, or woman--albeit one deliberately very androgynous but otherwise gender-conforming--set on keeping
their sex and gender identity a secret from the people around them. Many characters are described as 45!/~ 5%
(seibetsu fusho, ‘gender unknown; unidentified; unspecified’). We admit that this term poorly fits characters who
explicitly transgress the boundaries of gender (Ougi OSHINO and Orochimaru) or who have no concept of it
(Kyubey and Phosphophyllite). We initially hesitated to use the term “gender non-conforming” because it includes a
much broader swath of gender-variant people than we examined, including feminine men, masculine women, and
crossdressers. Several of our characters do not even have sex; therefore, having no expectation of gender to conform
to (Kyubey, Ogi OSHINO, and Phosphoyllite). Thus, we use the term gender “non-conforming” in a specific way to
mean “gender non-conforming characters who are not identified as male or female” in this paper.

5 Most of these characters are feminine by design. Although we displayed the images of the characters in our slide at
the conference, we decided not to include them in this proceedings.

6 While some scholars argue that the Japanese language does not have pronouns (e.g., Suzuki 1973), we use the term
“pronouns” for simplicity.

" We excluded the second-person pronouns because of their infrequency.
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8 Nakamura (2014) demonstrates how school textbooks were instrumental in normalizing gendered pronouns in the

early 20" century.

9 Robertson (2017) examines script variation in the first-pronoun allocation (e.g., f& vs.= L) even though the

allocation of the pronouns themselves is aligned with the character’s gender.

10 Envy sometimes uses their first name, too.

11 Ogi OSHINO is first introduced as a niece of a character. Later in the series, the same individual is introduced as

a nephew of one of the other main characters.

12 \while aitsu, soitsu, and yatsu are gender-neutral, these can signify either friendliness or hostility. In our data, for

example, the negative connotation was detected when referring to Kyubey and Crona.

13 We identified one incident when Neferpitou was referred to as yatsu.

14 Envy’s image is found on the following website, under “character.” https://www.hagaren.jp/character/ (accessed

on May 20, 2020). The image of Orochimaru is from

https://borutosokuhou.com/2017/10/02/%E5%A4%A7%E8%9B%87%E4%B8%B8/ (accessed on May 20, 2020).

15 Multiple voice actors played Orochimaru: Kujira, an older female voice actor with a deep voice who plays

adult men and women, Yuriko Yamaguchi, who voices only women, Mayumi Yamaguchi, who voices adult men

and women, including Envy in Fullmetal Alchemist, Sachiko Kojima, who voices only women, and then their

original voice actor, Kujira again. https://myanimelist.net/character/2455/Orochimaru (accessed on May 20, 2020).

16 The pronoun I was categorically used in the English versions for FPP.

17 The use of singular they for LGBTQ individuals has gained popularity in the last decade. American Dialect

Society selected singular they as Word of the Decade on January 3, 2020. https://www.americandialect.org/2019-

word-of-the-year-is-my-pronouns-word-of-the-decade-is-singular-they (accessed January 4, 2020).

18 Micah Solusod voiced the character, Soul Eater Evans, in the series.
https://www.behindthevoiceactors.com/Micah-Solusod/ (accessed May, 25, 2020).

19 We did not pay attention to the frequency between he/him and it/its.

20 nttps://twitter.com/maioceaneyes/status/320767054716207104 (accessed May 25, 2020).

21 Neferpitou is consistently referred to as they/them, except for a single line in the opening of episodes 31 and 100

in which other characters used him.

22 https://www.americandialect.org/2019-word-of-the-year-is-my-pronouns-word-of-the-decade-is-singular-they
(accessed on May 25, 2020).
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Saldafia 2013),
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BT, RO XD 7B A LT

How would you describe your Japanese language ability?

Is there anything you’re careful about when you speak Japanese?
What’s difficult about Japanese?

Did you know that Japanese had dialects before you came to (Ehime)?
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BE1% “Gustfair” [EbHFEH | 72 ERDICH RN Lz, BVl D ICHBGEEDME 2 220
DavidiZZD Z & ZE L ATz,
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FEE LR TWe, B0 SV OLEESE T -UGEE i 5 & LRV AlLDn
T, DanieliZ “I don’t think it’s gonna be very easy for him to find another job in Japan because
he can’t speak keigo properly” L §E-> 72, DF V| BWEENEZ T BRERO DI/ |
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FE7S “the first Japanese that I was able to really use and call my own”72 L 5~ 72, ZD¥HEF
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i) %A 5 2N DavidlZ H AR AND B IGEZEM T ] 2o TWizHEH & LT,
“I mimicked him because I didn’t want to sound like a woman, I wanted sound a little tough, you
know, I wanted to sound like a man’s man” L il L7z, —J T, JamesiL & 2% “too
rough, too casual” 72 £ SV, ] 2D ERI L7z, ZDIENIT, & LAETRELIC
Ay T ME & ] 200 THDE3ME LW,
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“unnecessarily complicated” (272 > T\ LK U D EF o7z, 7o, RFEORHIHFFTH
5 L 7=Brandon(, fEHDO7ZDIZEIRIITo ThoIEH 52 X<H L o1c7ey | BRf#
TLODICM STz LA LT, TORR, B D HBAFEEIIIHT 5 HEEZKV. “in
Tokyo, I was fine, but once I actually came [to Ehime] I couldn’t understand people, that was a
huge shock forme” & T E DNV I Sy a v 7 &2 F -2 IO TEE> T2,

Flo, FEZHMTL2OLFELC LI, FEEMS Z LITkT2MAb Ao, fi
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R, DRV RIIXENE D O TV nE L3 A LT, Brandon 1%, T E%
LI LZGFEHEDOKNE, FEEZFEORWARZET, BABEAVOAARNEHR
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Doing Pragmatics Learning in L1-L2 Interaction:
“How to Be Less Humbly Humble?”

Yoshiyuki Hara (University of Wisconsin-Madison)

Abstract

Second language (L2) pragmatics has been a site of increasing scholarly attention over the past several decades.
Despite the existing research on L2 learners’ pragmatic language use and pedagogical intervention on pragmatic
development, how L2 pragmatics learning occurs outside the classroom has remained largely unstudied. The present
study aims to fill this gap by investigating how a Korean learner of Japanese and a group of TAs bring attention to,
treat, and turn pragmatic aspects of language use into a learning opportunity during a tutorial session. The study
employs conversation analysis to conduct a single case analysis on a segment identified as an intriguingly unique
case within a set of video-recorded interactions. The segment shows how a learner instigates a learning moment to
find a phrase that adequately expresses culturally specific humbleness while treating a given positive assessment as
a compliment during the tutorial session. The analysis illustrates two significant points: first, “pragmatic
appropriateness” in compliment responses is sequentially emerging and negotiated through the interaction; and
second, “doing” learning pragmatics involves the co-construction of a learning moment by a learner and other
participants. The study’s applicability to practical pedagogical activities is also discussed.

Keywords: conversation analysis, compliment response, L2 pragmatics learning, CA-for-SLA, language pedagogy
1. Introduction

L2 pragmatics is an interdisciplinary field of second language acquisition (SLA) and pragmatics
research that has been extensively studied over the past several decades. Since its inception, its
definition, as well as its scope of research, have evolved considerably, reflecting the
complexities of the nature of pragmatics and its development in L2 (Bardovi-Harlig, 2013). For
instance, in an earlier study on interlanguage pragmatics by Kasper and Dahl (1991: 216), the
L2 pragmatics research was concerned with “comprehension and production of speech acts and
how their L2-related speech act knowledge is acquired.” In later studies, the focus has been
increasingly on the acquisitional process and the factors that affect the process in L2 pragmatics
development (e.g., Bardovi-Harlig, 1999; Kasper & Ross, 2002). Now, more recently, L2
pragmatics research has begun taking a more social constructivist perspective, focusing on the
co-construction of meaning and “pragmatics-in-interaction-in-context” (Culpeper et al.,
2018:17), rather than individual pragmatic competence (e.g., Firth & Wagner, 1997, 2007;
Kasper, 2006). The current study takes this most recent position that views pragmatics as
socially and locally situated phenomena and examines a particular speech act that occurs in an
L1-L2 interaction. More specifically, it conducts a single case analysis and focuses on the
action of compliment response, one of the most studied speech acts in pragmatics research (e.g.,
Golato, 2005; Ishihara, 2010; Wolfson, 1983), which is made relevant to a tutorial session
interaction between a learner of Japanese and a group of Japanese TAs. This study also aims to
explicate the way in which the compliment response is sequentially placed by a learner and to
examine how this pragmatic aspect of compliment response becomes a focus of the following
talk and is turned into a pragmatics learning moment.
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2. Literature Review
2.1. Compliment Response

There is an abundance of research on compliment response in various languages. These studies
have shown that the compliment response type is determined by factors, such as social norms
(e.g., Han, 1992; Yu, 2008), gender (e.g., Holmes, 1988a, 1988b), relative social status (e.g.,
Wolfson, 1989), and the referents of the compliment (e.g., Ishihara, 2004; Jang, 2014). In foreign
language pedagogy, the findings from these studies are applied to create in-class teaching
activities in order to facilitate pragmatics learning. For instance, explicit instructions are
employed to teach typical patterns and strategies in giving and receiving compliments (Ishihara,
2003), and discussion-based awareness-raising activities are implemented with authentic
materials (Ishihara, 2010). Despite the increased use of more authentic materials in the
classroom, such pedagogical endeavors, especially in teaching compliment response in the
context of Japanese language education, still seem to be limited (Taguchi, 2015). As a result,
many Japanese instructors rely on existing textbook materials.

Language textbooks are, however, known to be very limited resources for pragmatics
teaching, since they are often based on authors’ intuitive notions of how L1 speakers would act
in a given context (e.g., Ishihara & Cohen, 2014). For example, in JFL textbooks commonly used
in the United States, deflection or rejection of a given compliment is often presented as a default
response (e.g., Banno et al., 1999; Miura & McGoloin, 2008). This reflects that the idea that
denying or deflecting a given compliment on one’s appearance, ability, or status is considered
“culturally more appropriate” and, thus, a preferable response in Japanese culture (Shimizu,
2009). However, as some previous studies have suggested (e.g., Saito & Beecken, 1997),
deflection and rejection responses are not always employed by L1 speakers of Japanese. In fact,
depending on the given social circumstance, L1 speakers are more likely to accept a compliment
than reject it (Adachi, 2011). Despite this discrepancy between textbook materials and reality,
few, if any, research-based pedagogical interventions are usually carried out in class. As a result,
L2 learners of Japanese in the U.S. tend to overuse rejection as a compliment response (Shimizu,
2009). Therefore, there appears to be a necessity for an updated version of instructional
intervention based on empirically-grounded findings. The problem, however, lies in the scarcity
of research that examines how and in what sequential environment acceptance is likely to be
provided in a socially acceptable manner. In order to address this, the present study offers an
empirical account by employing a conversation analytical perspective.

Recently, conversation analysis (henceforth CA) has been receiving scholarly attention as
an approach to investigate L2 pragmatics in the field of applied linguistics (see Culpeper et al.,
2018; Mori & Nguyen, 2019). CA is a distinctive approach to the study of social interactions and
language use, originated by sociologist Harvey Sacks and his colleagues. Heavily rooted in
Garfinkel’s (1967) ethnomethodology and influenced by Goffman’s (1983) insight on the
“interactional order”, CA has been developed as an analytical approach to study everyday human
social interaction across various disciplines. The primary analytical objective of CA is to uncover
and describe the “interactional method” by which participants organize the “talk-in-interaction”
and achieve an understanding of one another (Schegloff, 1991). The focus of the analysis is,
therefore, not on language itself, but rather on how turns and sequences are constructed to
accomplish a social action. As its methodological orientation, CA takes an emic perspective
(Pike, 1967), or a type of analysis that is exclusively data-driven and primarily concerned with
what participants make relevant to an ongoing interaction and how they do so (Markee, 2012).
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Since CA is based strictly on how participants come to understand each other’s actions
through a moment-by-moment “analysis” of an interaction, when conducting research on
compliments, no utterance is understood as a compliment by itself. Rather, whether an utterance
performs as a compliment or not depends entirely on how an utterance is interpreted by its
recipient. This approach is enabled and ensured by CA’s particular analytical method, “next-
turn-proof-procedure” (Sack et al., 1974). That is, instead of using the analyst’s preconceived
definition of a specific social action, CA bases its analysis strictly upon what the “next” speaker
of the immediately preceding turn does as a display of their understanding of a prior turn. It is
from this perspective that the current study investigates the proceeding compliment response.

The earliest CA-based research on compliments in English argues that there are two
conflicting preference organizations that occur upon the reception of a compliment (Pomerantz,
1978). Pomerantz’s study reveals that the preferred action under the first preference organization
in compliment response is to accept the compliment, typically in the form of appreciation, in
order to avoid overt disagreement. The second preference organization, however, prefers the
rejection of the given positive assessment as it avoids self-praising. Due to these two opposing
preference organizations, compliment responses are typically neither straightforward acceptance
nor rejection (Pomerantz, 1978). More recently, Golato (2005) supplements this study with his
findings that compliments in German are uttered in a dis-preferred sequential environment, such
as the rejection of an invitation, in order to mitigate a face-threatening action. While these
studies significantly discuss the roles of preference organization and sequential environment in
understanding the nature of compliment responses, accounts on how compliment responses differ
depending on a given sequential environment remains empirically uninvestigated. Furthermore,
although factors, such as relative statuses and target referents, have been examined in relation to
compliment response types in earlier non-CA studies (e.g., Wolfson, 1989; Ishihara, 2004),
sequential position of a given compliment has arguably not received sufficient analytical
attention.

The current study aims to address this precise issue, by investigating how conflicting
preference organizations in a compliment response are managed in and through an interaction,
while illustrating the analytical importance of a given sequential environment in which a
compliment is issued. In addition, it examines the ways in which a focal learner responds to what
she perceives as a compliment from her TA, depending on the sequential environment in which
this compliment is issued.

2.2. L2 Pragmatics Learning

As previously mentioned, earlier L2 pragmatics research has focused on the effectiveness of
explicit instruction, in the form of awareness-raising activities or metalinguistic explanations on
social norms, on the development of pragmatic competence (e.g., Ishihara, 2003, 2007). Despite
the empirically proven effectiveness of such explicit instruction (Takahashi, 2010), in-class L2
pragmatics learning is still limited due to its limited array of social contexts, institutionalized
student-teacher roles, and lack of negative instructor feedback on pragmatic aspects of learners’
language use (Taguchi, 2015). This has naturally led to an increasing necessity for more studies
on how L2 pragmatics learning takes place in social interactions outside the formal classroom
(Kitajima, 2019). Yet, such issues have remained largely unstudied (Mori & Mori, 2011). Given
this lingering gap, the present study also aims to explore the potentiality of the application of CA
to uncover ways in which L2 pragmatics learning occurs outside of the classroom.
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CA’s methodological and emic perspectives into the investigation of language use and
learning have recently made appearances in applied linguistics and second language acquisition
(SLA) research (e.g., Firth & Wagner, 2007; Kasper & Wagner, 2014; Mori, 2007). This
research is often referred to as “CA-for-SLA” (Markee & Kasper, 2004) and aims to employ CA
techniques and orientations to investigate L2 language learning. While mainstream traditional
SLA research is focused on how an individual cognitively “processes” and “acquires” abstract
linguistic constructs, CA-based research views learning as a socially situated accomplishment
that is observable to both participants and analysists. Therefore, studies in CA-for-SLA attempt
to empirically demonstrate that cognition, knowledge, and learning do not exist or occur
independently in one’s brain but rather are socially distributed and visibly co-constructed by
participants in a conversation (e.g., Markee & Kunitz, 2013; Mori & Hasegawa, 2009).
Language learning is thus reconceptualized through this approach as a social process manifested
and publicly observable in and through interactions and examined via systematic methods by
which L2 learners and their interactants co-construct learning moments (Kasper & Wagner,
2011).

Some CA-for-SLA studies have examined L2 learning in the “wild” (Hutchins, 1995),
where no pedagogical focus is predetermined by a teacher or context (e.g., Eskildsen, 2018;
Hosoda, 2006; Theodorsdottir, 2018). L2 learning in the wild inevitably involves the
identification of a “learnable,” which refers to “whatever is interactively established as relevant
and developed into a shared pedagogical focus” (Majlesi &Borth, 2012: 193). In other words, in
an interaction where there is no prearranged pedagogical item, a learner and other participants
need to identify and focus on a linguistic form. They can, then, collaboratively make this
linguistic item into the focal pedagogical concern of the unfolding sequence while putting any of
the interaction’s previous tasks on hold. In previous research, such “learnables” include lexical
items (Eskildsen, 2018; Kurhila, 2006), word definitions (Kasper & Burch, 2016), and/or
conjugation forms (Theodorsdottir, 2018). These studies have shown that, L2 learners utilize
various verbal and non-verbal resources to display their orientations toward a “learnable” and
facilitate the co-construction of learning moments with others. More importantly, since L2
learning in the wild involves all the participants’ shift in orientations to a learning object, L2
speakers’ agentivity to large extent determines whether or not learning moments are successfully
accomplished (Eskildsen, 2018; Kasper & Burch, 2016). Consequently, sequences focusing on a
learning object are typically initiated by L2 learners (Kurhila, 2006) and frequently achieved
through word search sequences (Brouwer, 2003; Eskildsen, 2018; Theodorsdottir, 2018). Word
searches are characterized as forward-oriented repair activities (Schegloff, 1979) in which a
speaker in a talk displays trouble in producing a particular word, thereby inviting other
interactants to join in the search process. In sum, depending on the “learnable” and the
participants, the way in which collaborative L2 learning takes place and gets constructed varies.

Although previous research has expanded understandings of how L2 learning moments
emerge and are constructed, few studies have investigated L2 pragmatics learning from CA
perspectives and identified the interactional elements involved in the occurrence and production
of such learning sequences. This implies that L2 pragmatics learning interactions, especially
those that are not pre-planned, are infrequent and thus have not been observed in previous data
sets. The current study, therefore, attempts to contribute to this ongoing research by providing a
detailed analysis of a case in which a L2 pragmatics learning moment is co-accomplished
through a form of a “phrase search.” More specifically, in addition to the goal outlined in the
previous section, this study asks the following questions: a) how and by whom is a “learnable”
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identified and constructed into a pedagogical focus?, b) how is a “phrase search” initiated and
facilitated?, and c) how is this search co-accomplished by participants in a tutoring session?

3. Data

The current data is drawn from a corpus of 10 hours of naturally occurring L1-L2 interactions in
Japanese that were video-recorded without the presence of the researcher. The data was collected
as part of a larger pilot study of L2 interactions with the initial purpose of analyzing where and
how differently L2 learning occurs in various social contexts. The focal learner of the research is
a female Korean learner of Japanese, Elly, who had taken two semesters of Japanese language
and was taking an intermediate Japanese language course at the time of recording. Elly was
selected as a focal subject due to her interest in the initial recruitment announcement made in the
language course and the fact that she was the only candidate who indicated a routine
participation in different types of interactions with L1 speakers of Japanese. The recorded data
includes interactions from two different contexts: a tutoring session with TAs and a casual
conversation with friends. Each episode of the collected data lasted from 30 minutes to 1.5 hours,
and the focal learner was always present in the data. It should also be noted that all recorded
interactions occurred naturally without prompting from the researcher. These conversations were
transcribed using the transcription conventions developed by Gail Jefferson (2004).

The excerpts analyzed in this study were extracted from an interaction in which Elly
participated in a tutoring session on pronunciation practice with her Japanese TA during an
office hour. The selected segment was initially identified during the collection of cases in which
participants orient themselves toward a language form in the midst of pursing another activity at
hand. Although partially motivated by this initial interest, the identification of the current
excerpts was relatively ‘incidental,” while proving interesting for its unique focus on pragmatic
aspects of language. During the preliminary analysis of this segment, it gradually became
apparent that it involves noteworthy interactional features which merit detailed scrutiny in their
own right.

Given this process of selection, the current research is naturally no more than a single
case analysis of interactional data. The purpose of analysis is, thus, not to reveal a new practice
or to discover a unifying interactional mechanism, but rather to illustrate the intricacies of
particular individual turns and sequences of a given talk (Schegloff, 1987) and to uncover a
previously overlooked aspect of the interaction that holds significance for future research and
practical applications (Maynard & Frankel, 2003; Mori, 2004). With this in mind, the present
study will specifically present a detailed description and deeper understanding of a compliment
response situated in a tutoring session. Additionally, it aspires to demonstrate the way in which
compliment response becomes the focal concern of the talk and turns into a learning moment.

As mentioned earlier, the present study employs conversation analysis as a primary
methodological tool to conduct sequential analysis on an L1-L2 interaction. The purpose of using
CA in this study is to uncover and demonstrate the systematic mechanisms through which the
learner and other participants visibly make linguistic/pragmatic matters relevant to the ongoing
talk in order to create a learning moment. In addition, by employing “next-turn-procedure”
(Sacks et al., 1974), this analysis will examine how pragmatic meanings of language use are
interactionally oriented to, negotiated, and understood by participants of the talk.

In addition to the focal learner, three Japanese TAs participated in this study’s
interaction. Kasumi is an L1 speaker of Japanese and the main TA who tutors Elly and helps
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with pronunciation practice during the tutoring session. Shun is also an L1 speaker of Japanese,
and Mark is a Japanese TA whose L1 is English. While the data did not physically capture Shun
and Mark within the camera frame, they were present in the same office during the recording and
their interactions are only recorded audibly. The setup of the video camera in relation to the
participants is depicted in Figure 1 below.

Desk1 Desk2
[Elly] [Kasumi] [Shun]
\\\\\\\\\\\\deeo carnera,/’////////// [Mark]
Desk3 X Desk4
0
Sl

Figure 1: Seating arrangement of the selected segment
4. Data Analysis

The following case analysis examines a particular segment of an interaction that occurs during a
tutoring session. In order to trace and analyze the sequential context as well as the progression of
the whole segment, the segment is divided into four excerpts and analyzed in a consecutive
manner. The significance of each excerpt is also followed by an analysis.

4.1. Compliment responses in a different sequential environment

Throughout this tutoring session, Elly has been practicing Japanese pronunciation by reading
aloud a text from her textbook. After every sentence or so, Kasumi provides feedback as to
whether the pronunciation contains any phonetic or phonological errors or apparent accents that
stem from Elly’s first language, Korean. It should be noted that Elly displays her sensitivity to
her own pronunciation throughout the practice and explicitly asks Kasumi to make sure that her
pronunciation is not just “good enough” but close to an L1 accent and intonation. Immediately
before Excerpt 1, Elly has been trying to perfect the pronunciation of the phrase “nihon e” (“to
Japan”), as she feels that her Korean accent is slightly audible when she utters the particle “e”
combined with “nihon.” Elly and Kasumi have been exchanging several turns focused on this

pronunciation of the phrase consisting of repetition of the phrase combined with Kasumi’s
feedback.

Excerptl
1Kasumi: nihon e
Japan to
“to Japan”
2E1ly: nihon e
Japan to
“to Japan”
3Kasumi : un, [ii to omoimasu yo

yes good QUO think FP
“yes, I think that’s good”
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4E11ly: [hahahaha

5Kasumi: ii to omoimasu
good QUO think
“I think that’s good”

6Elly: un, maa motto gambarimasu
yes well more do.more
“well, I’ll practice more”

TKasumi : hhh .h [joozu desu yo
well COP FP
“you did well”
8Elly: [gambatte-
9Kasumi : joozu desu yo
well COP FP
“you did well”
10 (0.5)
11E1ly: °nihon- nihon e°

Japan Japan to
“to Japan, to Japan”

12Kasumi: un, (.) un un sugol joozu un
yes yes yes very well vyes
“yes, yes yes that’s very good”

13E1ly: hhhh[h arigatougozaimasu
thank.you.very.much
“thank you very much”

14Kasumi: [un honto honto

really really
“I really mean it”

In line 1, Kasumi utters the phrase “nihon e” as an elicitation, to which Elly responds by
repeating the phrase. In the third turn of this sequence, Kasumi provides the positive assessment,
“I think that’s good” (line 3). Since this turn is overlapped with Elly’s laughter, Kasumi re-
provides the same positive assessment (line 5). Elly first acknowledges this assessment by
providing a recipient token “un’ but further utters, “Well, [I’11] practice more” (line 6). Here,
Elly appears to be deflecting Kasumi’s positive assessment, thereby not completely accepting the
evaluation on her pronunciation. Kasumi, however, reaffirms her assessment by providing the
positive assessment again (line 7 and 9), which does not receive a follow-up from Elly. In line
11, Elly self-initiates the pronunciation practice by repeating the phrase “nihon e” at a lower
volume. This turn indicates that Elly is not completely satisfied with her pronunciation and
further implies that she does not agree with Kasumi’s positive assessment. Since this self-
practice is still audible, however, Kasumi provides another assessment, which is this time an
upgraded positive one: “Very well done” (line 12). In response, Elly first provides laughter and
further gives an appreciation token by saying “Thank you very much” in line 13, thereby
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accepting and treating Kasumi’s assessment as a compliment to her pronunciation that she has
been working on during this tutorial session.

From this excerpt, it can be seen that Elly receives and responds to Kasumi’s positive
assessments as compliment-like utterances. Generally speaking, in pedagogical IRE (initiation-
response-evaluation) sequences, the evaluation in the third turn does not receive any follow-ups.
In fact, in language classrooms, a positive evaluation provided by an instructor typically signals
the closure of the pedagogical sequence and is often combined with the initiation of a new
sequence (Seedhouse, 2004). However, as seen in the current data, Kasumi’s positive assessment
is followed by a deflective response (line 6) and an appreciation token (line 13). If Elly had
understood Kasumi’s assessment simply as an evaluation of her pronunciation, she would not
have produced a phrase like, “Well, [I’1l] practice more” (line 6). The very fact that Elly even
responds to Kasumi’s evaluation in the first place and further deflects the positive assessment
suggests that she not only understands it as an assessment but also as a compliment-like
utterance, therefore making the next turn relevant for her to respond. In other words, Elly co-
constructs this giving-and-receiving compliment sequence by orienting herself to the relevancy
of responding to a compliment that results from being the recipient of a positive assessment on
her presumably improved pronunciation (Pomerantz, 1978).

It should also be remarked that Elly shows her sensitivity to the sequentially emerging
preference organization of compliment response. As mentioned previously, compliment
responses involve two opposing preference organizations (Pomerantz, 1978). When Elly receives
Kasumi’s assessment in line 5, she displays her orientation to the preference organization that
rejects positive assessment in order to avoid self-praising. However, when Kasumi provides an
upgraded version of the positive assessment (line 12), Elly hesitantly accepts it, thereby
displaying her orientation toward the other preference organization of acceptance in order to
avoid complete disagreement with her TA. Kasumi’s upgrade of her assessment displays a strong
orientation toward providing an offer of supportive action, which structurally makes acceptance
a preferred response in the next turn. Elly, then, demonstrates her sensitivity toward this
sequentially emerging preference organization. However, Kasumi still seems to sense Elly’s
initial hesitation to do so completely, indicated by laughter in line 13. Kasumi, therefore,
responds by uttering, “I really mean it” (line 14), which overlaps with Elly’s appreciative token
(line 13) and implies that Kasumi has understood Elly’s hesitation as a humble attitude.

One significant finding that this excerpt illustrates is that the type of compliment
response is to some degree determined by the given sequential environment in which it occurs.
Previous studies claim that factors, such as social/cultural norms, gender, relative status, and the
referents of the compliment, determine the appropriateness of how a compliment should be
responded to (e.g., Ishihara, 2010). The current data adds another dimension to the determining
factors by empirically demonstrating that compliment responses are provided differently
depending on the given sequential environment. In the excerpt, Elly changes the way in which
she responds to her TA’s positive assessment by first deflecting it and then appreciating it,
depending on the emerging preference organization (Pomerantz, 1978). It is important to
highlight that her appreciation token is prefaced with laughter and that her hesitation to
immediately accept the given positive assessment is understood as a humble response by the TA.
In other words, as argued in Pomerantz’s study, Elly’s response is not a straightforward
acceptance, which further reflects the conflicting preference organizations under operation.

It is also important to mention that the nature of co-construction in social actions is
illustrated in the analyzed segment. Depending on the given sequential environment, Elly
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changes the design of her compliment response to align with the emerging preference
organization displayed by how Kasumi’s positive assessment is produced. Furthermore,
Kasumi’s upgraded positive assessment is also contingent upon Elly’s deflection of Kasumi’s
first positive assessment. In other words, Elly’s compliment response and Kasumi’s positive
assessment are co-dependent on one another. Elly’s compliment response is thus not an
individually produced, independent utterance, but rather, it is co-constructed and co-produced in
and through the interaction.

4.2. L2 speaker’s and L2 learner’s orientation to a learnable

The next excerpt continues immediately after Excerpt 1. Excerpt 2 demonstrates how other
participants orient to different preference organizations in response to a compliment and how a
learner actively chooses to focus on the given concern to initiate a phrase search.

Excerpt2
15 (2.5)
l6Mark: demo sono toki ni chotto kenson; shita hoo ga 1ii to omoimasu
But that time LOC little humble do way SUB good QT think
“but I think at times like these you should be a bit more humble [kenson]”
17Kasumi : h[hhh
18Elly: [ken[son?
humble
“‘kenson’?”
19Mark: [iyva iya watashi nanka
no no I.am not
“[like] ‘no no I’m not that [good]””
20Elly: aa aa::: hhh kenson [dakara hamburu
humble so humble
“Oh, so kenson means humble”
21Kasumi: [zutto—- zutto kenson shiteta kara
all.the.time humble do.PROG so
“[she] has been humble for this whole time so”
22E1ly: hai [wata- 1 hhh mada mada desu
yes I yet vyet COP
“Yes, I... [but] I have yet a long way to go”
23Kasumi: [Elly san]
Elly
‘(Elly’,
24Mark: [a ] gomenn, shitsurei itashimashita
sorry bother did.POL
“oh, sorry for interrupting”
25Kasumi : hh[hh
26E1lly: [hhh
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27 ja kenson: shitai to,
then humble do.want when

28 donna: nanka (.) kimarimonku: ga (0.3) arimasu ka?
what.kind like phrase SUB exist.POL FP
“then, when I want to be more humble,
what kind of, like, set phrases are there?”

29 (0.3)
30 donna [kimarimonku ga arimasu ka]
what.kind phrase SUB Exist-POL FP

“what kind of set phrases are there?”

31Mark: [watashi nanka nihongo zenzen] dekinal n desu yo
I. not Japanese at.all can.NEG NOM POL FP
“My Japanese isn’t good at all”

32Kasumi: hhlh

33Elly: [nihongo zenzen dekinai n desu yo=
Japanese at.all can.NEG NOM POL FP
“My Japanese isn’t good at all”

After a pause in line 15, Mark, who has not been part of the ongoing interaction, joins in
by providing negative feedback on Elly’s appreciative response to Kasumi’s third positive
assessment. He states that Elly should be more humble in her response, thereby pointing to the
lack of humbleness and problematizing the implied self-praising that accompanies appreciation
tokens (line 16). Kasumi, meanwhile, only produces laughter in the next turn (line 17). In line
18, Elly shifts her gaze to Mark, who is sitting behind her, and at first displays her lack of
understanding toward the word “kenson” (“humble”). In line 19, Mark therefore utters, “I’m not
that good” in order to explain the way in which Elly could have responded to Kasumi’s
compliment. Elly then shows her understanding of “kenson” (“humble”) in line 20, indexed by
the change-of-state token “aa” (Endo, 2018; Heritage, 1984), which suggests a change in her
state of knowledge as well as her previous partial knowledge of the given information. In line 21,
Kasumi then points to the fact that Elly has already been humble when responding to positive
assessments throughout the practice, thereby treating Elly as a pragmatically competent Japanese
speaker and at the same time implying that Elly’s appreciative response was acceptable in the
given sequential context. Despite Kasumi’s support, Elly accepts Mark’s negative feedback and
correction in the following turn by repeating Mark’s candidate phrase “mada mada desu” (“I
have yet a long way to go”) (line 22). Realizing that Kasumi had understood Elly’s previous
response as appropriate, Mark then provides an apology that displays his understanding that his
feedback might have been an unnecessary interruption of the tutoring session.

Mark’s apology (line 24) could have closed the sequence here. However, Elly re-orients
herself to Mark’s feedback on the perceived lack of humbleness in her previous response by
asking the question, “Then, when I want to be more humble, what kind of set phrases are there?”
(line 27 to 30). This initiates what I attempt to call a “phrase search,” a process through which
Elly not only initiates a search for an idiomatic phrase but also invites other participants to join
in. Through this search, Elly also attempts to make the linguistic as well as pragmatic aspect of
receiving and responding to a given compliment a focal concern in the subsequent talk. In
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response, Mark provides a candidate phrase, “watashi nanka zenzen nihongo dekinaindesu yo”
(“My Japanese isn’t good at all”) (line 31), which is a generic humble phrase for responding to a
compliment of Japanese language ability. This turn is then followed by Kasumi’s laughter (line
32) and Elly’s repetition of the phrase, which seems to neither accept nor reject this candidate
phrase (line 33).

Excerpt 2 thus illustrates the following two points. First, it is the L2 speaker, Mark, who
initially problematizes the way in which Elly provides a compliment response. This supports the
previous data that L2 speakers who learn Japanese in the U.S. are in a way trained to reply to a
given compliment with rejection in order to be “culturally more appropriate” (Shimizu, 2009),
which is demonstrated by his utterances in lines 19 and 32. Furthermore, his orientation toward
the underlying social norm reflects the complexity that compliment response involves.

It is important to remark that, although possibly unnecessary, his orientation toward
pragmatic aspects of the language use is co-attended to by Elly, which then initiates the phrase
search. It has been observed that L1 speakers rarely initiate a repair by explicitly pointing out the
repairable item in an L2 learner’s utterance (e.g., Kasper, 2004; Hosoda, 2006). Kasper and Kim
(2015) argue that after an reparable item is produced, L1 speakers either perform other-repair
(embedded correction) or completely ignore the reparable item to maintain the flow of the talk
and treat the L2 speaker as an interactionally competent communicator. This means that L2
speakers are typically the ones who initiate a repair sequence that concerns linguistic issues at
hand, which are later repaired by an L1 speaker. However, the present study is complicated by
the fact that there are two L2 speakers, and it is interestingly the more proficient L2 speaker
(Mark) who first shows orientation towards the pragmatic aspect of the utterance of the less
proficient L2 speaker (Elly). As L1 speakers tend not to explicitly point out a repairable in L2
learner’s utterances, the possible role of more proficient L2 speakers in repair initiation deserves
further analytical attention.

This second excerpt also demonstrates Elly’s sensitivity toward a “learnable” in an L1-L.2
interaction. As mentioned earlier, a “learnable” refers to “whatever is interactively established as
relevant and developed into a shared pedagogical focus” (Majlesi & Borth, 2012:193). In the
data, Elly views the pragmatic aspect of her language use that Mark indicates as a “learnable”
and co-constructs it into a pedagogical focus of a learning moment. More specifically, Elly uses
an explicit inquiry to pursue the “learnable” and initiates a phrase search. From this excerpt, it
can thus be seen that Elly shows her sensitivity toward a culturally specific significance of
humbleness as well as capability of identifying and constructing a pedagogical focus in a
interactionally contingent manner. In other words, the extract shows that the L2 learner’s
agentivity plays an integral part of the occurrence of the phrase search and the construction of L2
learning moments in the wild.

4.3. Storytelling as a resource for accomplishing the phrase search

Excerpt 3 immediately follows the previous excerpt and depicts Elly telling Kasumi a story that
relates the current pedagogical focus to a past experience.

Excerpt3

34Elly: =A!, watashi mo tomodachi to: hanasu toki,
I too friend with speak when
“oh! when I also talk with my Japanese friend,”
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35Kasumi :

36Elly:

37

38

39

40Kasumi :

41Elly:

42Kasumi:

43E1ly:

44Kasumi

45E11y:

46Kasumi :

47E1ly:

48Kasumi :

un
uh-huh
“uh-huh”

aa watashi no nihongo (0.3) ima mada nanka (0.8)
I POS Japanese now yet like

yada desu ne to it tara:
no POL FP QUO say then
“when I said, oh, my Japanese is now still, like, yucky”

hh dame- dame da to it tara: nanka tomodachi ga
no no COP QUO say then 1like friend SUB

“when I said [my Japanese is] no good, like, my friend”

ma: EIl1ly no nihongo joozu janai? to 1itte
Elly POS Japanese good COP.NEG QUO say
“said, well, Elly, your Japanese is pretty good”

un [un
uh-huh
“uh-hu [

[de sono toki, nihongo zenzen dekinai to it tara:
and that when Japanese at.all can.NEG QUO say then
“then that time, when I said I am not good at Japanese at all”

[un
uh-huh
“uh-huh*

[ima- ima mo nihongo de hanashi- hanashi- hanashite:
now now tooJapanese by speak speak speak
“now... even now, you’re sp-Sp-speak Japanese”

un un [un
uh-huh
“uh-huh*

[iru da yo to
PRO Cop FP QUO
“[speak]ing Japanese, she said”

un un
uh-huh
“uh-huh*

iwaremasu
say.PASS
“so I’m told”

un:: [un un un

uh-huh
“uh-huh”
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49Male voice: [u::n
hm

“Hm”

50Elly: nanka donna: nanka:
like what.kind like

51 hamburu shitai to, donna kimarimonku ga arimasu ka?
humble do.want when what.sort phrase SUB exist FP
“so, like, what kind of, like... when I want to be humble, what kind of phrases are there?”

52 (1.2)

53 hhh ma: amari joozu janai kedo: (.) [to: nanka hoka no?]
well so good COP.NEG but and like else POS
“so0, ‘but I’'m not so good,’ and, like, what else?”

54Kasumi: [un ma chotto ]
yes well little
“yes, well, kind of”
55 un
yes

“yes”

Immediately after her repetition of Mark’s candidate phrase, Elly quickly shifts her gaze
back from Mark to Kasumi and continues her turn by initiating a storytelling sequence that
involves a past experience relevant to the situational context in which the searched for-item can
be used (line 34). In this sequence, Elly shares a story where, even though she tells her Japanese
friend that her Japanese is still poor, the friend says, “Elly, your Japanese is pretty good” (lines
36 to 39). Elly then downgrades this compliment by saying, “I’m not good at Japanese at all”
(line 41). However, her Japanese friend then argues that this downgrade itself is proof of her
high-level Japanese ability, since it is in Japanese (line 43). By using this past experience, Elly
attempts to specify a situation in which a searched for phrase can be used as a response to a
repeated compliment on her Japanese ability. After the storytelling sequence, Elly re-initiates the
phrase search by repeating her previous question to Mark (lines 51 to 53), to which Kasumi
provides a recipient token to acknowledge it.

Excerpt 3 thus illustrates one significant characteristic of L2 pragmatics learning that
takes place outside the classroom. When it comes to acquiring pragmatic knowledge, there are
two components: pragma-linguistic knowledge and socio-pragmatic knowledge (Thomas, 1983;
Rose & Kasper, 2001). Pragma-linguistic knowledge refers to knowledge concerning how a
particular linguistic choice influences the way pragmatic meanings are delivered and perceived,
while socio-pragmatic knowledge refers to knowing underlying social norms that determine what
is appropriate in a given context. Therefore, in order to facilitate a pragma-linguistic phrase
search, Elly finds storytelling to be a useful resource to specify the social context (social-
pragmatic aspect) that determines the appropriateness of the phrase she wishes to use. In other
words, Elly attempts to use storytelling to relate linguistic and pragmatic difficulties faced
previously to the current pedagogical focus, thereby further facilitating the process of the current
phrase search. Therefore, storytelling seems to naturally facilitate a phrase search sequence
through a description of a specific context necessary for other participants to more precisely
identify the desired phrase.
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4.4. Co-accomplishment of the phrase search

Excerpt 4 follows Elly’s storytelling sequence, which provides a “clue” for identifying the
searched for-phrase. This excerpt illustrates how other participants join in the search.

Excerpt4
56 (2.5)
57Kasumi: anmari joozu jaarimasen yori
e} good COP.NEG.POL than
58 chotto hanburusa ga nakunatta hanburu (.) tte koto?
little humbleness SUB disappeared humble QUO thing
“so you mean [you want a phrase] less humbly humble than ‘I’m not so good’?”
59Shun: motto joozu ni naritai n desu
more good to become.want NOM COP.POL
“‘I want to become better’”
60E1ly: u:::[n
ah
“ahhhh”
61Shun: [de ii n janai?
is good NOM COP.NEG
“isn’t that good enough?”
62Kasumi : aa:: [11 desu ne
ohhh good COP FP
“ohhh, that’s good”
63Elly: [motto joozu ni naritai desu
more good to become.want COP
“I want to become better”
64Shun: ee: joozu jan, iya motto joozu ni narita:i
good Cop no more good to become.want
“‘wow, you’re good,” ‘no, I want to become better’”’
65E11y: u::n [motto joozu- ]
ahh more good
“ahh better-*
66Shun: [dattara mada-] mada:
COP.if vyet yet
“then, not [good] yet”
67Kasumi : tashika ni
certain to
“I'ight”
68Shun: un paafekuto janai mitai[na hamburu
yes perfect COP.NEG like humble

“yeah, so it’s an ‘I’m not so perfect’-like humbleness”
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69E11ly: [u::n
ahh

$‘ahh”
70Shun: un
yeah
‘éyeah”
71Kasumi : nanka motto motto, ue ni ue [ni °mitaina®
like more more up to up to like

“it’s, like, you [can still] go higher and higher [there is still room for improvement], or something”

T2E1ly: [motto gambarimasu wa-?
more work.harder TOP
“how about ‘I’ll work harder’?”

73Mark: nihongo no-
Japanese POS
“Japanese-*
74Kasumi : motto gambarimasu mo 11 to omoimasu

more work.harder too good QUO think.POL
“I think ‘I’ll work harder’ is good, too”

75Elly: u:n
yes
‘60k37

In response to Elly’s question, Kasumi first displays her understanding of the sort of
phrase Elly is looking for, by asking, “You mean [you want a phrase] less humbly humble than
‘I’'m not so good’?””” (lines 57 to 58). Thus, she appears to recognize that Elly is looking for a
phrase that expresses humbleness in a way that is not over the top in order to align herself to a
repeated compliment. Kasumi interprets the described context as a situation where Elly wants to
be “less humbly humble.” This display of understanding (lines 57 to 58) is then directed to Shun,
who is sitting next to the tutoring pair. Kasumi consequently invites him to join Elly’s search.
Shun responds to this redirected question by providing a candidate phrase to the search, “motto
joozuni naritaindesu” (“I want to become better”) (line 59). This turn is then followed by
Kasumi’s acceptance (“that’s good”) (line 62) and Elly’s acknowledgement with the repetition of
the given phrase (line 63). It should be noted that this phrase is pragmatically appropriate in the
context that Elly and Kasumi have described, since it does not completely deny a given
complement of one’s language ability while, at the same time, indicating a humble attitude by
acknowledging the possibility for continuous improvement. The use of the phrase is further
demonstrated by Shun’s enactment of a possible situation in line 64, where he says “ee: joozu
jan, iya motto joozuni naritai:” (“[ When someone says] ‘wow, you’re good, [you respond] ‘no, I
want to become better’”) (line 64). Shun further explains the implication of the given phrase
when he states, “[ This phrase displays] an ‘I’m not so perfect’-like humbleness™ (lines 66 to 68).

Kasumi seems not only to accept but also to promote Shun’s phrase when she adds an
additional explanation of it in line 71. However, in the immediately following turn, Elly provides
a candidate phrase herself, seeking confirmation for whether this new phrase can also be used or
not. Elly’s actions imply that she does not fully accept Shun’s candidate phrase and further
indicates that, although it might be suitable to the context laid out by Elly’s story, Elly might also
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be trying to confirm the usability of her own linguistic repertoires. Her candidate phrase, “motto
gambarimasu” (“[I’11] work harder™) is, in fact, the identical phrase that she used to respond to
Kasumi’s first positive assessment at the beginning of the segment (line 6). Elly, thus, seems to
be verifying that her use of this phrase was appropriate and usable when receiving a repeated
positive assessment. Kasumi confirms this, thereby closing the phrase search sequence.

Excerpt 4 demonstrates how a phrase search is co-attended and co-accomplished by all
participants through the confirmation of a given pragmatic context and negotiation of a candidate
phrase appropriate to the context. More importantly, it shows that the searched for item in a
phrase search might vary throughout the searching process, allowing participants to negotiate
several possible phrases. This indicates that, unlike a typical word or grammar search, a phrase
search concerned with finding a pragmatically appropriate phrase could involve extended
sequences through which participants negotiate and confirm the appropriateness of a phrase.

In sum, the excerpts above illustrate that a phrase search provides space for an L2
pragmatics learning opportunity. Furthermore, this phrase search as a social accomplishment
(Eskildsen & Markee, 2018) is contingent upon the more proficient L2 speaker’s repair
initiation, is initiated and facilitated by an L2 learner’s storytelling sequence, and is
accomplished through a process in which all participants negotiate, explicate, and confirm
candidate phrases.

5. Discussion and Conclusion

The current study has explicated the ways in which a learner and a group of Japanese language
TAs negotiate and co-produce a compliment response in a sequentially contingent manner. The
analysis has demonstrated that Elly’s compliment response is not an individually produced,
independent utterance, but rather, it is co-constructed and co-produced in and through the
interaction focused around Elly and Kasumi’s contingently designed actions. Since this co-
construction of social action, its meaning, and its appropriateness are interactionally
accomplished, it is only best revealed through the sequential analysis that the present research
offers. While this study only provides a glimpse into this phenomenon, the sequentially emerging
preferences to compliment response require further study and consideration in order to continue
developing appropriate pedagogical materials for L2 learners.

One intriguing phenomenon that the current data reveals is the fact that compliment
response and its humbleness become relevant during a tutoring session in the first place. As
mentioned earlier, generally speaking, third turn positive assessment in language teaching
settings does not usually elicit a learner’s response. Nonetheless, in the current data, Elly does
respond to the positive assessment by first deflecting and then appreciating her TA’s assessment.
One possible explanation for such conduct is that the positive assessment in this particular
tutoring session addresses Elly’s ability to pronounce words and phrases in Japanese. When
positive assessments address the grammaticality of a learner’s utterance, the learner is much less
likely to understand these as compliments, presumably because an instructor’s use of an
assessment turn is understood as a way to confirm or correct linguistic appropriateness. In other
words, since such linguistic appropriateness is objectively assessable, it involves an objective
evaluation. Unlike grammatical assessments, however, assessments on pronunciation can be
rather subjective. For instance, the acceptability of the pronunciation of a word does not
necessarily equate to whether or not this pronunciation is “native-like” in a phonetic or
phonological sense. In other words, the assessment of pronunciation depends on the subjective
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definition and perception of “good” pronunciation. Therefore, it is possible that Elly’s idea of
“g0od” pronunciation differs from Kasumi’s perception of the same pronunciation. Given this
situation, it is also possible that Elly may have understood Kasumi’s positive assessment of her
pronunciation as a compliment-like utterance or slightly exaggerated evaluation, regardless of
Kasumi’s intention. Another possibility is that Kasumi’s positive assessments are meant to
encourage and acknowledge Elly’s endeavors as she practices, since improving pronunciation is
an especially painstaking process. Either way, further investigation is necessary to provide a
clearer picture on the difference between how learners respond to positive assessments
depending on the pedagogical focus.

This study has further shown how a pragmatic aspect of learner’s language use becomes a
focal concern of the following interaction and the way in which the orientation toward the
pragmatic element is turned into a learning opportunity. It specifically examines a search for a
pragmatically appropriate phrase and explicates how it is accomplished collaboratively through
the interaction. The current data illustrates that a phrase search is initiated by negative feedback
from a more proficient speaker, facilitated by a learner’s storytelling, and accomplished by all
the participants through candidate phrases. Interestingly, however, the learner does not seem
completely satisfied with the given candidate phrases and ultimately provides one herself that
she has used in previous sequences. This indicates that, in addition to collaboration with others, a
successful phrase search requires a precise specification of a social context in which the searched
for phrase can be used. This further suggests a complexity as well as difficulty that comes with
L2 pragmatics learning outside the classroom. Future research can expand the data corpus to
examine more cases like this one on L2 pragmatics learning.

Additionally, this study reveals that the complexities of interactional work involved in the
accomplishment of L2 pragmatics learning seem to explain the infrequency of occurrences of
this type of learning outside the classroom. Specifically, the current study demonstrates the
amount of interaction between participants required to accomplish phrase searches. All search
sequences, regardless of the searched for item, are initiated by a speaker while holding the
progression of the ongoing talk. The more interactional work, such as providing negative
feedback and storytelling to specify a context, that the search involves, the less likely it is to take
place, since the progression of the ongoing talk is often the preferred interactional structure, even
in L2 interactions (e.g., Fasel Lauzon & Pekarek Doehler, 2013). In other words, unless the
participants of the talk are sensitive enough to orient themselves to pragmatic aspects of
language use, as in the current case of the tutorial session, L2 pragmatics learning will not occur
frequently in an observable manner. This is why previous studies demonstrate, for instance, that
the act and length of study abroad do not necessarily guarantee L2 pragmatic development (e.g.,
Bardovi-Harlig & Bastos, 2011; Bardovi-Harlig, 2013; Taguchi, 2015). This further implies that,
in order to provide more opportunities for these kinds of interactions to take place, a more
diverse range of L2 pragmatics learning should be facilitated and conducted in the classroom.

Finally, I would like to end by providing some pedagogical implications and suggestions
based on the findings of the present study. As noted earlier, deflection or rejection are typically
described as “default” compliment response tokens in Japanese textbooks. Such compliment
sequences usually only consist of two turns of the basic adjacency pair. One possible
pedagogical intervention that could supplement L2 pragmatic teaching in compliment response is
the utilization of findings and transcripts of conversational data such as that of the current study
to demonstrate examples of more naturally-occurring interactions. More specifically, instructors
can have learners pay attention to the different ways a compliment response is issued and reacted
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to depending on its type and sequential environment. Further, they can facilitate discussions on
how learners could respond to a compliment in similar situations. Such discussions will not only
increase learners’ pragmatic awareness in compliment responses and prevailing cultural norms,
but also aid in their understanding of, for instance, if and when acceptance of a given
compliment can be perceived as appropriate. Especially as CA-informed teaching materials gain
more attention in language education (e.g., Huth, 2006; Wong & Warning, 2010), more studies
like these must be conducted to examine their effectiveness as well as practicality in pedagogical
settings.

Pragmatic aspects of language use are already abundantly present in L2 pedagogy and
existing teaching materials. It is, thus, the job of language educators to not only make use of
what is physically available, but more importantly transform their sometimes hidden implications
into opportunities for learners to further expand their linguistic knowledge and linguistic
repertoires in order to perform social actions in realistic settings. It is my hope that the current
research provides insight into the continuous expansion of existing understandings of
compliment response which can be implemented into future research and pedagogical materials.
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Non-Canonical Word Order in Japanese and Its Pedagogical Implications on
Interactional Competence

Yi Ren (University of California, Los Angeles)

Abstract

The Japanese language has been generally characterized to have a predicate-final word order. While written
Japanese texts maintain the SOV word order rather rigorously, prior scholarship has noticed the frequent
occurrences of post-predicate constituents in natural Japanese conversations, while discussing the various pragmatic
and emotive factors at work in such cases. The use of post-predicate constituents in Japanese discourses is by no
means a random phenomenon but bears significant interactional functions, the understanding of which has become
an integral part of the development of interactional competence for L2 Japanese learners. Nonetheless, traditional
Japanese textbooks tend to overemphasize the SOV word order of Japanese and neglect to explain post-predicate
constituents in natural speech. Therefore, the present study intends to further investigate the potential pedagogy of
post-predicate constituents by asking the following research questions: (1) What interactional functions do Japanese
post-predicate constituents serve, and why are these functions significant for the development of interactional
competence? (2) Do current Japanese textbooks and learning materials offer instruction on the non-SOV word order,
and if any, how? By addressing these research questions, this study aims to shed some light on the potential future
direction for teaching post-predicate constituents as an interactional resource in the Japanese classroom.

Keywords: pragmatics, word order, interactional competence

1. Introduction

Japanese is typically characterized as having a predicate-final word order according to linguistic
typology (Kuno 1973). More specifically, the canonical word order of Japanese is described as
SOV (subject-object-verb), which fundamentally differs from the canonical SVO word order of
English. In language classrooms, the canonical SOV word order is often considered an important
feature of Japanese to be introduced, especially for L1 English learners, who might find the
acquisition of this distinctive word order quite challenging.

However, Japanese utterances do not always follow the canonical SOV order rigorously
and Japanese speakers may shift pre-predicate elements to post-predicate positions in spoken
discourses (Shibatani 1990). Furthermore, prior works have found a variety of potential factors
that motivate such use of post-predicate constituents, including adding an afterthought, executing
repair, emphasizing, or expressing emotions (Ono & Suzuki 1992).

While previous scholarship mostly considers the category of post-predicate constituents
as a whole, the present study intends to scrutinize the general distribution of different types of
post-predicate constituents and further explores the role of non-canonical word order as an
interactional resource. In addition, most prior works aim to investigate the use of non-canonical
word order among native speakers. Few studies have investigated the acquisition of such non-
canonical word order among L2 learners of Japanese. Therefore, this study also attempts to fill
the research gap by considering non-canonical word order as an index of interactional
competence and discussing the pedagogical implications of non-canonical word order for our
current Japanese learning materials.

I will begin this paper by discussing the existing literature on non-canonical word order
in the following section. Then, I will present my data and analyze the general distribution and
interactional functions of the non-canonical word order in detail. The fourth section will be
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focused on the pedagogical implications of non-canonical word order and how to actually help
develop the interactional competence of L2 learners of Japanese.

2. Canonical and Non-Canonical Word Order in Japanese

While canonical word order has received much attention from previous literature as an
indispensable part of the structure of the Japanese language, multiple studies have also noted that
Japanese speakers do not always maintain the SOV word order strictly in spoken discourses.
Shibatani (1990) found that the word order of the elements that precede the final predicate is not
necessarily fixed but presents a certain degree of flexibility, which Shibatani defined as the
“scrambling” of word order. For instance, the following sentence (1) presents an artificial
Japanese sentence that strictly unfolds in the canonical SOV order. On the other hand, the subject
and the object of the sentence are switched in (2), but the scrambling of these pre-predicate
elements does not deprive the sentence of its grammaticality.

(1) 16+ yAR = % BT,
Hanako ga mado 0 kowashi-ta
Hanako SUB window OBJ broke
‘Hanako broke the window.’

2 o 7= % 1t N BELT,
sono mado 0 Hanako ga kowashi-ta
that window OBJ Hanako SUB broke

‘That window, Hanko broke it.’

Furthermore, previous scholarship has observed that not only the order of pre-predicate elements,
but also the predicate itself may be scrambled (Fujii 1991; Ono & Suzuki 1992; Ono 2006) as a
result of a variety of pragmatic and emotive factors. Ono and Suzuki (1992) were the first
researchers to define this phenomenon as “post-predicate constituents,” which they further
divided into two categories, the afterthought type and the discourse-pragmatic type. They made a
number of observations on the distinctions of the two types of post-predicate constituents. First
of all, the function of the afterthought type of constituents is to further specify or clarify the
errors in previous speech while the discourse-pragmatic type of constituents do not make
significant semantic contributions. Second, the first type is intonationally marked while the
second discourse-pragmatic type structure is not. According to Ono and Suzuki, the first type
tends to have an intonation break between the main clause and the post-predicate constituents,
which suggests that the post-predicate part is planned separately after the main clause is uttered.
In contrast, the second type lacks such an intonation break but instead presents a coherent
intonation contour through the end, which demonstrates that the post-predicate constituent and
the main clause are planned as a whole from the very beginning.

Hayashi, Mori, and Takagi (2002) further explored this topic by looking into the function
of post-predicate constituents in larger contexts. They examined the non-canonical word order
used in a specific speech event and story-telling interactions, in which speakers employ post-
predicate constituents to construct co-tellership and build continuous talk. Tanaka (2005) also
analyzed post-predicate constituents within the framework of conversation analysis and produced
a similar conclusion that speakers use non-canonical word order to show alignment with other
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speakers. Tanaka suggests that non-canonical word order occurs more in preferred responses,
such as an agreement or acceptance of a request. Tanaka argues that such non-canonical word
order results from shifting the predicate forward and helps register the affiliative response at the
earliest possible time.

In addition, a number of prior works (Matsumoto 1995; Nakagawa & Nagaya 2008)
adopted a cognitive approach and discussed non-canonical word order from the perspective of
information flow. Matsumoto (1995) found that post-predicate constituents that do not have a
separate intonation contour from the main clause tend to contain given information, while those
that have an intonation break contain new information.

In summary, the existing literature on non-canonical order has reached the consensus that
there exist two different types of post-predicate constituents, the functions and patterns of which
need to be examined separately. The first type of the constituents tends to be an afterthought that
is added to further clarifies the previous utterance while the second type of constituents is
designed to be an integral part of the whole utterance from the very beginning. This study also
adopts this categorization and aims to make further contributions to the understanding of the
general distribution of the two types of post-predicate constituents.

3. Non-Canonical Word Order as an Interactional Resource
3.1. Method

This study draws on data from the CALLHOME Japanese Corpus (Canavan & Zipperlen, 1996)
and examines 32 Japanese telephone conversation recordings that were audio-taped in 1996. The
recordings last for 15 minutes on average and are an excerpt of a phone call from a participant in
the U.S. to their family or loved ones back in Japan. Due to the nature of telephone calls, the
recordings always present dyadic conversations, but occasionally, family members in Japan may
switch among each other to speak with the participant in turns, so there may exist more than two
speakers in one phone call.

The corpus does not include detailed demographic information of the participants, such
as age, gender, or language background. Nonetheless, all speakers are supposedly native
speakers of Japanese, though many speakers also speak English or another Japanese regional
variety in addition to Standard Japanese.

I chose this corpus firstly because it is constituted of naturally occurring spoken
conversations, which provide a reasonable context for the frequent occurrences of non-canonical
word order. In addition, the large size of the corpus allows me to conduct quantitative analysis on
the general distribution of instances of non-canonical word order. Furthermore, since telephone
conversation eliminates the multimodal devices that are often used in face-to-face
communication, such as nodding or gazing, it allows for more carefully designed linguistic
devices, including post-predicate constituents in this case.

To analyze the data, | conducted a simple quantitative analysis that counted the frequency
of all instances of non-canonical word order within the data as well as the frequency of its two
different types. Then, I performed a qualitative analysis to examine the interactional functions of
the non-canonical word order with a focus on the discourse-pragmatic type structures. All the
data presented here is transcribed at the preliminary level in accordance to Conversation
Analysis conventions.
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3.2. Findings

In the 32 telephone recordings, | found a total of 244 occurrences of non-canonical word order.
73 out of the 244 occurrences belong to the afterthought category, in which case an intonation
break separates the post-predicate constituent from the main clause, while the rest of the 171
occurrences belong to the discourse-pragmatic category, which is intonationally unmarked and
pre-planned from the very beginning. This distribution illustrates that discourse-pragmatic type
structures compose 70.1% of total occurrences and absolutely dominate non-canonical word
order. Therefore, it is reasonable to suppose that most post-predicate constituents are planned
with the main clause as a whole rather than added to the main clause afterward.

Most of the 73 occurrences of the afterthought type structures make significant semantic
contributions, which are added to the main clause to further clarify, specify, or correct a speech
error. On the other hand, the 171 occurrences of the discourse-pragmatic constituents tend to not
make semantic changes to the main clause. In fact, 50 out of the 171 (29.2%) discourse-
pragmatic type occurrences only contain a simple adverb as the post-predicate constituent, such
as honto-ni ‘really’, tabun ‘probably’, or daitai ‘generally’, which are not that semantically
important. However, among the 73 occurrences of the afterthought category, only 8 occurrences
(11.0%) contain such adverbs. Instead, most of the afterthought type of post-predicate
constituents contain nouns that have concrete references.

The interlocutors’ responses also evidence that speakers mainly use the afterthought type
structures to make clarifications when they find out that their previous speech might be
confusing. For instance, in the following excerpt (3), when speaker B finishes the main clause,
speaker A responds with the affirmative un ‘yes’, showing that she is following. B then realizes
that the subject was ellipted in the previous main clause, which is potentially confusing, so she
further adds the subject gaijin-tachi ‘foreigners’ as a post-predicate constituent after a noticeable
intonation gap. It is intriguing that at this time, speaker A also adds two repetitive un to show
that she has no problem understanding B’s speech. This response from A shows that this type of
post-predicate constituents is mainly used to clarify the previous speech, since the interlocutors
tend to add follow-up response tokens to confirm that everything has been clarified before the
conversation moves on.

3) B: HAEA &  BEx A>T kTno (226 1,
nihon ni dandan haitte Kiteiru kara ne
Japan to gradually enter coming because FP
A: [5 A
un
yes

B: OFINE= VL e
gaijin-tachi ga ne
foreigners SUB FP

A: [DA 9 A
un un
yes  yes

B: Because gradually they are coming to Japan,
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A: Yes.
B: | mean the foreigners.
A: Yes, yes.

While the function of the afterthought type of non-canonical word order is rather straightforward,
the communicative role of the discourse-pragmatic type constituents relatively presents more
variability, which will be discussed in the following section.

3.3. Discourse-Pragmatic Post-Predicate Constituents

My data indicate that the interactional functions of the discourse-pragmatic type of post-
predicate constituents can be further divided into two categories, the pragmatic type and the
expressive type. First of all, speakers may employ the pragmatic type structures to emphasize the
predicate, as the following example shows.

4 B:H-o + T %y t REE D D ?
a’  jyago-fun mo  hanaseru no
ahh fifteen-minutes even can-talk NML

A9 7D £
sO  hano yo
so NML FP
B: (0.2) {a] C?
nan-de
why
A JHER) D X H Al D
muryo nano yo denwa ga
free NML FP telephone SUB

B: Ahh, we can even talk for fifteen minutes?
A: That’s right.

B: Why?

A: The call is toll-free.

Here the speaker shifts the subject denwa ‘telephone’ to a post-predicate position, which
emphasizes the predicate muryo ‘free’ by registering it as the first piece of information that
speaker A provides in this utterance, since muryo ‘free’ directly responds to the previous
question of B, who is asking why they get the opportunity to talk for 15 minutes.

When the non-canonical order serves the pragmatic function of emphasizing, it is
frequently combined with the sentence-final particle yo as shown in example (4). Since yo
enhances the speaker’s position as the deliverer of the content (Lee 2007), it indicates a sense of
epistemic authority on the part of the speaker and therefore achieves the goal of drawing the
interlocutor’s attention. In this way, when combining the post-predicate constituent with yo, the
speaker may maximize the emphatic effect.

In addition to pragmatic function, post-predicate constituents also bear the expressive
function of exposing the inner thoughts of the speaker, which also aligns with analyses in prior
works (Ono and Suzuki 1992; Ono 2006). | found that this type of post-predicate constituents is
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often combined with the particle kana to present the internal monologue of the speaker.
Furthermore, by including a post-predicate constituent that has been planned ahead, the speaker
shifts the “self-talk” mode into an invitation for responses, as the following excerpt
demonstrates.

G) A: b 1K,

ma taicho
well health
oW % X bHrok i,
kono aida jitsu wa  chotto ne
this period actually TOP alittle FP
A Wi FRTZUN IZ 72> T,
nanka shokuchtidoku mitai ni natte ne
somehow food poisoning look like to become FP
- = H JIg Ao T vy
ni san nichi hara itakatta n
two three days stomach hurt-PST NML
B: 9 A
un
yes
A THI LT
geri-shite
have diarrhea
Al ZNT  HgoTz 7wk BoT i,
sore-de  yowatta na to omotte ne

then weaken-PST FP COMP think FP
EH L&D Wi D Z.

do shiyd kana ano ko

how shall-do FP  that child

A: Well, her state of health. ..
Actually, these days are kind of...
She is having some conditions of food poisoning. She has been having a stomach ache
for two, three days.

B: Yes.

A: And also diarrhea. Then I thought it was getting worse. What should | do with the
child...

In (5), A first describes the concerning medical conditions of the child, to which B replies only
with a minimal response token un ‘yes’, so A explicitly expresses her own feelings in the next
line with kana ‘I wonder’. The following post-predicate constituent anoko ‘that child’ then
explicitly refers to the current topic and thus further involves the participation of B into the talk
and invites for B’s alignment regarding her concern for the child. Thus, the post-predicate
constituent demonstrates an expressive function.
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It is also noteworthy that post-predicate constituents do not always occur in preferred
actions. Speakers may also employ post-predicate constituents in dispreferred actions, such as
disagreement, as shown in (6).

(6) B: HES,
ei-kaiwa
English conversation
JERF B B - .y X
ei-kaiwa 0 narai hajime-ta n yo
English conversation OBJ learning started NML FP
t 9 B3nrL »w e @@
mo hazukashii kedo
oh embarrassing although

A 7 L—T T,
guripu  demo

group  even
()6 &EF T Bh 726 W L v,

dakara tochu-de nare-tara ryohdo vyareba i
SO ontheway  if-getusedto both  if-do  good
AL DIZ
ii noni
good though
B: HiL 72\ ESeA
nare-nai zenzen

get used to-NEG not at all

B: The English conversation class has started. Oh, it’s so embarrassing.

A: Even the group practice, so it would be nice to do both group practice and the
pair practice if you get used to it.
B: I can’t get used to it, not at all.

At first, B is describing her life in the U.S. as an international student and complaining that
English conversation practice is quite embarrassing for her. The following discussion is omitted
here because it is mainly focused on B complaining that group conversation practice is annoying,
and she prefers pair work. Then in the next line, A suggests that it would be nice to practice both
with a whole group and with a single partner once B gets used to it. However, B clearly does not
agree with this and rejects the suggestion immediately. By postposing zenzen ‘not at all’, B is
able to emphasize the rejection that is embedded in the predicate narenai ‘not get used to’. This
example shows that post-predicate constituents are not always related to preferred actions that
show alignment with interlocutors. Rather, speakers employ post-predicate constituents to
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emphasize the predicate by registering it at the earliest position, no matter whether it indicates
affiliation or confliction.

In summary, non-canonical order, especially the discourse-pragmatic type of non-
canonical order, functions as an important interactional resource that serves various roles in
Japanese discourses. Therefore, both Japanese language educators and learners should consider it
as an important aspect of the Japanese word order to acquire.

4. Non-Canonical Word Order in Japanese Learning Materials

Taguchi (2014) defines the concept of interactional competence as “viewing language ability as a
dialogic construct that is locally situated and jointly constructed by participants in discourse and
inextricably connected to context” and “involving a variety of linguistic and semiotic resources”
(Taguchi 2014: 518). Here | argue that non-canonical word order is one such interactional
resource that speakers use to co-construct discourse.

In order to explore how L2 learners of Japanese may get exposed to non-canonical word
order, I looked into 3 series of Japanese textbooks at beginning and intermediate levels, which
include Genki, Nakama, and Marugoto. Genki and Nakama are widely used in college
classrooms in the U.S. and Marugoto is a new textbook that has come out recently with a focus
on communication skills.

| chose the textbooks of pre-advanced levels mainly because most interactional skills are
introduced in this learning phase. For instance, common interactional resources, such as
sentence-final particles or reactive tokens, are taught very early in the textbooks, because
beginning and intermediate textbooks are typically conversation-based while advanced Japanese
textbooks mostly shift the focus to reading comprehension and kanji.

| first examined the beginning level of Genki, which offers explicit instruction on the
canonical word order as Figure 1 illustrates. Here, the word order is described as “fairly flexible”
but the passage still states that the predicate, “a verb or an adjective”, will come last in a sentence
when not followed by sentence-final particles.

ﬂ Word Order

Japanese sentences are fairly flexible in the arrangement of elements that appear in them.
Generally, sentences are made up of several noun-particle sequences followed by a verb or
an adjective, which in turn is often followed by a sentence-final particle such as #, 43, or &.
Among the noun-particle sequences, their relative orders are to a large extent free. A typical
sentence, therefore, looks like the following, but several other arrangements of noun-particle

sequences are also possible.
Figure 1. Instruction on word order in Genki
Although it seems that Genki does not note non-canonical word order explicitly, the textbook

actually contains two examples of post-predicate constituents in the sample dialogues, which
Figure 2 and 3 present respectively.
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The next day. [ k14-05/06

\Yavi Bazitt—5—TTA,

2L TH AT Y =5 ML T

3Vav 1 EAMEaTuET L. (FC EREAIEL Vb, T 5— kXA
: F2aL—FEHELEb-rATT L,

sEFL: AR FTOTTR, TavXAR?

¢T3y ECE—ELAE L2 EHATLALRRIAS LY XYLt b,
7 EHL: ThH. o= b XRRATA b F A RETT L,

sTav: K74 bF—2 :

c£FL: 2R, BOARSZA+TWHIEBELELUF o0 FHOATT L,

Figure 2. Example of non-canonical word order in Genki

@ On Valentine’s Day. [ k14.03/04

L ATY—1 AFLCA. o, TH,

2L Ao EKIZ? XIEHYALI. METENN?

s ATY =1 Ao o “

dEFL bh, i Cok—5—) TALDHEL Do AL,
5 AT —b4BAED?

s ATY=1 3h. AXOHELALCH L TEHT,

FEBL: Brivuonk. BUsrI.

Figure 3. Example of non-canonical word order in Genki

It is intriguing that the textbook uses different punctuation marks for these two examples of post-
predicate constituents. In figure 2, a period is used before Oya-san kara ‘from my landlord’,
while in figure 2, a toten mark is used. Such a difference may suggest that, though not expressed
explicitly, the authors of the textbook intend to include two examples that represent the two types
of post-predicate constituents, with the afterthought constituents preceded by a period and the
discourse-pragmatic constituents preceded by a toten mark.

The contexts of the two examples also correspond to their distinctive functions in
interactions. In figure 2, Oya-san kara ‘from my landlord’ is added to further specify from whom
John received one piece of chocolate since the main clause lacks such information and may
cause confusion. In figure 3, we may infer from the context that Takeshi is receiving a gift from
Mary, so it is quite clear that the following ii-ne ‘how nice’ is describing the gift even without
explicit reference. Therefore, the post-predicate constituent kono-seta “this sweater’ is not used
to make clarifications but to intensify the emotion of surprise and emphasize the predicate.
Although it might still be difficult for learners to actually acquire the meanings and functions
behind the usage without explicit instructions, these two examples vividly present the two types
of post-predicate constituents.

| then examined Nakama and Marugoto, but disappointingly, neither of the two contains
any content that is related to canonical word order, let alone non-canonical word order. In
summary, despite the role of non-canonical word order as an interactional resource and an index
of interactional competence, none of the three Japanese learning materials designed for L1
English learners clearly explains such usage, and only one of these textbooks, Genki, includes
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examples of non-canonical word order in the sample conversations. Thus, when we face the
reality that textbook content diverges from how native speakers talk, it is necessary for Japanese
language educators to look for additional resources to help learners, because the beginning and
intermediate levels are indeed a crucial period to build interactional competence at an early
stage. Common useful learning tools may include naturally occurring conversations of Japanese
native speakers, cartoons, commercials, and other accessible resources for students that represent
real interactions.

5. Conclusion

In this study, I found that non-canonical word order is an interactional resource commonly used
by native speakers to achieve pragmatic and expressive goals in conversations, such as
emphasizing the predicate, delivering epistemic authority, and involving the participation of
interlocutors. | also found that the introduction of non-canonical word order tends to be absent in
our current Japanese learning materials. I argue that non-canonical word order deserves the same
attention of Japanese language educators as the canonical word order because the acquisition of
non-canonical word order serves as an important index of interactional competence for L2
learners of Japanese.

This study aims to provide some insights into the pedagogical implications of non-
canonical word order, but it is far from complete because of a relatively small dataset. In
addition, this study is limited to investigation of Japanese learning materials and neglects how L2
learners actually perform with respect to the acquisition of non-canonical word order. Thus, it
will be useful if future studies can conduct a pre- and post-test comparison to track the effect of
explicit instruction and exposure to naturally occurring Japanese conversations on the
development of interactional competence.
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ZIRILT D EFRBEICHIST H72DHIC
BV TCRERD ) X2 T A EHM LT

EHE - TTHRET (D4 Ay REF Va2 a2 iK)

HE

AT, TFEORHEIZEERE L TWAHENO HAGEREOZLIZER L, ZOZEIZ X Vs L
WIRAARED VX 2T LEIXEDI IR LEONIONTELRL, TOMRIIOWTEmT D, 9. B
ITO—WREI7280%% 7 VU 3 = 7 2 % Blocking vs. Interleaving &\ 9 2% 7 OB HHGHIENICEZR L, 8L
ITOFREE BRNFEE O A ARGETE ORIk RICA DR EL 52 T D[RR S 5 2 & 154
T5, LT, OEEEER TIER KVERMICEAT L, @77 /e v—DiFHIZL > T
BEE BT H Ok 70 0 R LB 2 MR 95 2 L 0 2 SICESZ Y T, MEOREREZRET 5,

RBIZ, ZOXIRFMEEFH LS DY 2T MY AND Z L2 X D, FIRORTHAC IR 2 S0ESe
KHOIZEALEZFEALKEZDH LWREEZIRE L, TRDRBEOFEEEZ I & FEHREIZLY
YN L TCWD EEZOND Z L2 TET D,

F—U—F: Wk Y = A, Blocking vs. Interleaving, BEEIA B O#ER, JEEMkR, FHERED S
1k

13X

T aT—DRRBIZLD ., FEEOHENTOHAGERENZHICENLLTWS D
EIEEYETHLRWY, AV X —Fy N ETHRETHI LT, FEFITHARETENN
BRx RERICT 78 AT 5 Z E0NHR, HAROEFRESHAGE COEM /R EHESITHEL
TeZ LIRS, HLRVWEERET AL > Thb AL T4 VEEESR y 7T v THEEET
HIZIIANRD Z L3k, BARGEIZOWTOEMYL, T0EL1EA v ¥ —F v N EHRE
THUE, BRZEROITDHZENHRD, 1990 FEAFTHEE TO HARESNC AT H AZEF
BEN, AAGERECHAINDIEMUIN THAREEZFHATZ D WD TS E2RS
2155 Z EDR KRS TORBICHART, BITEOFEE X, BFiO=a—Ahbx %
—TAAY MIWEDET, A B OEREBAFGETELLZ AR D, Tk
FERTFERICEHLTCHLRFEO Z ENE 2, BIETIE., BEE L 2N 2 /B Ekt LA
SCh, FEENRBLSTT 78 AT EHZ ENHEDZEET 7V IRNSEFET D, Bz
X, BARGEZFE LA 7122 < OFEHEN VAR 2R 2RISR IICT 5 2 Lix, F
WHFET 7TV EREL, BOOaA L Ea—FCEREFICA VA M—LT5H5Z LTk
RUNTEA D D,

FerZmix, 2080 RFEEHREOZLICKEZBY 2R 5H Y ¥ 2T A0SR K %
RE L., THICHESTBM ZERT D2 RUIBRER ZH ST d, KRETHE. 7AVIE
LHBIZBIT DL~V O BAGEREICESZY T, BUTO R0 ) =25
L, RO LD RFEBREOZEACICHIG LT D0 E W ) LS BHEHIIC B £2
L, BIEOFEHBEICLIVEL TV EEZONDI D) X2 T 2 ERETDH, T LT,
LENERE LB EHNC, LAY X2 T AEARRICT DEMEL IR T D,
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2 R

T AN OEERBE BT AUML~NNVDOAREI—ZADD ) X2T LN T 7 /ay
—DORENLTZD LIEFEREOZLICRE L T A0 E 520X, RERBRMNED,
Bz X, BATOWES Y ¥ 2T LTI, 200~250 OFFERR 2537 T IXI13Y T
NHIEE DR LESRER Z —HD>—DEAL, ThaflneRnbala=r—ral %
HETLENVITR—RE LS 25N, ZOHET. A2 —Fy "% 5HI)
SEAEET, AUEICHITONTWVWDIHIELEESZD7EA 9, SNSOIEHASCET A
HM TR EDO L H T, LT Z 2 a v —%2H0 AN AR RN EWV D o
TRV, BRI T, B X2 T MIRERBANRD D EITEZ R, F
oo ZOBATON U X 2T AiE, PLFIC 2 X512, BEMRSEE ORI & 5 Ao
HRD EWANIERD D EEZBND,

2.1 Blocking vs. Interleaving

SR~ X DT, BUTO B ARGEAR 2 — A TiE I~72wv ) I~ T~Tk< ]
[~722b LR O LD bk x 2 RELAERNCEY RIFTEAL, ZRENOERBLN
XL ICRDENT—D—DIZEFLTHE T LW O T e —FRERILEEFE R
L1259, LirL, ZOXEITEINZEAZEALEFT L THETL2T7 7o —Fi, &
BB OER L W) K TEBRO LS RWEEIELE L SN TWD, 207 7 n—F 0O/
X Blocking & Interleaving V9 oD 7 Fur—FOEWE R D & XV EEHIZR 5,
/N—/N— R K520 The Derek Bok Center for Teaching and Learning @ 7 =7 %1 K TiZ,
ZOZOoDT7 T u—FOENL, LTOXIIZHHAEINATND,

The interleaving technique is another teaching and learning approach that was introduced
as an alternative to a technique known as “blocking”. Blocking refers to when a student
practices one skill or one topic at a time. Interleaving, on the other hand, is when students
practice multiple related skills in the same session. This technique has proven to be more
successful than the traditional blocking technique in various fields (Brown, Roediger, &
McDaniel, 2014). (The Derek Bok Center for Teaching and Learning)

DF V., Blocking 1Zd 2 —2>DFE KRB 28 L THE 4 5715, Interleaving |34
BOFEEE ZFRIFHCEAL, ZN56E2AWICATVAZ LN HHET L HFETHY , 1B
Bl & L CITZE B Tld Blocking 230415 2 & R3Z WA, IRk 4 72578 T
Interleaving O 53 %8 %2 L0 AEHNIZELS Z E0HKD E W) ZENFEHINTHNDHD
Thd,

Blocking & b~ T Interleaving 3 X W B CTH 2 EH O —2i%, MR E & 72 K E B
BRGL o TREHFCEOZEK EMIEEL TS EEXOLND, AARTE T NT X
O SEN AR (AR O FERFZEIZ B L i Murre and Dros (2015) & R) Ik &n s L 9
I, ANHIERET 22 TENTCLE ) FEHHEBOEIGZBAD S5 Z &0tk 5 73,
Cepeda, Pashler, Vul, Wixted and Rohrer (2006) 23545 L T\ 5 L 912, £ < O EFEMFFEIC
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LV, MBEE2EITIMELRETDIIN, HIBREOHFEZEWVCTKEZEY KT S
DEMRLEICHROISHE O NG L) Z ERFEA STV 5, Blocking % fifi - 72
BA - #HE TR, D5 —o0FEHERIZETT L7720, ERHEOMIZZ < OAEMHE %
1TV, OB OFEIBDLE NI TV X 2T IRV NHETHD, —F. Interleaving
oAl o BN &R IER O E I B A R 2 B CRAEMEE S8 5 O Le HETE
EER D, ZOEWH, Interleaving M EHIHIRFEH ORI DT 0IZ L 0 A7 FB &
HEBERERO—DTHA I,

2.2 B4

I TEKFIEZZE X THL Y, X, —RARPIRTFEERO—> [~ Lz
W EFHzHETHE, BATON U F 2T LTI, A5 T=08 LRV OFRSR
N F 2R L, ZTNEM ST L EE-oTm DV REE LT 7B 2357249, 20
EOICEFICHE T L LT, ZOFEBEBZW O K& H ETIC, 2 OFEFITH
BT YA Lz [~ L 2o 722584, BliE > TE LWHEZEZ -
THERD X212 22Ah 5, ZEbFEESL, BPHRFEICLDBICAX DR ESE
LT, a2 b ey, 2L T, =2t L2 o IIKboE )
AifE T, WOFEHEHIZBL DT THD, bbAA, HENIROFEEE OFEPIZEH
[~b L] 27 XMW RNOMEZSH X9 L9574 908, D HELREE
BHEAPHEZNTHZ 512E, 2 TOREEEE 253 THEIZE DY 5 DOIXNEHIZ 72 -
T<L %, KB (2010:85) 1T M 72 B G OWRICH Z W), BEEFHICEREZHL Y 2 &
DEBEMEIZHONT, LFDO X HIZiB TV 5D,

FI=BIZHEETOREEZEZXDH X, TNENOHEBEEZ D, EOXHIZHZD
MENI ZEIINANASEZ D ERWETN, MOBELENTEZLIIZ, 558
BT, EHRZATELOD LICS BZATE L OREAER > TN V) L)

72, RLEMICEATHS O TIES Y A, TX3TL, B Z0T THES
NTNWDTT, SABLLHEAZZbDIE, S TR TlIRl, #xl-
ZEICRVEODEBET e ANAF — N LIEEEZDH T ENRYITT, £FLT,
BAZT-HEBIZZORE I N SETWLnE W), TORFEEENMND A 7
v MIEBEZH D Z ENIEFICEE 2D T,

Z OIS EGRT DAMNEGEZERITA S < W WEA 5 A, BATOERIIE B O s &
BAEID FEZHIT TWDHIRY | MREZEWZREREZ DY ¥ 27 MMIHBIAT D
IEREEC 22 0 . ERIR 2258 ORI I EARA T2\ Blocking & JEAS & L7808 25
BHEIZHRNDZ Lo TLE Y, HATZHBICMN ST EEITE#HL TV TH,
AERMICEROR LERNZ ) 27 ANR—FMIZ/>TLESTWNDH EEFEZLHDTIE
TRNTEA D D,

2.3 Blocking o 5
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Blocking D& 1%, Brown, Roediger and McDaniel (2014:47) ®LL T OB HIZH 5 &
I, ERIEE OLFHE I L0 EHH TR OO MRITFEB T O RN L ER S
KTV, ZOLX ) RHE THRLNLFERENRIREICHET ST I E WD 5
TR SIS WEWS T EIZh D,

The rapid gains produced by massed practice are often evident, but the rapid forgetting that
follows is not. Practice that’s spaced out, interleaved with other learning, and varied
produces better mastery, longer retention, and more versatility. But these benefits come at
a price: when practice is spaced, interleaved, and varied, it requires more effort. You feel
the increased effort, but not the benefits the effort produces. Learning feels slower from
this kind of practice, and you don't get the rapid improvements and affirmations you're
accustomed to seeing from massed practice.

SIRZECH D L O, BEoOFEERZFRFICEALMRBREZ BV TRD 5 0h 50
TLHHET, —OOHEBIZR > TEALES L THE LG AT T, FENEL

L Eo& Y LERENFEE LIS WHIEE LKL OIS Ly, ZANEEHR
% CBlocking ZEEA L L72H Y X2 7 ARERE RS> TWVWHHBDO —DEEE BN

%, LirL, S E OB RB DG R 5 NN EAR A RIZE WS 2 b &2E
ZAUE, BEMTEWIMOFE CHEEBENRTREICEKDEIND Z 272, FEHORNM
7k & SR T A RWIGELIRICHE O E R0 T WER IR A BIRT o X&ETHhAH 9,

2.4 BlEhike s

FEFBDREMM R FE NI L TOD 0 E D ORI X BN 72 5 il B O S b
RTHEET, BEFHCE TR ST G A0 &b & BEL TS HITEmd 5,
300 15 DIRFETHEEE D RTHESID 100 F5 ORFEN L ORMA 258 O OFETE
R T OIRMENTIZRWA, ZOGAOREIT, JBEZ IR L T\ 2 785
LiHI 2 e vy 2 Eicdh b, S0z, B8 03kt Lo 75
BHEITILEOL_NVDORELZIBELL2WDITTHLING, 300 FHEDREDFEEHEDOHAR
RSN, EDT 07T ATHEE LD FEEE DRI E ORI 2 WO T 551
EDLIRENNHFICOTENDEZNEN) ZLEERL TS EIZEZTH, B2
EENENBEOEE TR L TWANLE WD Z L OREREIZIT A DR, T OE%E R
HI0OIC LD EEEZADRTNIIR LRV DIE, 100 B EORELIBIE LIk - F8E
N300FEEDL~)VETREREZME L THDENEIMNENDI ZEEAI N, ZIUTHON
TIFHFF L WnWTF— 2 BNIEET %, Looney and Lusin (2019) D&k B &, 7 AV
HDOEEHEDOAARET 27 Z LD 100 « 200 FE & 300 « 400 HH D 2 — ADZiHEH D
FAIL, 20094, 134, 16 & —HL T, 5xf1 Tho7o% 57, 2016 0 Bk 72
TR HIE, 57,616 XF 10,715 E o LA SN TS, HARODZ LR D, T OKT
1T RFPANFLZICHAGEORELZBIE LD T=FEEHED 5 H O 46,901 A7 300 FH DOF7
H(EBRELRWIREEZ LIZE WD 2 EE2EWRT 2017 TidZyvy, 300 - 400 F5 DOFZ3E
EIBE Lo 2B EHORIZIE, 2RESCER, FR OO OMETRSE L BRI N &
o TV, b2 H 300 FEDHAET—ANGFIE LR T2 Y| JBIEE K LT-
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MoOT=DIZHE D BT, bR EERWEEH CHERZR o728 WV ) FHEE RN SEBATFIE L
72259, ZHUIRIEWRWZ ETIEHA 90, ZRICLTH, ZDO5xF1 W) EAE
KT DL EOID5H20O TRV, EHIL, EICET 7= X9 AR E RO
iz, WEAKOMBELE LT, 5FETRRCTEEIYTO RGBT Y 2T LD

Blocking Z 5K & L7 E OEHFFEHOBATENRN, ZOEEHGEEROKI DRE
RIFKRDO—2Z7 > TWNWAHEEZEZXD, DFD, 2O XD 72EMFRICHE ST 50z
SRWFEEEDRRIT 6N TN LS 72D, FEBFIISEE OFE BRERERITI 2 &
DHSE, MENTIZENBIEZ D LI TenD X977 =< RAERTZ LN
kT, WOHHEOFE T & 2N AR LET 2008 L <, BB ETIC ST
BHol-DICENT LESTHAMNHATLE S, TORE, 300 KB ORELIBETT
ICHAGEDOFEH ZIEOTLED VI FEBFENRDRLS 20O TIT RN NE NS 2 & Th
Do ZOFEZNIELWETHIUT, BENEZBATO N Y =2 7 AR FEEFE O B ARGETE Off
A WEIZL TWDEWVWIFEMDO T, LV 0FEELZ LOL~VETEI DD
BEEROTHITENZ LR TEIR6RWDITTHhd, BN HZE - THASLTE
D B 7ea— R R RE T 2 SIE R 2 L TIEARWD, A Fa T AR
IEOPER & LT, BEHXZ ORMBEICHIA S ICEEZFf > TRV ERDH D & F 2
L1259,

3FHLWHY F =T LDRE

FEHIILL LD X D MEERO T, BOZEOE 2 — A ZHPHIMC RE L, RARK 722
HVXa2T LOEEEHFLUNEMBEREZITo TS, T2 T, ZIhDITEMARNFEE
Bl ZEEOFEHORN EHM & RN R THWERY, BEOTEERFA VM, KR
B2 SCEDOBAIZ L B EH ORI T 7 ) a P —DIERIZ X HBEEE B O v 3R Ui
E OB 7o R TH D,

3.1 R SCHEE A

FRICEBWTHEMA LZEY , EEHOEEEANZ, —REIZ)H o TnH L 951z
BEUHNTH, ERIIEMAZREE OO DI R R FIETITR Y, EEHITZ
DX D 72 ERBEAZRET D72 DIT, WIRESUEZLL T O X 512 10 DSCERA > MR
LIE L, ISk T — A TEHASINDER A R SOEREKBLEZ, ZOHO L ZIIfiE
T2 ET, IVIRRIREANEITIRS T,

Particles & Sentences with Predicate Verbs

Verb Conjugations

Basic Conversation

Sentences with Predicate Nouns & Adjectives

Conjugating and Using Short Forms

Te-forms

Verb Conjugations That Add Meaning: Desire, Potential, Passive & Causative
Noun Modification

ONogarwWNE
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9. Sentence-Final Expressions
10. Complex Sentences

Bl Z X, 22 BRBIOHTHIZZET 72 [~0d Lty X, SCRICEDIEEE ORE
RHWrERT EVOIHAOT, [~2b 075 [~X57%) [~F57) 72L& LFRIFRC
9.0 Sentence-Final Expressions DA > FOHTEHA LTz, F7o, JLIZB T ofF| T
S22, T~7=wv) i 7 THRIEER., =&, ERE L M [~WF] 1£10.T T~7»
5] IT~b] T=olz) nld %L\TNT%<J16TT~TLE5JF~Tﬁ
éJf~TﬁLwJ@&& —EIZBAL WS BETHDH, FIERA L FT, FTKE
IRBBN BN L, R R OERBEIPRIUC B 2R 2 & W) HiEEd L 2 &
. Blocking 721 F IZHE 5 iﬁb\ﬁ Uk =T LbOWEZ B LT,

[~TWn%) &0 RELZFNFEE A BEMICATARAL S, [~Tna ] 6.
Te-forms DSIEAR A FTEA, MEIND, ZOERA V ME, ETUTO DD
RA L NEBEANTHZ ETHES,

Speaking broadly, the te-form has two uses: \ o

1. Connecting two sentences o LEETD QD@
2. Creating a variety of other expressions  [n}~ .Y T GGG

FEH L SERA R 6.DOFEHE

Z LT, 2OENENEZEHLDOFIL LN R OHAT 5, Bl 1L.OKRAL L FTh
AL TRMTEREICATE £, AARREZRR L £4, —RAIHEHEICIT> T, BARGE
IR L ET, | OXIRBIL, 208 A v ME [BNTLESY, | [5RL TV E
To 1 DEIBPILTHD, ZOXITKRENTTEOKELZB I X 72% T, TEOME

AMAIZEA L, o
5:}%2‘:?%( [~THW Comprehension Check

W) I~ THWn Changs tho Japmese seatences below to match fhe English provided. [CHECK [
VY] r"‘"“(&ib‘”’iﬁ 1. P]easestudy PleasedontgotobeduntullOUO

W T=7Z2 TRV WA LET, 0BETEELA.

) TE IR T 2. Twill go to the library and read a magazine.

72 E) bHISCE M e HREE- Ty, Bhzhasy,

MNHEEANLZET, A 3. This park is big,clean and quiet.

DRRSWAY ! 8 G e o CORBERENTS, FhLTT, BHTT.

5 ° 4. A:lsit okay to eat food here? B: No, you are not allowed to eat here.

= 40 7= =
A:CCTEAYERAFTTH. B LA, CITERFHA.
5. How will you go back home?
35 hi
RICERYETH,
6. Idon’t have to come here tomorrow. But I have to come on Friday.
;%{ﬂ 2 bEL  BLE
F[FBAEC ._l_ﬂeitlu 'C%ﬁEEH-ﬂE‘:}ETa
j({i T /I) - I\ 6 0)6% wL» 7. Twill buy a computer. It doesn’t need to be new. But I have to buy it this week.

D —> HavE1—4%BET. B L HYEEA, TLEBEET.
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ZOX D REA L HEREE O% T, BHETIIENERIUCH ZmTEE 2179, B,
T T~TWa] OEO—>THS,

3. Conversation Practice

Situstion: U’D{}

Student A has software that can be used to mark up digital images, and Student B knows about 1t

A4 g ik
FEA FLEB

You're talkimg on the phone with vour classmate, Student B, | You have sent a photo to Student A and asked um'her
who has asked vou to label people in a photo with the names | to label the people in the photo with their names.

a~g below wsing your markup software. Ask what each of Answer Student A" s questions about what each person
these people 1z doing 1n the photo and labe] them comectly. 15 doing in the photo.

{(Make sure not to lock at the picture on the nght )

2B, b7y V- AT EE~ oy AT\
CE N 1% 8 | _?_ﬁ '\,;____fi_f { j ) | \
e LH%E, £V 5w, g ¥awriw S e - = e |
oy e [ ]
-\__F AL b‘:
f= s [ T ..-.‘)‘v.f‘.‘_f_,_
b : ) [Fae] )

: —— A fo g )
J r{:: ::‘-H"l "L:\,—-f, d ; 1:_5:4_?3'
oleY; /g = Ci” :Ew,

- — § .-"’ = |\\_::.l

Model Conversation
ABREARELTOET D,

B HME i i H—tm T ET,
AFTITTH,

EH 3 T~Tnd] OED—>

ZHIREDL IR I ) 2T AREM Ao T T hiThND [~CTn5 ) i)/
HEO—2THDEESZADN, ZOMEN [~CTnDd ] ZEFNCERY EFCEALZE
RIATOND DT TIERNWE WD Z EICERE SN, FEEIL, T T7HOMEL K
ENCEET DO [~TW5 ] OFILEMOTERI L —HEIcFET 5, £ LT,
FRHOEA SN OTIERBEOBEZ L2% T, [~TW5b] OEF 3D X H s
IO, FEIX. 2ok, BUTON ) X2 T LA TIThb TV DA 28 o
FEZE L o0 ORI 2N ERAVWICARET Z LT, L0RARIY 2T A
DEEHED B2 D,
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3277 7uT—0ERAICX BEEEE OV iR LsE Ofte i) 72 refr

LHEOEAERHEEEZ WS BT RLEZE LTYH, RERB CHEEICEHEAAT
I S W5 Z LIIARARETH D, TNEREINTH O DI EBRTE L 2D ONME
BTHhAHY, BUTOB IV X 2F7 LTI, BRECY =77 v 7 B3HLH5E1F. Thuniis
BELTHINDIGARZWNEHICE Y, EELEFRONY ¥27 A TiE, FHLT
WEBBEOT —7 7y 7 ROMBICER LTV — 27 > — bR EREE L L CIRE S H,
B LCRAIL TV, UL, FEBRIZIE, ENZTOFEEENZ ORHY 2 i
DR LET D724 90, IHRFHZRETZT T, ZORICHEBOHE Z L,
FERITPEEE B IO ENZ LR, METIIFEIHALLSMNIA Y — F ST
BHT oA 2RFETHIONHE LD, BliebiLYL, HOBOH LRI ZHY L
TWAREZ, —DRIORTHZ TN OBEEEEZFEER LI BN TLES T
T, Wo2RMICEETAEWOIRBRE LI ERH DD TIERWEA D ), ZETE L
TIEL THAX I 2DIlc) EIRO L7722 AREN, BEEEE 2k erIIci v ik
LRE T2 FEPHER SN TWRITHUL, FEINSENTLE I DITHRDOZ L TH
%o FREEEWLEORINEL 12D, ZOFEEHEINEEEF-> TRRT5
VBN H D,

LW F=2T AT, 727780 —0OEHICE Y BEEEEE O I UEEE O
W et 2 BFE LT MEAL7=DIZAnKIi E WD 7T v ali— RE A TO%ET
TNV THDH, ZOT TV TIE, FEHLEI— FRERICENELNTLE I RNCHOEH
NLHEIIELEN TS, FEET, BEEHEE 2k er Ik 0 IR LEE 2 2 &7
Hks, Bz, THET5) LWOHGEEZZELZELEY, EEEF. Z0oh—F
ZRIER L7212 T, WRICZDOHA— REWDOFE LIz 0N O OBREO F s
ZENRMKD, BlAIX 1%, 100%., 1%, 4 R »2HRS5L VI ELETH
%, MH#% #®SE, ZOH— KRV RIZEN, ZTOBICH L 12K &0 )
BIER R SN D, SR/ EDIX, TLHEM%) [200H%) BEER] [1E%Z ©
L IRBIRNATREIC 2 5, WIS, HARHETENTLE AT, BVREROFEIC
RAHZEHHKRD, £, REINRTFEHORIIOT-DI/EonNTFE T 7V IEEE-
TUMND,

FEIIZDOT TV ST, OB, e, BEE, HT, It nHs 77 vy
2 — REVERK Uz, BRE, T, B0 SUEE ARRCHRT 26030 & BBICES LT
Lz, FEEIIZOEET ) AL T, RET ST 5 L) HEE
FTNEM ST EDbNR T, ZOHGEBESLHFEZ M > 72 CA RISV R L#E H
., METAL—FNSEEEFE o v R 2RI ENRHKRD, T, HliiofzE
NTD 25X BEEEE 2> THE 2175 LW ) PRI AT, WEICHESE R HikTE
EEZD, T, BETCOI—FTERLHEAEIND D, FRKFICHEERYHE 1T 2
ENHES, HLWAY 2T A TIE, ZORET7T 7V EHAMEAT L 2EEE L
T L7e, (FET7T 7V O L EMREFRICOWNTIZ, AnkiDoT 7Y r—3 3 %
https://apps.ankiweb.net/ . Anki Z i > 7= KB DT T v > 2 H— RIZ2OWTIE
http://learnjapaninjapanese.com/anki/ 2 X172\, )
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Preview

EIET 3 FAEEBLTVWET,

F>ZhTB DL > ZALTWET,

to get married (I am married.) [resultant state]

#ETD BEEELTOET,

Hozhd3 D
PELREI>ZALTWET,

c c

>

Replay Audio < > Show Both Sides " = = ow Both Eides| Replay Audio < > Show Both Sides

FEH 4 FET TV Anki ZES T2 BB ENDEIEOT T v al— ROREIE,
BIXDT T v all— ROREE

BI3BHBFEHEZB LIV X225 LADEHE

INOSDOHERFMOIERICL Y EEHEOT 0 7T AT, B D0k L1
DAY Xa2T L RESERTDHZ ENRHKRE, BARIIZIE, Y ¥=2 7 AZERNT
—XHNATONTWD L o2, RIOEE ZZNENERY L CTEA - ﬁ”b\éoé
Oﬁ&tféﬂfzmﬁ%ik®&%ﬁ%%ﬁff@& BIEH % B 8= L T,
1Y F 2T AEEHRIE, Al L7z 10 OSCERA 8% 130 Rl E & O 3ERE T h )
—HKD Lo T2, Pk —ADFKRY O+ Z CHE LI-EH 2 f 72
FER TRt B I Y THZENHEKD L H o7z, T, SEEAZRELZZ LICX
V. VAR 100 LA EOEBIIE B OFE A EIQTE - 72 SUESCEHOEA - #3308 L0 K371k

A, WRANATZD L DR Z EMRERBRIZ LS A D, WV F2T7 LEHELL
AT, IR OERREFINCZ O R D L 5 IR SUERCRBLZEA L TV )
@&&%T%h%@ﬁﬁ@@”ﬁ%%ﬁ%”%%9ﬁ<ﬁ#otoL#L‘ﬁbwﬁ)
X =T AT, EEFEHEBIL 10 O3ERA > & L THREO RO 130 e OfH
ICHNR—=END LI Thotzld, mEXRFOHRTTIMHZDL 51226 TH, I
IZFHEDIGE D F TIT, HRAx RRCHEE 280 IR Z &R kD Kot o 7z,

_®i9_%ﬂ@A~Xiuw IZHERT R D L o T2y, JEIEKS R ELT 5
il wambELz, HU X2 T AEFELURNL, EEOT 0T ATHRIZETT-
5% 175 4xF LOMOEIGEZFEIC L DITERL TV, ﬁ)#;7AwE%
157 H O B AGEREDBEZ RO T2 78 F O 3ELL % 300 FH OREIC Téi?
0@Oﬁo;@ﬁ%uﬁibfwébffi&bfﬁwﬂ\Umi@%ﬂ@“_x%@
B, K0 BERHEZTRD AN ETORRE LTiE, EEMICI A TOWnETEE R
Y, FEHTZTIVOERICEY, BEEEA ZMEICRVIEEL X DI T, B
DEEREHFROEBNE L OND L HITho7- 2 L0, BIEGEERN M L KX 8
KDO—2>TIIRWV N EEZ TS,
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AFBBEOSBLLEH LY X254

B TR LD, AROBEIL, BUTO MR8 Y ¥ 2 7 A& JEHRIC
REL, BAEOFEHREICEIVEL TV EEILNDI DY) Fa T ARBMEIRET D
ZETHD, AREOREBIZ, SFETITRRZHLOWA Y F 2T L EHMNFEREDS
FRABIZED EHICHE L TS EBX LD IOV Tim LIz,

4177 )ad—DEH

ZDOHEM P FEBEDOSRCIZL D IK<KHELTWD EF 2 DRLALR L, B
LWT 7 2 ao—0iERTEA 9, BUE—BEINTHH ST D IR Bb 3B % S iz ikf
ATV ANk D X 5 72528 7 P VITTFEE LR o272, BEIMNERIO-DIEHT 5
M HHERERRICT —2 T v 7 DL D 7B DRI Th -7z, 25 DOHER DR
BUL, IR L@y, BEHHEBZBVELFEET 20TV ST s olT
TIEHERNWEWI ZETHhD, V—7 7 v 7 OMBIZEARNITTHFEER 2 #HE 5
2OOLOTHY, TNEMEEE LTHLTH, BEEFEEA 240 = UMK 12
SHLNDDIT TRV, KRR FEZRME L iuE, < o838 nEEEHE
HEENTW-o TLEIDIIUROZ L THD, o, TORRICEHRE SN I-EM IS
FHM DS TORNDIT TIERVON, 261X CD & LTHEBEILMHE L TW D,
FlE, mp3 DT AN E L THEIEDINEWVIER KNS, ZDOLH7%
BRI, FEBFICEE R E 2 MR 2BV TR D IR S, ZhERmMIICS8 2 kT
HDIFARFHETH 5,

B LWERNL, SUEE AR SR T 56130 8 £ 2 Tl 2 HEECE T A Anki Tl
HHEED LI TWDH I, FEHFIIRETE -T2 2 L OB IR UE 22302112
79 Z ERHRSD, 20X 5 B IR 22 O EAR AR TH DI H 00
OoHT, —HRIE TIIEEICZ DO FEEZRIET D2INNFE LoDz, BIFEETYH
RERENANE T, +OREENLDOA T ARWESTHELEIICEY, Z0FEETTY
DFERZRIHEE LAY F 2T AT A i3, BERAR IS % e 32k ok 5 1
TRAEL, EEE L TGRTZENHEKD LWV BERT, REMORESTREEFO—>
ThorElE>, £, ZoFET ) CREEEEAHEBEY KLHEE &, #EFEICH
B7av A& RWEOIiE, REOHD R LICHb L TH0 K LS 23 25
ENEETHD I EERE SR, 2L OFEEBEDERBSLMRI T EDF VKA
OEILFEET 7V EER LT 5 L 91270 b, FRICERANPEWNWT AU IOEEHEIC
BT, MG BN RA] R NEZEFEB O OIZZ DL 5 RFE T 7 21244 %
ERIIREWEEZADTEA D,

4.2 #2440 A RFEREOZF L ~DOXEG
FEXTHIRAT L ST, BIETIHA V¥ —F Ky P ECRETHZ LT, FHETAR
FECENPNTREA 2IERICBEICT 7B AT 5 2 E Sk, BARDEESS HAGE CTOH)

R b RGITE LT Z E NS X120 o7-, BARESMN ET HARGEFEHEICTE -
T, ARGERETHHINDIBHMUNTAREZHATZ VBV 352552 L
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DEGTIE ol —FRi L D &, ZOHEND AREBREOEITFEEICL -
TREFFELNWLDEEE XD, LIV OFEAETH, FEXRARNT —T A A RD
BE CHAGEOREL LAY, BEECFHEE RN O BAGECHE, NI~ 7=X
REBELATED LTWBEEEITD R 20,

HENMZZ DX D 7 BARFERENESTWDHLE, #HiiE LTEX 2T 5720
DX, oD Y —REZRENARIIEANRS X297 572012iE, EokH7%
T —FNNBENE NS LAY, ZORT, BATOPA ) 27 A TEL{Th
NWTWAEBITEEB O LT O 7 7o —F 3B TR WE SO I 2% 2720, f
ZITAROEFH D=2 —ARN [RLXLWHARGE] TEL TV S News Web Easy
(https://wwwa3.nhk.or.jp/news/easy/) DFLH = wtie G 2 HlCHE 2 TH L 9, LLFIX 2020
FESH2HD A NABIENG/RNL T —A L DJE TRy FSEHEL A TES
EWVWIHFFEDO—EHTH D,

TAVA DxrHY b5} ¥
0Ry O R L —IZJEENEFZENT, SNFALDORZ L E2HTL. oAy 2
< DxroHh = EB LI A HLo [0
BOT—7NECEHEZRITET, aRly NBRED T IR H o720 AWz
b9 biF EkB W
DI BHL, SOonbRNnEH2CL7zy, THLIRZISWERA, @BV FET) &5
>0 LET,

At Aty Th

x WA B 7 Hi- 5 OA
TEICk7- BT TEB &< CHEANDT, F LI m v L ZRER S 7
B X7
WEHIZTAEDICWVWNEEWES ] LEELTWE L,

(OANA T=RA 2 vBRy M EWVWIFEZHICLT, FEENKLZREDL, 20O
FHExmb I EBo7mE LThH, ZORFIIFIBITO AL H Y X 2 T A TIEIYRLE T
RHFRRTEICEASND [~&] [~OT) [~Edl2) L) RREMEDAL TN
7=, VAT Z &K TEN 0 OFBFIIREBFORAN S TEC, HLTEDH LT
LD LN, —, EENREETDHH LWA Y X2 T L TR, 20X RRBUIL
15784 > | 10 (Complex Sentences) D THEILERIL L L TEAISN LD T, fEEOFREL
ZEE LoD ERATHARLS T, D7 EHEERBLE LT L., e b5
HHEDDLZENHRDLTEA D, £FLT, BRI, ZORFLHDZE T, TNHDOR
BaPET 57200 L W0EEICH 725, WIATEZ &2 TREWERARIZA S FEEHFEN
FRENROVIFICH, 20 X5 2 dE a2 EMNICHET S 12 LT U, #hhic e -
THHAANTH D, AR SOERLRBLA BRI RTECTEAT L E NI T T r—
FlI, ZO XD REWT, HEHNO HARFERREOZH(LE L0 I FEE O B ARGET
BICHERE T T —F 1R EE2 512459,

5EeED
AR TIE, BHEANO B ARGEEREOZHIZE VS LW BEARGEDT Y 27 AL
EOX b D& ) Z LIz o0 Tigam L7z, Blocking vs. Interleaving & v 9 Zid% )7

W DL BAERIE B OFEA LTS 0 S B RBUTO— R Z2AHR T ) F 2T b
HEHIEICE R L, BUTOD ) % 2 7 WNFEF O AARGE R I BT 2 R efkvic &
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DL 2 TOLARBMER S L Z & fafiLic, £ LT, UEDKRRNREANE T
JaP—OEMIZEY . AIROFPE IR 2 SUERPRBLOIF L A LB ALK R 58
LWH Y F2 T hZBEL, TORBENBEOTFEHREICLVEL WD EEX 6N
DR T idenm LT,

ARaDOEA%IZ. Brown, Roediger and McDaniel (2014:8) LI F D& Z I L7\ & A
Do

Much of how we structure training and schooling is based on learning theories that have
been handed down to us, and these are shaped by our own sense of what works, a
sensibility drawn from our personal experiences as teachers, coaches, students, and mere
humans at large on the earth. How we teach and study is largely a mix of theory, lore, and
intuition. But over the last forty years and more, cognitive psychologists have been
working to build a body of evidence to clarify what works and to discover the strategies
that get results.

EFXFHY, D)X T LELTROZLEERVIRSTHDE, 77 /80— X —X
v NEREBREEOCHEN O HAGERR BN 2 b2 b b T aicED N U 2 T
L, FLTEMZZ TSI THEA., Mk L T\ 25 2 STk 2HERIZB N Y 720
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D BT ¥ 2T AERH RSN GIRAMICARET O, [EFHLO ETHERED
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Emotional Personal Japanese over Practical Useful Japanese

Chikako Hirayama Cooke (University of Texas at Austin)

Abstract

As language instructors, we focus on the “practicality” and “usefulness” of the language we teach. Textbooks and
workshops tend to focus on practical language usages to meet proficiency goals. However, even well-designed
curriculums can neglect students’ emotional connection to the lessons. As a result of our society’s emphasis on
maximizing potential and productivity, today’s students have been expected to achieve more than ever. Curriculums
are often designed based on data-driven analysis since academic institutions focus on metrics to ensure positive
results. While schools are doing a tremendous job at increasing academic rigor and improving student performance,
many fail to regard the well-being of their students. In accordance to recent changes in society, new styles of
teaching have been introduced to many language curriculums. However, the emotional state of Generation Z
students has not been discussed enough. Language instructions should still evolve to meet the needs of future
generations of students. I will discuss today’s educational expectation towards students and how we can provide
classes that connect students’ inner, personal lives to language learning. Through learning language mindfully, |
believe students will develop a sustainable connection to their language of study.

Keywords: personal connection, Generation Z, emotions, well-being, mindfulness
1. Introduction

The American Council on the Teaching of Foreign Languages (ACTFL) has proclaimed that
language learning is crucial for today’s global world. It says, “In the 21st Century knowing a
second language is not only beneficial, but necessary for success in life,” “Learning another
language also provides many other benefits including greater academic achievement, greater
cognitive development, and more positive attitudes towards other languages and cultures,” and
“... language learning is necessary for students to effectively function in the modern global
marketplace.” My question is: “Are we only teaching students a foreign language to serve the
global economy?”’

Although the reasons that the ACTFL mentions are all valid, | question the heavy focus
on meeting language proficiency standards and emphasis on practical skills while seldom
discussing language from an emotional perspective. We are also not observant enough regarding
the cultures and special characteristics of current students in our language classes. They are
different from our previous students and ourselves.

In addition to preparing students for global citizenship, | think that there must be a
higher purpose for studying a foreign language. We use language to share emotions and concepts
beyond practical situational usage. | have started to create a space for students to express their
thoughts or emotions in Japanese class. Those thoughts can be for practical purposes, but my
ultimate intention is to help their well-being and mental health. When students can emotionally
connect with a language, that language may exist in their lives forever. In order to achieve this,
we need to move beyond a practical purpose and provide a place where students can connect
their personal and emotional lives to their language of study. In this paper I will explain how I
attempt to facilitate students’ personal and emotional connection to the Japanese language.

The outline of the paper is as follows. Section 2 discusses how current discourse on
language learning pays excessive attention to its practicality and utility. Section 3 is focused on
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the characteristics of the students of today. Section 4 explains the importance of students” well-
being. In section 5 | describe five practices/methods/activities | use in my instruction of
Japanese. Section 6 highlights the value of being emotional and personal. In section 7 | give my
final thoughts.

2. Learning for Practicality and Usefulness

This section reports current discourse on language learning and the Japanese language. It also
discusses new pedagogical strategies. All of the ideas and discussions seem to center on the
notions of practicality and utility, about which | have reservations.

2.1 Benefits of Language Learning

According to the Language News, Google values soft skills over hard skills for managers and
leaders in the company. The article says, “The soft skills valued in leaders are byproducts of
foreign language acquisition” by listing 1) communicating and listening, 2) possessing different
values and points of view, 3) having empathy toward others, 4) being a good critical thinker, and
5) making connections across complex ideas.? As the above article explains, along with
American Council on the Teaching of Foreign Languages (ACTFL) guidelines,® world language
educators have been making tremendous efforts to emphasize the benefits of foreign language
education in order to propagate more foreign language classes in American schools. “The
Benefits of a Bilingual Brain,” a popular Ted Ed short film, explains how learning a foreign
language is beneficial for the brain: 1) The brains of people who use multiple languages stay
sharper in old age, 2) Multilingual people look at certain words in a different way than their
monolingual counterparts, 3) They may experience a delay in developing Alzheimer’s, 4) They
exhibit better problem-solving skills, 5) Their brains are better at context switching 6) They can
use their ability to think in another language to make better decisions (Nacamulli 2015).

2.2 Practicality of the Japanese Language

A website called Fluent U selected Japanese as one of the ten most useful languages in the world.
According to the article, it is “useful” because Japan is a business hub and beneficial to
“technology aficionados.” Forbes online magazine also said, “Knowledge of French, German or
Japanese can land you a better pay package than a fresher in an IT firm” as a title with a subtitle
of “Jobs that require knowledge of global languages are on the rise and companies are more than
willing to pay a premium for those services.” According to Forbes, having certification in a
language like Japanese increases chances of being hired and IT firms demand employees who
know global languages in a global market.

2.3 Language Pedagogies

Language learning curriculums are often designed solely around the ACTFL standards; however,
language instruction focused on well-being and emotional health is not discussed enough in the
Japanese language field.

According to the ACTFL, “performance is the ability to use language that has been
learned and practiced in an instructional setting,” and “proficiency is the ability to use language
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in real world situations in a spontaneous interaction.”® While these terms differentiate between
performance and proficiency, the ACTFL indicates “performance and proficiency both refer to
evidence of what a language user is able to do with language...assessments of both performance
and proficiency reflect purposeful communication tasks, mirroring real-world uses of language.”®
In this way, the ACTFL evaluates language learning by degree of practicality in the real-world.

The ACTFL has also introduced “World Readiness Standards” ” in order to accommodate
21t Century Learning? for the goal of purposeful communication tasks and real-world uses of
language. The recent language learning trend has more to do with what learners can do with the
language rather than what learners know about the language. This trend led to new teaching
strategies known as active-learning or student-centered teaching strategies. These strategies
utilize concepts of content-based learning, project-based learning, collaborative learning, and
task-based learning.

These learning techniques have been implemented rapidly and effectively. They meet all
the standards of the ACTFL and prove practical in real life situations. The tremendous benefits
from this kind of instruction have been discussed and recognized; however, language instruction
should be focused on both practical and emotional aspects.

Before | explain why it is important to pay attention to emotions in our teaching, 1 will
discuss the characteristics of the students we teach.

3. The Students of Today

As society changes, so does culture and so should our teaching techniques. Many new methods
of language teaching have been introduced and discussed among Japanese language educators.
We know what we want our students to learn for their future and for this global world we live in
today. We, language educators, have discussed our teaching methods to see whether we meet
ACTFL World Readiness Standards (5C — communication, cultures, connections, comparison,
and communities)® and 21% Century Learning (4C — critical thinking, communication,
collaboration, and creativity).’® However, we seldom focus on unique characteristics of today’s
students. | believe knowing about our students is important along with the subject content and
methods of instruction. We need to adjust our teaching styles and curriculum to a new generation
of students in the same way we adjust to changes in the world.

3.1 Generation Z

Generation Z is anyone who is born between 1995 and 2015.% Therefore, most of our students
are Generation Z adolescents. Generation Z’s characteristics are described as 1) Greater
awareness of technology, 2) Need for instant gratification, 3) Tendencies toward attitudes of
entitlement, 4) Lack of accountability, 5) Desire to make a difference and create culture, 6)
Independent and autonomous tendencies, 7) Strengths in visual learning, 8) Expertise in
multitasking.'?

Generation Z students are known as digital natives who have never lived without the
internet. They have used digital technology from a young age; therefore, they are comfortable
multitasking with devices like a laptops, smartphones, tablets, and video game consoles.*?
Nearly half of them spend ten hours online every day according to a Goldman Sachs study.4
Growing up with internet culture, they are used to responding instantly; therefore, they only take
an average of eight seconds to decide whether content is beneficial and worth their time.
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Generation Z prioritizes speed and convenience. At the same time, they have seen how easily
anyone can vocalize their thoughts and influence people around the world through the internet.
60% of Generation Z students want to positively impact the future of the world and participate in
social activism.*?

3.2 Grade-Centric Culture

A competitive educational culture pressures students to be motivated by their grades rather than a
joy of learning. From February to March 2020, before the COVID-19 pandemic hit Texas, |
joined a weekly book club meeting®® for faculty members at the University of Texas at Austin.
The members’ fields of study were quite diverse: Astronomy, Biosciences, Computer Science,
Health Education, Language (myself), and Mathematics. We were reading Creating Wicked
Students by Paul Hanstedt and discussing teaching ideas and styles.

When we were discussing how students can take ownership and authority over their
learning experiences (Hanstds 2018), the consensus was that current students are primarily
focused on results (grades) and not the knowledge they are acquiring. We concluded that
instructors need to change students’ grade-obsessed mentality to one grounded in critical
thinking.'® But how do instructors change the attitudes of students groomed by a Hunger Games
admission system?

In order to be admitted to a college or university, high school students have to be
conscious of their grades all the time. The top 6% of a high school’s graduating class in Texas
will be automatically admitted to the University of Texas at Austin. The 75% of first-year in-
state students are automatically admitted in this manner.t” The remaining 25% of freshman and
transfer applicants are admitted through a holistic review process. In this process, students are
evaluated by 1) class rank 2) SAT or ACT scores, 3) record of achievements, honors, and
awards, 4) special accomplishments, work and volunteering, 5) essays, 6) recommendations, 7)
competitiveness of their major, and 8) special circumstances.*® In response to the demands of the
application process, high school students try very hard to be at the top 6% of the class by making
good grades and taking AP classes that increase their GPA. When students cannot make it in the
6% range, they will compete with standardized test scores, honors, awards, achievements, work,
volunteer hours, and other kinds of accomplishments.

Also, starting in the third grade, the Texas Education Association requires every student
in public school to take the State of Texas Assessments of Academic Readiness (STARR) test. In
order to get a better average score, educators have to spend an inordinate amount of time
teaching students how to take tests. Thus, curriculum and instruction are designed based on data-
driven analysis. Since academic excellence is more important than ever, today’s students have
been growing up with test scores their whole life (Robinson 2020). ACTFL also lists “higher
standardized test score[s],” as one of the benefits of foreign language learning.*®

3.3 Emotional Struggles

Adolescence today is described as “...no longer characterized as an exuberant time of life, full of
care-free experimentation...today’s teens now, for the first time, feel more stressed than [their]
parents do” (Damour 2019: xvi). So many of adolescents today are experiencing emotional
problems and anxiety (Damour 2019). Being surrounded by technology is not helping
adolescents’ mental health. Technology is consistently “pinging, vibrating, and beeping” to alert
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its users of every text, e-mail, and social media notification. These notifications distract from in-
person interactions and increase anxiety. Morris (2018) focused on college students and revealed
that anxiety has become a new norm on college campuses. Given this fact, we need to address
students’ well-being in our classrooms. | will discuss the notion of well-being in the following
section.

4. Well-being

While more mental health issues have arisen in recent years, the concept of well-being has also
come to be acknowledged more frequently. Well-being is defined as “the state of being
comfortable, healthy, or happy” in Oxford dictionary. 2° Although Oxford dictionary uses
“happy” in the definition, the concept of well-being is much broader than happiness because
well-being is multidimensional. Well-being is balancing physical, emotional, social, spiritual,
intellectual, and economic needs (Mayhew 2018).

An important part of well-being (for both physical and mental health) can be achieved
through mindfulness practices, to which I now turn.

4.1 Mindfulness Practices

Mindfulness is an approach that originated from the ancient Buddhist meditation technique of
observing one’s own feelings and thoughts (Damour 2019); however, the practice can be
separated from religious meanings or purposes. As many studies show, mindfulness practices are
effective in countering anxious emotions through accepting emotions, ideas, and sensation
without judgement (Damour 2019). Mindfulness practice shows how to deal with anxiety by
accepting the current state of mind of the practitioner (Forsyth & Eifert 2016). With mindfulness
practices, people can cope with their unpleasant emotions. By learning how to manage
unpleasant feelings and developing good habits through practicing mindfulness, people can focus
on their well-being.

Many mindfulness practices have been introduced to educational institutions. Breathing
techniques, sensory experiences, guided imagery, and movements are encouraged to be
integrated in school curriculum (Shardlow 2015). Mindfulness practices focus on learning about
a student’s own state as well as their surroundings. Sarah Beach, M.Ed., mindful schools
certified instructor, introduced how to bring these practices in classrooms. Unlike typical
classrooms where discussion is emphasized, mindfulness practice encourages listening, paying
attentions to one’s surroundings, exercising yoga quietly, or meditating. These practices can help
students’ ability to focus and regulate their own emotions.?! As a result of the efforts of
researchers, psychologists, and educators, mindfulness practices have been implemented in
school systems as social emotional learning curriculum.

However, this movement is still a very small portion of education in the US. During the
Unlocking Us podcast by Brené Brown, Dr. Marc Brackett, a research psychologist, points out
that emotional learning is still considered an “add on” material in schools and is not given the
same weight as core subjects (Brown 2020).

Another way to nurture well-being is to stop being obsessed with positive emotions and
pay equal attention to negative emotions. The following subsection addresses this idea.
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4.2 Cultivation of All Emotions Including Negative Ones

Dr. Susan David, a psychologist and instructor of psychology at Harvard Medical School, said
that “Diversity isn’t just people, it’s also what’s inside people. Including diversity of emotion.”
in her Ted Talk.??2 And while our culture puts a premium on being positive and happy, all
emotions are valid. All emotions are part of our contract with life (David 2017). Dr. David
questions our cultural obsession with happiness in her book, Emotional Agility. She warns of the
dangers of being constantly positive and insists on embracing inconvenient or negative emotions.
In fact, the more we try to eliminate or ignore our emotions, the greater their hold is on us (David
2017). Students are encouraged, or sometimes forced, to have “grit” as part of being positive
(David 2017).

Angela Duckworth found that grit is the most important element in accomplishing goals
(Duckworth 2016). Students are encouraged to have “grit” for a successful life. Notions of grit,
not giving up, keeping up with commitments, or working hard to reach one’s goals, are good for
students to an extent; however, David discusses the emotional rigidity of grit. When people are
obsessed by certain thoughts and goals and do not meet them, they are more likely to face
depression and anxiety (David 2017). Duckworth’s grit may not necessary mean sticking to one
thing forever; however, it is interpreted as pursuing commitments or goals. For students, grit
means getting good grades, receiving scholarships, getting into well-known colleges, graduate
school, law school, or medical school, getting dream jobs, or getting trophies in competitions or
tournaments. When they cannot achieve these goals despite the “grit” they practiced, they are not
happy (David 2017).

Positivity culture often tries to change our feelings. David clarifies the distinction
between authentic happiness and false positivity. Because of our culture of obsession with
happiness, quite often we pretend or are forced to believe that we are positive. Young people and
adults alike often pretend to be happy in conversations and on social media. When we display
false positivity, authentic happiness is blocked (David 2017). David stated “In fact, negativity is
normal. This is a fundamental fact. ... It’s simply a part of the human condition” (2017: 10). We
should not ignore negative emotions.

In the preceding pages | have discussed the current tendencies to focus on practicality and
utility, the state our students are in today, and the importance of nurturing students” well-being.
In the following section I will discuss how I try to cultivate students’ well-being while helping
them learn Japanese.

5. Learning and Maintaining Well-Being in Class

Education is “the process of facilitating learning, or the acquisition of knowledge, skills, values,
beliefs, and habits.”?3 But students need to be in a receptive state of mind to be educated. | have
implemented mindfulness practice in my classes in an effort to help students reach a state where
education is possible. Many mindfulness practices like meditation, breathing, walking, yoga,
using sensory-smelling, tasting, seeing, and hearing have been introduced to the classroom
(Shardlow 2015); however, I focus on learning to observe one’s own feelings and emotions,
coping with emotions to deal with stress and anxiety, creating a personal connection with the
language, and building a habit of mindfulness habits in my class.

After learning about today’s students and mindfulness practices, I would like students to
not only improve their practical Japanese skills, but also their overall well-being. By providing a
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safe learning environment, | believe students will connect not only with the language they learn,
but also with other students and their instructor.

I have been thinking about the way students can learn about maintaining well-being with
a language they are learning. No time in history has been easy to live in, and today’s world has
been changing dramatically and at a high speed. We do not know how the world will be in the
future, especially now, in the middle of the COVID-19 pandemic. However, older generations
have survived in many crises, and we all will find ways to be OK, too.

To make this work, | have been using the following simple practices to assist students in
making a personal connection to the Japanese language: 1) Laid-Back Extensive Reading, 2)
Read Aloud, 3) Expressive Writing, 4) Three-Line Diary, and 5) Self-Directed Study. | feel that
students should leave classes with a strong connection to the language. To achieve this, | have
tuned my curriculum to connect students’ emotional lives to Japanese.

5.1 Laid-Back Style Reading

| believe reading is a powerful tool to help both academic and personal lives. | have implemented
reading time in and out of the classroom for encouraging students to build a habit of reading. |
believe that providing a place to read is the first step in building this habit. According to
studies,?* there are many academic and health benefits to the simple act of reading. My main
purpose in enforcing reading is to provide a lifelong tool for students to relax and enjoy their
physical and mental health with Japanese learning.

Besides academic benefits, reading also has many health benefits. Reading can boost
intelligence, help increase empathy, lower stress, and may increase connectivity in the left
temporal cortex which is responsible for language receptivity.?® While 77% of Americans
experience physical symptoms of stress, reading is a powerful stress reliever.?® Psychologists
believe that reading “forces our minds to stop and concentrate on the words on the page, while
also escaping into another world. In doing so, this eases the tension in our muscles and lowers
the heart rate” (Hallowes 2018).

In the language teaching field, the benefits of extensive reading, such as pleasure of
reading, autonomy, increasing vocabulary, and improving writing (Donaghy 2016), have become
well known. As a result, extensive reading, known in Japanese as tadoku, has been practiced in
many institutions today.?® The North American Coordinating Council on Japanese Library (NCC
Japan) website explains extensive reading as “Japanese as a Second Language study practice
emphasizing reading as many books as possible at the student’s current comprehension level.
The idea is that the more students read, the more their language skills will increase. The NPO
Tagengo Tadoku site explains the rules: “1) Start from scratch, 2) Don’t use your dictionary, 3)
Skip over difficult words, phrases and passages, and 4) When the going gets tough, quit the book
and pick up another”?®

| have implemented in-class reading? for every class except the first semester class.
When students enter the classroom, they read quietly for 8-10 minutes. When they turn in and
pick up their homework, they can also pick up various reading materials | provide. Materials
include Japanese graded reading books,*° manga, and children’s books. They can also bring their
own books to read or visit reading sites online. They can read any kind of book, as long as it is
written in Japanese. The only rule is that the reading material should not be a textbook. There are
no comprehension quizzes. They don’t need to finish the books they start. They can quit the
reading material if they are not enjoying it and pick up something new. After all, the purpose of
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reading time is to develop a habit and learn to relax through reading Japanese books. Since this is
part of the daily class routine, there are no projects or book reviews. All they need to do is show
up and spend the first 8-10 minutes of class reading. Even with the COVID-19 pandemic,
reading time continues remotely. When students enter the zoom class meeting, they start reading
in the synchronous class.

The UT Japanese program has a weekly Japanese tadoku club. | encourage students to
join this club every semester. However, this Japanese tadoku club was not available during the
summer; so, | started a similar reading club at the Perry-Castaneda Library (PCL). This reading
club does not follow standard extensive reading guidelines as strictly as tadoku club, and is more
about promoting UT’s wonderful library and books. Since the UT PCL does not have many
Japanese books for Japanese learners, | bring Japanese books categorized by reading levels3! and
other Japanese reading materials like manga, children’s books, and books for younger students.
This fall, in concurrence with the Japanese tadoku club, I have continued this library club
because | thought it would be convenient for some students. Although it is an extension of
Japanese learning, this library reading club is more about enjoying the act of reading. Club
participants are not limited to just Japanese. They can read anything in any languages in the
library. I simply wanted to provide a place and time for students to read books while surrounded
by books.

However, this project has not been as successful as | had hoped. Since this club activity is
optional, busy students do not come to read unless they make an effort. Although there were
always a few students every week, there have never been many. Still, a small number of students
made for a nice community even though they did not talk most of the time. Because of the
pandemic, this club is currently on hold. Once everything is back to near normal, | plan to
continue this library reading club. In the future, I am hoping to create a reading community
across foreign languages.

5.2 Read Aloud

| have started the practice of reading aloud in the 3" year Japanese class after listening to a
podcast that interviewed two famous Japanese translators. These translators spoke about how
they read material aloud over and over before they translate it into Japanese.3! This gave me the
idea that reading aloud in the target language may allow students to feel the authors’ emotions
through diction or sentence structure.

Rajio nandesukedo was the weekly radio program of Hiroshi Kume, a former announcer.
Dr. Yoji Yamaguchi, a linguist, was a guest on November 16, 2019. Dr. Yamaguchi has been
advocating for reading aloud as an everyday habit for a long time. Listening to the sentences you
read aloud enhances the content of the materials and helps confirm kanji.®? According to Dr.
Yamaguchi, speaking is an important mechanism to relieve stress. Reading aloud as a habit
calms people by discharging serotonin and stimulating the frontal cortex. Yamaguchi proclaims
that when you listen to yourself reading, that content sinks into your mind. Every word and
sentence has power. As a result, people can enjoy and appreciate the content of materials aloud
more than if they read them quietly. 3

For school age children, reading aloud is the foundation for literacy. According to a study
by the US Department of Education, the single most important activity for building success in
reading is reading aloud to children (Trelease 2013). Reading aloud develops stronger
vocabulary, builds connections between the spoken and written word, provides enjoyment,
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increases attention span, strengthens cognition, and provides a safe way of exploring strong
emotions. 3

Reading aloud also benefits college students. The University of lowa Center for
Teaching®* lists evidence-based benefits of reading aloud for college age learners.® According to
the article, reading aloud creates a classroom community and generates discussions among
students. It gives students an opportunity to hear the instructor’s reading such as intonation,
expression and attention to punctuation, which develops adaptive expertise. As a result, listening
to the instructor read aloud helps students learn how to use the language to make sense of the
world. 36

In my classroom 3" year Japanese students read essays or articles from authentic
materials or the textbook. Besides textbook oriented materials, | have started opportunities to
read aloud lyrics from Japanese songs, poems, haiku, and novels. Students are asked to read
aloud both in class and at home, and submit a simple log recording their reading time. Even
though 1 did not require any notes, some students left notes on material they read aloud.

At the end of the semester, students recite their favorite passages. They need to provide
Japanese text with all furigana included as well as English translations. | have seen my students
choose their reading materials, and how they enjoy sounds or rhythm of language as they recite.

Unlike silent reading, reading aloud shares content and sound with classmates. Some
students said that at first, it was a strange experience to listen to or read material aloud; but,
eventually, they learned to enjoy the practice. | have seen the joy of reading, listening to, or
speaking about Japanese materials in my students.

5.3 Expressive Writing

| probably ask students to write more than average since there are many studies proving the
benefits of writing (Jamieson 2018). The writing assignments themselves are not formal; instead,
| assign informal short writings. | would like to introduce two kinds of writings | have
experimented with for the purpose of developing writing habits and coping with emotions.

Expressive writing is personal and emotional. This writing practice is strongly connected
to wellness. People express whatever is in their mind or heart. Expressive writing pays attention
more to feelings and emotions rather than events, objects, or memories. Evans (2012) states that
expressive writing is about “not so much what happened as it is [about] how you feel about what
happened or is happening.” Expressive writing prompts well-being and overcoming of trauma
(Evans 2012).

Dr. James W. Pennebaker has been researching expressive writing as a form of therapy
for forty years. This practice was based on his own experience. He struggled in his marriage,
relationships, and work which led to depression. During this period, he started to write freely
about all the problems in his life. After writing about his unhappiness, Dr. Pennebaker felt less
depressed and more liberated. His writing led to not only managing his depression but also
rethinking his life.

After he conducted several experiments with writing content, he concluded that writing
about emotional upheavals increased a writers’ physical and mental wellbeing as they become
happier, less depressed, and less anxious (David 2017). This expressive writing is only for
yourself, so he advised readers to be “honest and open with yourself” (Pennebaker & Evans
2014: 16). I had an opportunity to attend Dr. James Pennebaker’s presentation on “Expressive
Writing and Health: How Putting Upheavals into Words Can Affect Our Thoughts, Feelings, and
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Behavior” at the University of Texas at Austin in May of 2018. 37 Dr. Pennebaker explains
expressive writing is writing for the purpose of putting our own thoughts and feeling into words.
Simply, people just focus on what is on their mind and write whatever they want in 20 minutes
or so. You will write out any emotional upheavals in your mind, then, after you write, you can
throw it away. There will be no audience. He explains the purpose of this exercise is to let out
emotional upheavals.

The reason why we hesitate to write is that we are too “self-critical.” We have been
asked or required to write for tests, class essays, scholarships, or simply to impress someone.
Pennebaker emphasizes, “you must dispense with the censor and give yourself permission to
write anything” (Pennebaker & Evans 2014: 55). With this method, you can practice expressive
writing either on paper or with a computer/word processor. The only important thing is that you
do not read what you are writing.

Borrowing some ideas from Dr. Pennebaker’s Expressive Writing practice, I ask students
to write about negative feelings and unhappy emotions or events in Japanese. The rules of the
assignment follow Pennebaker’s Expressive Writing loosely. Since it is not the students’ native
language, they may stop to check words if they need, and they can actually write in their own
native language first if they want. Students are asked to write at least once every two weeks. My
purpose is having a relatively easy-to-continue assignment to give students the habit of writing
periodically. They do not submit their writing as this expressive writing is only for themselves.
All T do is look very briefly at each students’ writing materials to confirm whether they wrote
something or not. I do not know how much this assignment helps their Japanese language skills
or their emotional health; however, | can confirm they all write something, and some students
write long pieces. Especially, after COVID-19 hit in March, I have seen students write much
more.

5.4 Three-Line Daily Diary

Dr. Hiroyuki Koabayashi, Juntendo School of Medicine Professor, says people will benefit from
keeping a short three-line diary. He was interviewed by Ken Kamata about his experience as a
sport doctor. Dr. Kobayashi has been helping many athletes with both their physical and mental
health. He always asks athletes to have a three-line diary for their mental health. According to
him, it takes less than a few minutes, but it has tremendous benefits such as preventing sickness
because writing a three-line diary can control autonomic nerves. Doing this will also decrease
stress and can calm the mind down. For the first line of a three-line diary, you write today’s bad
moment, for the second line, you write today’s happy or pleasant moment, and the third line, you
write tomorrow’s plan or goal. That’s all you need to do every night before you go to bed. He
strongly recommends handwriting it. After several experiments with handwriting and computer
input, he concluded that handwriting is more effective.®

Whether benefits of the three-line diary exist or not, having students write a diary
everyday helps them build a habit of thinking and writing about themselves. Many mindfulness
practice books also introduce mindful journals that have people observe the day by writing down
what they appreciate, what they want to improve, and what they hope for tomorrow (Adams
2017). This 1s a very similar concept to Dr. Kobayashi’s diary. Although my priority is students’
mindfulness, writing this diary will make students use a variety of verbs, adjectives, affirmative,
negative, non-past, or past forms every day. This will help improve their writing.
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Although Dr. Pennebaker claims that there are no differences between handwriting and
typing (Pennebaker & Evans 2014), | ask students to handwrite every night since Dr. Kobayashi
emphasizes that handwriting creates more emotional connections. This assignment is also for the
students’ personal material, so | do not read it, just like the expressive writing assignments. |
only check to see whether they write every day.

5.5 Self-Directed Study

In my 3" year Japanese class, | assign an individual, self-directed project. This project benefits
not only the students’ language skills, but also their authority in learning.

In Creating Wicked Students, Paul Hanstedt points out the pragmatic realities in
education today. For instance, almost all college students were “shaped by a testing culture that
puts an emphasis on content mastery over conceptual thinking” (Handtedt 2018: 44). Although
content mastery is important, he argues that students need to do something with that content.

He introduces the idea of giving students authority in learning. Authority-based course
design includes the world beyond the classroom. Traditional assignments for the students are
usually the content that professors or instructors have been studying and have knowledge in. In
authority-based learning, students research and learn about something that interests them. Instead
of professors or instructors, students are responsible for explaining the knowledge they have to
the audience. In this situation, students are more knowledgeable than classmates and professors
or instructors. This practice has no right or wrong answers. Hanstedt states, “Students have to
think for themselves, analyze by themselves, create by themselves” in authority-based learning.
(Hanstedt 2018: 70) I would like to provide a place for students to explore their curiosity and
creativity by enabling student authority in learning. An American astrophysicist, Neil deGrasse
Tyson’s well-known quote “Rational thoughts never drive people’s creativity the way emotions
do”®® reminds me that students should be emotionally engaged in their assignments. | would like
to provide a place for students to express themselves by encouraging their interests and
promoting what they want to focus on. They might also learn something new by using Japanese.

As a class project, | like students to do work related to personal interests rather than on a
topic the instructor provides. At the beginning of the semester, students are asked about their
majors, hobbies, favorite subjects in school, political interests, family background, and future
career plans. Based on their answers, they are asked to explore the areas that are most important
to them. They are also asked how Japanese can be used in their personal interests. Once students
decide on their topics, they spend most of the semester completing it. While they are working on
their projects, if they encounter difficulties or a desire to change topics, | usually allow it. After
all, spending time with what they want to do with Japanese is the purpose of the project. This
project is based on the students’ own personal interest; but, unlike other mindfulness activities
like writing and reading, students are asked to present about it at the end of the semester.

As a result, a variety of unique projects are presented in various mediums like drawings,
paintings, poetry, short stories, music, translations, subtitles, computer coding, research and
films. All projects are presented at the end of the semester. | have done this for two semesters
and these projects have been completely student directed.

The post-course survey® illustrates that the majority of students enjoyed the openness of
their creative expression with the Japanese language, while some students were frustrated by not
having strict rules. 89% of students liked the idea of doing a project on a personal interest while
11% felt neutral. 96% of students enjoyed watching presentations while 73% enjoyed presenting
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their own projects. 100% of students felt this project helped improve their Japanese. 93% of
students enjoyed this project, while 5% did not. Surprisingly, a majority of students, 91%,
enjoyed an individual project over group projects. Many comments praised the free nature of the
project. It seems like students were able to connect with Japanese via their personal interests.

After experimenting for two semesters with this self-directed project, | have seen
students grow in their emotional connection to the language through the process of researching
and creating a final product. Even though these projects may not be used for practical reasons,
my firm belief is that the experience of spending time using Japanese to complete this project
will stay with these students forever.

6 Being Emotional and Personal

Before | conclude this paper, | would like to highlight the value of being emotional and personal.
Many of us consider ourselves rational and claim to make fact-based decisions about all aspects
of our lives, but in reality, this is not the case. Why? As Neil deGrasse Tyson says, human beings
are emotional.** We take things personally. Being personal may not always be practical, but it is
powerful. Practicality may not convince people; however, emotional and personal stories always
move people as Bastida, a young activist, says.*?> Even though taking a firm stand on unpopular
ideas may not be beneficial for their career or societal status, people often speak out on what they
believe. The Women’s March on January 21%, 2017 was the largest single-day protest in US
history, as over 470,000 people participated in marches around the US. These people knew the
situation was not going to change by marching, but they could not stand doing nothing. It may
not have been a practical event, but it was one of the most powerful events in history.

After George Floyd was killed by police on May 25, 2020 in Minneapolis, the “Black
Lives Matter” movement has been spreading all over the USA and the world. The trigger was
George Floyd’s murder, but several incidents became very personal to many people. People who
are in a privileged situation have joined this movement. They learned the reality of what they
have never experienced and became emotional. Brené Brown, a famous researcher and author,
said “If you want to make a difference, the next time you see someone being cruel to another
human being, take it personally. Take it personally because it is personal!” in her book, | Thought
It Was Just Me (but it isn’t).*3As her quote indicates, being personal has tremendous power to
change a situation. As we can see in history, things have changed because people were motivated
by emotion. When issues become personal, people try to change the situation, system, or the
world.

7. Concluding Remarks

When students can connect with the language emotionally, that target language will be part of
their life forever. Through expressing and learning about their own emotions, they will explore
their own personal world. Learning about and coping with emotions will also lead to learning
about other people, other emotions, and the world around them. These emotions and empathies
are proof of humanity when Als and robots are becoming more and more a part of our life today.
While we are surrounded by technology today, our emotions and empathy play an important role
in our thinking and behaving as humans. When students use language as an important tool in life,
language learning becomes sustainable.
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The CATJ 28 experience has been very emotional and personal for me. Much like my
argument for studying foreign language, there is very little transactional benefit to participating
in this process, but going through this process has been a benefit unto itself. I was driven to
complete this project because I believe discussing today’s students and their well-being in class
IS paramount to me as an instructor, parent, and human.

When | thought about this proposal, COVID-19 had not hit the US yet. The Black Lives
Matter (BLM) movement, triggered by the murder of George Floyd, was not yet gaining traction
in the USA and the world. 2020 has been a challenging year for everyone in the world.

My original goal was to suggest different instructional views using emotional aspects
for the sake of our students. We have already discussed practical, career based, or so-called
active learning approaches for them countless times. My belief is that learning and knowing
about the students we spend time with is the most important part of providing a meaningful class.
At the same time, | was also questioning the pressure placed on students by today’s test score
culture.

After COVID-19 hit, the academic environment changed drastically. Every school and
institution implemented new systems and expectations. Now, many educational meetings and
articles are focused on students’ mental health. Even when COVID-19 passes in the near future, |
hope caring about students’ well-being continues to be schools’ priority.

There is no perfect instruction style, since students and teachers are all different. We
often try to decide what the most effective style is, and force everyone to use the best methods;
however, “the best” is not the best for everyone. The more I spend time in this profession, I learn
that every student’s leaning style is different. As the diversity and inclusion movement is
teaching us, we do not have to agree on all teaching styles. Having a diversity of teaching styles
enhances education.

Like many of us, I question my role in this profession; however, I now believe “trial and
error” is the only way I can improve my teaching. After all, “trial and error” is the most human
thing that can improve our world today. I hope our students will learn something that can impact
their lives in the very short period of Japanese class time. This may not be a practical argument;
however, if | could contribute something into the Japanese language education field, | would be
very pleased.
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Japanese Community Development for Japanese-Language Learners
Through Extracurricular Activities

Tatsushi Fukunaga and Aiko Fukunaga (University of Rhode Island)

Abstract

The concept of “Communities of Practice” as a practical organizational tool has been expanded to designing various
communities in Japanese-as-a-foreign-language settings. However, little is known of how the Communities of
Practice can be utilized at a university with a small number of Japanese learners located in an area with few to no
Japanese or Japanese-related communities. This study is an ongoing project of Japanese community development at
a sea-grant and land-grant university in the northeastern United States. The authors began working full-time at the
university in 2019 and have come to realize that approximately 100 students taking Japanese courses had little or no
chance to use Japanese nor interact with Japanese speakers and peers outside of the classroom. Thus, we decided to
create a Japanese community by introducing several activities such as conversation hours and a Facebook group
(Nihongo for URI students). This paper will provide a description of each activity and discuss how we attempted to
lead Japanese-language learners to participate in target language activities beyond the classroom.

Keywords: Communities of Practice, Community of Practice, Japanese as a foreign language, Japanese community
1. Introduction

Wenger, McDermott, & Snyder (2002:4) define “Communities of Practice” as “groups of people
who share a concern, a set of problems, or a passion about a topic, and who deepen their
knowledge and expertise by interacting on an ongoing basis.” The concept of Communities of
Practice as a practical organizational tool has been expanded to the designing of various
communities in Japanese-as-a-foreign-language settings (e.g., Thomson 2016, 2017). Yet, to our
knowledge, the majority of such research has been conducted at universities with a relatively
large number of Japanese learners in the vicinity of Japanese communities. Little is known about
how Communities of Practice can be utilized at a university with a small number of Japanese
learners located in an area with few to no Japanese or Japanese-related communities.

This study is an ongoing project of Japanese community development initiated by a
Japanese program at a sea-grant and land-grant university in the northeastern United States (the
University of Rhode Island). The authors began working full-time at the university in August
2019 and have come to realize that approximately 100 students taking Japanese courses in Fall
2019 had few or no chances to use Japanese or interact with local community members who
speak Japanese and peers outside of the classroom. Although there are some Japanese exchange
students and faculty members at the university, no Japanese-related communities or
extracurricular activities previously existed. Thus, we decided to create a Japanese community
by introducing several activities involving current and former students, faculty members, and
local community members. The activities in the 2019-20 academic year targeted learners at all
levels and included Shaberiba (conversation hours), Yomoyomao (reading club), tutoring hours,
Japanese social events, movie nights, classroom observations, and virtual interactions via a
Facebook group.

However, in the middle of the spring semester (March 2020), due to the global outbreak
of COVID-19, the university decided to transition from face-to-face teaching to remote teaching.
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As aresult, most of the extracurricular activities were canceled or postponed. In this paper, we
will describe what we had planned and actually conducted in the 2019-20 academic year. Next,
we will discuss the learners’ perceptions of these extracurricular activities by reflecting on their
responses to the “Experience in Extracurricular Activities Survey.” Finally, we will suggest
strategies for enhancing the extracurricular activities based on the findings of the current study.

2. Extracurricular Activities for Japanese-Language Learners
This section will explain the purpose of each activity. Table 1 shows seven activities that were
planned for Spring 2020. However, some activities were canceled or postponed due to the global

outbreak of COVID-19. We also conducted Shaberiba and the Japanese social event in Fall 2019.

Table 1 Extracurricular activities in Spring 2020.

Activity How often? For whom? N“m'f.’er of Where?
participants
Shaberiba 1 hour current students, 20-30 living room of the
(Conversation Hours)  per week local community, international house
graduates,
exchange students
Yomoyomo 2 hours current students 12 meeting room,
(Reading Club) per week only classroom
Tutoring Hours 6 hours current students 0-1 instructors’ offices
per week only
Japanese Social Events 1 (Fall 2019) current students, 32 (Fall 2019) living room of the

3 (Spring 2020)

local community,
graduates,
exchange students

16 (Spring 2020)

international house

Classroom 2-3 hours current students 1-6 classroom
Observations per week only

Nihongo for URI NA current students All private Facebook group
students only

Movie Nights 4 times current students NA living room of the

per semester

only

(All canceled)

international house

2.1 Shaberiba

Shaberiba (conversation hours) started in Fall 2019. This activity was one of the main
extracurricular activities in which we encouraged Japanese language learners at all levels, local
community members, graduates, and Japanese exchange students to participate. Throughout the
spring semester, 20-30 people regularly participated. We hired some Japanese exchange students
as facilitators. The primary purpose of Shaberiba was to give learners the opportunity to practice
their speaking skills. In addition, Shaberiba was meant to be an opportunity for learners to gain
exposure to Japanese as spoken by Japanese exchange students and other Japanese speakers. We
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usually had several groups for different levels (e.g., introductory, intermediate, and advanced).
At each group, usually two native Japanese speakers who are Japanese instructors and/or
Japanese exchange students played the role of facilitators. Topic cards created by instructors
were utilized to encourage open-ended conversation. Shaberiba was held in the big living room
of the international house. The large size of the venue allowed the participants to freely move
among the groups. Some sat at the upper-level table to listen to how advanced learners speak,
while others joined the lower-level group to provide language support for lower-level learners.

2.2 Yomoyomo (Reading Club)

This activity started in Spring 2020. Yomoyomo comes from the Japanese “Yomo (Let’s read).”
Although the university library had only a few Japanese books, the Japanese section was able to
purchase approximately 200 Japanese books including novels, graded readers, and test
preparation books for the Japanese-Language Proficiency Test in Spring 2020 thanks to financial
support from Shoyu Club. The participants chose and read books based on their interests and
levels in a completely silent environment. Unfortunately, we only had two Yomoyomo meetings
in Spring 2020 due to concerns about the global outbreak of COVID-19.

2.3 Tutoring Hours

This activity was formerly called office hours. In Fall 2019, few students came to the office
hours. According to the students, they were not sure how they could use the hours. Thus, we
decided to change the name to “tutoring hours” and told students that they could ask anything
about the Japanese language, prepare for tests and exams, or just have a conversation with their
instructors.

2.4 Japanese Social Events

The main purpose of these events was to help potential and current students understand the
Japanese programs available at the University of Rhode Island (URI), such as the Global
Language and Area Studies major, the Japanese minor, the Japanese International Engineering
Program, and extracurricular activities. We also invited students studying abroad in Japan and
local community members who formerly worked in Japan to talk about their experiences. The
Fall 2019 event also served as an opportunity for current students to get to know the Japanese
exchange students, graduates, local community members, faculty members, and administrative
staff. The first event was held at the end of the fall semester in 2019. Three events were
scheduled for Spring 2020, but two of them were canceled.

2.5 Classroom Observations

The primary purpose of the classroom observations was different for advanced learners and
beginner learners. When the advanced learners joined the introductory class, they were asked to
demonstrate model dialogue in class and/or support pair/group activities. In addition to
supporting the lower-level learners in class, the advanced learners were also expected to play the
role of facilitators outside of the classroom, such as at Shaberiba in the future. On the other hand,
when the beginner learners (e.g., JPN102) joined the upper-level classes, they were supposed to
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observe classroom discussions and/or presentations. This activity attempted to help beginner
learners grasp what they will be able to do in the target language after one, two, or three years
and further motivate them to keep learning the Japanese language. The roles of intermediate
learners varied depending on the classes.

2.6 Facebook Group

The Facebook group—Nihongo for URI students—was the only extracurricular activity during
which learners met virtually and used the target language in a private Facebook group. It was
assumed that learners would feel more secure and comfortable interacting with others in the
target language if the group were private. Therefore, only former and current students were able
to join this group. This group was also designed to ask students in some Japanese courses to post
their assignments such as video presentations and essays and to offer comments to each other. In
addition, both instructors and learners shared other information such as useful web pages for
Japanese language learning and their favorite Japanese songs.

2.7 Movie Nights

This event was mainly for students who previously took or were taking the “Japanese culture”
course. They would watch Japanese films and discuss the contents relating to the course. Other
students taking Japanese courses would also be invited to this event. The films we planned to
screen included Tokyo Story (directed by Yasujird Ozu) and Shoplifters (by Hirokazu Kore-eda).
Four movie nights were scheduled for Spring 2020, but unfortunately all were canceled.

3. Learner Perception Towards Extracurricular Activities

As mentioned before, both Shaberiba and the Japanese social event were held in Fall 2019. The
students’ reactions were mainly positive, indicating the possibility of expanding and developing
more activities. Therefore, Yomoyomo, tutoring hours, classroom observations, the Facebook
group, and movie nights were planned as new activities for Spring 2020. To investigate how
learners perceived the extracurricular activities, we administered the “Experience in
Extracurricular Activities Survey” in all Japanese classes at the end of Spring 2020. This survey
also aimed to explore possible reasons why some learners did not participate in the activities. We
did not include movie nights in the survey because all the events were canceled. Furthermore, the
survey had various questions, but the current study focuses on the following four questions:

Question 1: How did participants perceive the extracurricular activities?

Question 2: Why didn’t learners participate in the extracurricular activities?
Question 3: What motivated learners to participate in the extracurricular activities?
Question 4: Which activities were the most and least important to learners?

In Spring 2020, 62 students were enrolled in one of the Japanese courses (JPN102, 104,
206, or 306). Fifty-five out of sixty-two students answered the survey. This research was
approved by the University of Rhode Island Institutional Review Board, and all participants gave
informed consent.
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3.1 How Did Participants Perceive the Extracurricular Activities?

Question 1 asked participants to describe how they felt about each activity. Most of the
respondents wrote comments, while some did not. Out of the seven activities, this study reports
results for four activities in which a relatively large number of learners participated. For each
activity, this paper summarizes the findings in terms of learners’ positive and negative
comments. All the comments were reviewed by the authors and coded. First, we carefully
reviewed the comments from the learners to identify themes. Next, we generated tentative
themes. Finally, the authors revisited the comments to confirm whether each theme appropriately
represented the comments and to see whether new themes emerged. As you can see below, some
comments from one student include two or more themes. The words indicated in bold are those
specifically relevant to the key concepts.

3.1.1 Perception towards Shaberiba

Twenty-five out of fifty-five respondents participated in Shaberiba. Based on the comments, we
identified the following six themes: (1) fun and enjoyment (n=17), (2) practice speaking and
listening skills (n=10), (3) native speakers (n=5), (4) socializing (n=4), (5) out of classroom
(n=3), and (6) anxiety (n=1). Table 2 provides representative comments for each theme. Most of
the comments were positive. The results indicate that learners found Shaberiba helpful for
improving their language skills and also enjoyed the activity. In addition, this activity was
regarded as an opportunity for them to get to know other students and Japanese speakers. The
last theme was the only negative reaction (n=1).

Table 2 Learner perceptions towards Shaberiba.

Students Responses Themes
52 It is very fun and a great way to improve your speaking skills. 1
22 I enjoyed talking to everyone. 1
05 I like Shaberiba because | get to practice my speaking and listening skills. 2
26 It was very fun, and great for listening and speaking practice 2
29 Getting the chance to converse with native Japanese speakers was definitely an 3

important opportunity for me.
02 it exposed us to what native Japanese sounds like and new words. 3
54 I was very enthralled that i could combine my study of japanese with socializing 4
56 The Shaberiba was great fro making new friends 4
09 It's something that we don't really get the opportunity to do during normal 5
class hours.
56 Because of the more casual setting it allowed for people who normally wouldnt 5

speak in class to do it there which | think is great.

04 I have severe social anxiety so it was really difficult for me to make myself go. 6
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3.1.2 Perception towards Yomoyomo

Twelve out of fifty-five students participated in Yomoyomo. Based on the comments, we
identified the following four themes: (1) many books of various levels (n=5), (2) relaxing (n=2),
(3) reading through an entire book (n=2), and (4) difficult to keep quiet (n=1). Like Shaberiba,
this activity was also viewed as practical for learners. We can interpret the comment provided by
Student 26 as positive or negative. Student 41°s comment required clarification as to whether the
activity itself was uncomfortable or the room was inappropriate (e.g., too small) for the student.
Table 3 provides representative comments for each theme.

Table 3 Learner perceptions towards Yomoyomo.
Students Responses Themes

06 I also liked the large selections of books and the difficulty was at the same level 1
as my ability to understand Japanese

07 I thought it was really helpful because there were many books of various levels 1
available to read.

03 It was relaxing 2

05 It was very calming. 2

02 It was a good way to use what we know about Japanese to try and read through 3
an entire book, or other literature.

26 It forced me to engage in prolonged Japanese reading. 3

41 it is difficult to stay completely quiet for an hour amongst many peers. 4

3.1.3 Perception towards Japanese social events

Eight out of fifty-five students participated in Japanese social events. Based on the comments,
we identified the following four themes: (1) establishing a network (n=6), (2) fun (n=4), (3)
helpful (n=3), and (4) didn't have many people (n=1). In contrast to the above activities, the
Japanese social events seem to have been a great opportunity for students to get to know each
other and to build a community network. On the other hand, Student 52 was dissatisfied with the
number of participants. Table 4 provides representative comments for each theme.

Table 4 Learner perceptions towards Japanese social events.

Students Responses Themes
23 It's nice to get to know other people and talk with them. 1
07 There was a feeling of community | felt among the students, transfer students, 1

and staff, within the Japanese language program.

07 The events | attended were always fun and informative to be at. 2
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54 I enjoy meeting others with the same field of study 2

29 | felt that this event was very helpful both in gaining a perspective on what my 3
experience was likely to be like studying abroad in the future as well as allowing
me to connect or reconnect with JIEP advisors and other students participating in
the program, of which | know only a few.

17 There usually really fun, and helpful 3

52 Fun but didn't have many people. 4

3.1.4 Perception towards the Facebook group

Forty-two out of fifty-five students participated in the Facebook group. Based on the comments,
we identified the following six themes: (1) community and connection (n=11), (2) seeing other
people’s stories (n=8), (3) practice (n=3), (4) homework (n=4), (5) no interest in social media
(n=3), and (6) not interactive (n=2). Table 5 provides representative comments for each theme.

Table 5 Learner perceptions towards the Facebook group.
Students Responses Themes

02 It was a great way to get everyone connected and develop a sense of 1
community with Japanese learners.

51 | felt like this was good way to get all the Japanese Classes together. 1

03 It was interesting seeing other people’s stories and interests in a subject | am 2
also interested in.

04 I really liked getting to see what my classmates like to do outside of school. 2

05 It was interesting to read people's comments because you're practicing your 3
reading skills, and you possibly learn something new about them.

32 It was good practice to write posts in Japanese online and comment on my 3
peers’ posts

18 I thought the Facebook group was an interesting way to complete assignments 4
for class.

06 it was easy for me to post my work and get feedback from professors. 4

15 I myself don't use social media much, so it felt a bit awkward for me to go out 5
of my way to use it.

34 A little inconvenient because | do not use Facebook 5

54 It could have been more interactive besides the assignments. 6

The first three themes are positive. Students taking JPN102 (Introductory) and 104
(Intermediate) were asked to post some writing tasks as assignments on Facebook. However,
many students viewed the Facebook group as an online community for getting to know each
other rather than for practicing writing and reading skills or submitting their assignments. Like
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face-to-face interactions, Nihongo for URI students has the potential to set up “virtual
exchanges” with other learners of different levels or other Japanese speakers. Themes 3 and 4
were first categorized as the same theme. However, the comments of Theme 3 indicate more
positive reactions, while the comments of Theme 4 show more passive attitudes. In other words,
students participated in the activity because they were asked to do so. Theme 5 points out the
reasons why some learners hesitated to participate. As Student 54 notes, many more comments
were from instructors than from students. We could encourage more interactions among peers.

3.2 Why Didn’t Learners Participate in the Extracurricular Activities?

Question 2 provided learners with choices for the reason why they did not participate in the
activity. If their reasons did not match any of the provided choices, they were asked to check
“Other” and provide specific reasons. Figure 1 illustrates the reasons for each activity. Out of 55
respondents, the numbers of learners who did not participate in the activities were 30
(Shaberiba), 43 (Yomoyomo), 50 (tutoring hours), 47 (Japanese social events), 43 (classroom
observations), and 13 (Facebook group).

0% 10% 20% 30% 40% 50% 60% 70% 80% 90% 100%
17% 33%  33%

Tutoring Hours 0% 20.0%

Japanese Social Events 25.5% 4.3%

Classroom Observations 93% 7.0%

0.0%

Facebook Group |} 23.1% 46.2%

B | had a schedule conflict W had no interest in the activity I had no information about the activity Other

Figure 1 Why didn 't learners participate in the extracurricular activities?

For all the activities but the Facebook group, the main reason for not participating was
“I had a schedule conflict,” followed by “I had no interest in the activity.” The scheduling issues,
especially for Shaberiba and Yomoyomo, should be solved with better scheduling and additional
events each week or month. However, given that instructors provided 6 tutoring hours per week,
it is somewhat puzzling that “I had a schedule conflict” was a top choice for this activity. Thus, it
is possible that the real reason for students declining to participate in this activity was “I had no
interest in the activity.” Students could ask any questions before and after class as well as during
other extracurricular activities, so they may have felt that participating in tutoring hours was not
necessary. For the Japanese social events, a quarter of learners stated that they had no
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information about the event. For the Facebook group, 6 out of 13 students selected “Other” and
stated that they don’t use or don’t want to use Facebook or social media.

3.3 What Motivated Learners to Participate in the Extracurricular Activities?

Overall, the top reasons for participating in the extracurricular activities were associated with
benefits—being able “to improve Japanese language skills (88.7%),” “to learn Japanese language
(71.7%),” and “to learn Japanese culture (60.4%)”—as Figure 2 shows. However, it is interesting
to note that the second most commonly cited reason was “to have fun (73.6%),” which seems to
be a good motivation factor. Half of the learners also expected “to make friends (45.3%)”
through the activities.
0% 10% 20% 30% 40% 50% 60% 70% B80% 90% 100%
Toimprove my Japanese language skills I 38.7%
To have fun I 73.6%
To learn Japanese language I 71.7%
To know how Japanese native speakers use the language INIINININGGEGEEENNEEEENEEEEEN -2.3%
To learn Japanese culture I 0.4%
To obtain extra-credit points NN 50.9%
To make friends NG - 3%
To express myselfin the target language NG 20.6%

To obtain information about the Japanese program |G -2.1%

Other M 3.8%

Figure 2 What motivated learners to participate in the extracurricular activities?
(multiple answers allowed)

3.4 Which Activities Were the Most and Least Important to Learners?

Figure 3 illustrates the distributions of the respondents’ answers to “Which activities were the
most and least important to you?” Half of the learners selected Shaberiba as the most important
activity (47.3%), followed by the Facebook group (32.7%). For the least important activities,
they selected classroom observations (30.9%). Interestingly, the Facebook group was chosen as
both the second most important activity and the second least important activity. These findings
suggest that some learners prefer interacting in online environments rather than face-to-face
environments. However, these results should be considered with caution. We conducted
Shaberiba more than ten times starting in Fall 2019, while classroom observations and
Yomoyomo took place just a few times because of cancellations caused by the global outbreak of
COVID-19.
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0% 10% 20% 30% 40% 50% 60% 70% 80% 90% 100%

1.8% 5.5%

MOST

LEAST

1.8%

B Shaberiba B Yomoyomo B Tutiring Hours

Japanese Social Events M Classroom Observations W Facebook Group

Figure 3 Which activities were the most and least important to learners?

4. How Can We Enhance the Extracurricular Activities?

To develop a Japanese community for Japanese language learners, we planned and conducted
various extracurricular activities in Spring 2020. However, learners’ reactions varied depending
on the activity. Two fundamental issues to address in this section are “How could we further
motivate learners to participate in the extracurricular activities?”” and “How could we improve
the extracurricular activities?”” With these issues in mind, we devised the following five planning
strategies:

1. Clarifying the purposes of the activities

2. Ensuring everyone understands the importance of the Japanese community
3. Solving the schedule conflicts

4. Offering extra credit points

5. Exploring the potential for online activities

4.1 Clarifying the Purposes of the Activities

Clarifying what learners can do at the extracurricular activities is imperative. While we did
announce activities and events in terms of date, time, and venue, we may not have adequately
explained what students could achieve at the activities. Perhaps the purposes of each activity
were unclear for some learners. In order to correct this problem in the future, instructors could
first ask learners to set learning objectives for themselves at the beginning of the semester. Then,
instructors should try to match what learners want to do (e.g., practice speaking) with a certain
activity (e.g., Shaberiba). We can show information presented in Table 6 in class.
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Table 6 The purposes of the activities.

Learning objectives Activities
To improve speaking and listening skills Shaberiba, tutoring hours
To improve reading skills Yomoyomo
To improve writing skills Facebook group and other social networking

services (e.g., Twitter, Instagram)

To review Japanese grammar Tutoring hours

To obtain information about Japanese programs, Tutoring hours, Facebook group
Japanese-related events

To build a network Japanese social events, Shaberiba, classroom
observations

In addition, instructors announced the activities and events in class as well as via email,
LMS (learning management system), and the Facebook group; nevertheless, the survey results
revealed that some learners did not participate in activities because they did not know about
them. Thus, those announcements should be made more periodically and in a wider variety of
ways.

4.2 Ensuring Everyone Understands the Importance of the Japanese Community

“Community of practice” is a key concept for designing and implementing activities and events.
However, instructors never mentioned this concept prior to the activities. It would be a good idea
to help learners understand that participating in the activities is a way to become a member of the
Japanese community. Understanding the concept may encourage learners to embark on more
new activities.

We designed Shaberiba and the Japanese social events not only for current students but
also for local community members and graduates. However, just a few non-students participated
in these activities. Since we were new to the university and the area, we had only a small
network within the community. Thus, it is important for us to continue reaching out to
community members and expanding our network.

4.3 Solving the Schedule Conflicts

One of the biggest reasons that learners did not participate in activities was that they had a
schedule conflict. We decided the times and dates for each activity based on instructors’
availability. To solve this issue, the instructor should ask learners about their availability at the
beginning of the semester to create a better schedule. Furthermore, although two full-time
instructors always participated in all activities as main facilitators this time, intermediate and
advanced learners would ideally lead some activities such as Shaberiba and Yomoyomo in the
future.
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4.4 Offering Extra Credit Points

As another strategy, we can give extra credit points as participation points. In fact, learners did
gain a very small number of points by participating in Shaberiba, Yomoyomo, and classroom
observations in Spring 2020. The extra credit points can be used to effectively boost learners’
motivation to participate in activities. Furthermore, while analyzing the learners’ positive and
supportive comments from the survey, we realized that it would also be a good idea to allow
students to gain points by reporting their experiences participating in activities in class or in the
Facebook group.

4.5 Exploring the Potential for Online Activities

Last but not least, we are considering this final strategy — Exploring the Potential for Online
Activities — precisely because we are facing the current challenging situation, that is, the
transition to an online teaching and learning environment. Initially, the Facebook
group—Nihongo for URI students—was a supplementary activity, not a main activity.
Previously, we tended to prioritize face-to-face activities over this online activity. However, in
light of efforts to avoid in-person gatherings, the role of the Facebook group also changed
significantly. Although instructors held online office hours (i.e., tutoring hours) even after the
transition, other face-to-face extracurricular activities were all canceled. Now the Facebook
group is the main activity in which everyone can participate. According to one of the students,
“It was a great way to get everyone connected and develop a sense of community with Japanese
learners (Student 02).” As of May 2020, nobody knows when the current situation will end.
Therefore, it is important for us to explore the potential for online activities.

The authors are introducing new extracurricular activities in Summer 2020, which
include (1) online Shaberiba, (2) an online Japanese social event, and (3) posting on Instagram.
Online Shaberiba is a one-hour conversation hour held three times a week during the summer
semester. For the online Japanese social event, we are planning to invite a former student who is
currently working in Japan to talk about her working experiences in Japan. Both former and
current students can join this event. Lastly, in addition to Facebook, which is less popular among
the students, we have also started using Instagram to increase interactions with peers and other
Japanese speakers. Learners enrolling in the summer intensive courses can gain extra credit
points by writing an article in Japanese on Instagram. At the end of this summer semester, we
will review all the activities to determine what kinds of activities will be effective and feasible in
Fall 2020.

5. Conclusion

Despite a number of limitations (e.g., a small number of Japanese language learners at the
university, few native speakers available around the university), Japanese language learners have
gradually started to participate in URI’s extracurricular activities over the past academic year.
However, the Japanese community has just started to develop and is still in an early stage of
becoming a community of practice. Wenger et al. (2002) define “five stages of community
development: potential, coalescing, maturing, stewardship and transformation” (2002:68). At the
first stage (i.e., potential), as instructors of Japanese courses and coordinators of URI’s
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extracurricular activities, we have attempted to define “the scope of the domain in a way that
elicits the heartfelt interests of members” (i.e., Japanese language learners) and “aligns with
important issues for the organization as a whole” (i.e., the Japanese section of the university)
(2002:71). However, as discussed above, there are still many potential participants and
community members to be considered. Thus, it is important for us to help them “imagine how
increased networking and knowledge sharing could be valuable” (2002:71) for them, their peers,
and the community. Furthermore, while this study revealed learners’ general motivation for
participating in activities, it is important to continue identifying their needs. Based on the
findings, we should discontinue some activities, have certain events more frequently, and
introduce new activities. Considering the challenges of the current online teaching and learning
setting as well as the next stage (i.e., coalescing) of community development, we are in fact very
aware of the significance of designing and implementing “activities that allow members to build
relationships, trust, and an awareness of their common interests and needs (2002:82),” such as
online activities.

We hope that the study reported in this paper sheds light on how effective
extracurricular activities can be conducted at a university with a small number of Japanese
learners located in an area with few to no Japanese people or Japanese-related communities.
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For many language students, the ability to engage in fluent reading and to read both
for important information and for pleasure is perhaps the most valuable benefit they
will gain from language study; hence it is crucial that such an outcome is planned for
in language teaching rather than left chance. (Richards 1998:xi)
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Intercultural Service-learning for a University Japanese Course

Nagi Fujie (Purdue University)

Abstract

Intercultural competence is one important factor in developing communication skills in second and foreign
languages. Intercultural service-learning is one possible model that effectively integrates communication practice in
a target language while focusing on the development of intercultural competence. This paper suggests a course
structure centered around Japanese intercultural service-learning that the author coordinated for advanced-level
student-learners of Japanese. The paper will first provide background on service-learning and intercultural

competence based on Kolb’s (1984) Experiential Learning Cycle and Deardorff’s (2006) Process Model of
Intercultural Competence. Then, it will provide the course structure based on the background literature and conclude
with future implications.

Key words: Japanese pedagogy, service-learning, intercultural competence, Experiential Learning Cycle,
Process Model of Intercultural Competence

1 Introduction

University students take language courses for various career goals. However, advanced-level
language learners often aim to be able to communicate using the target language in a culturally
appropriate way. To achieve this goal, it is important for language teachers to be knowledgeable
of intercultural communication skills and to explicitly incorporate the teaching of such skills in
their language courses. Byram and Wagner (2018) note that language teachers are responsible for
teaching intercultural competence in their classes to guide students to be a competent speaker of
their target language. Intentional instruction of intercultural communication skills is important in
language classes, as the skills do not naturally develop from practicing the language structure
(Byram & Wagner, 2018). Tokui (2002) coordinated courses in Japanese universities about
intercultural understanding and communication, inviting both domestic and international students
to enroll. Tokui (2002) reported students’ feedback that revealed students’ realizations about
cultural behaviors of their own and others as a result of explicit intercultural discussions.

One effective way to integrate teaching language skills and intercultural communication
skills is through intercultural service-learning. Service-learning is an organized volunteer activity
which mutually benefits the participating students and the community stakeholders (Bringle &
Hatcher, 2009). Bringle and Hatcher (2009) note that student-participants of a service-learning
program deepened their learning through the cyclical process of experience and reflection as
suggested by Kolb’s (1984) experiential learning cycle. The cyclical nature of experiential
learning is comparable with development of intercultural competence, as represented by
Deardorff’s (2006) Process Model of Intercultural Competence. Various benefits of Japanese
language service-learning have been reported, including increased cultural affiliation toward the
target language’s culture (Hanaoka, 2016), increased affiliation toward the local Japanese
community, and improved writing skills in the target language (Kurokawa, 2012).

Based on previous studies, the author hypothesized that offering an intercultural service-
learning program at an American university would benefit Japanese language learners. The
author coordinated and taught a credit-bearing Japanese service-learning course with a specific
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goal of developing students’ intercultural communication skills. Throughout the course, the
university student-learners of Japanese engaged in the service-learning program, Japanese-
English Language Exchange, with Japanese adults of the community. The two parties
participated in weekly hour-long conversation sessions to practice each other’s language while
exchanging interesting cultural information with each other. This paper will first provide a
literature review regarding service-learning and intercultural competence relevant to the field of
language education. Then, it will provide a detailed structure of the Japanese service-learning
course the author coordinated as a possible model for applying intercultural service-learning to
an advanced level Japanese course. While the primary focus of the paper is to provide a possible
model, it will conclude with students’ interview responses to suggest future improvements for a
similar course.

2 Literature Review
2.1 Service-learning

Service-learning is an organized volunteer activity which mutually benefits the participating
students and community stakeholders (Bringle & Hatcher, 2009). A successful service-learning
program “meets identified community needs” and has a reciprocal nature that equally involves
both the community and the students (Bringle & Hatcher, 2009:38). Service-learning emerged
from the study of experiential learning advocated by an education scholar John Dewey in 1938.
Experiential learning emphasizes the cyclical process of learner action and reflection (Whitley,
2014). Later, other educators such as David Kolb (1984) furthered Dewey’s philosophy. Kolb
(1984), often recognized as one of the founding fathers of service-learning, presented the
experiential learning cycle (Figure 1). The cycle was simplified to four components compared to
the past model by Dewey which included six components. Kolb’s (1984) model consists of
concrete experience, reflective observation, abstract conceptualization, and active
experimentation. The model represents the continued process of experiential learning through
experience and reflection.

Quality of reflection is one of the deciding factors for a successful service-learning
program. Bringle and Hatcher (2009:38) note that a successful service-learning program provides
students with chances to “reflect on the service activity to further their understanding of the
discipline, enhancing their sense of personal values and civic responsibility.” Eyler, Giles, and
Schmiede (1996) express that reflection practice is an important link between service-learning
experiences and the students’ learning. Waguri (2010) indicates that an effective reflection
consists of “what” (what happened/what you learned), “so what” (the meaning, importance,
and/or significance of the experience), and “now what” (how you would use your learning for the
next experience/further learning). While each service-learning program may adjust reflection
questions, these three are the basis for effective reflection.
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Figure 1: Experiential Learning Cycle (Kolb, 1984)

2.2 Language education and service-learning

In the United States, language service-learning in Spanish is common due to the high number of
Spanish speakers and the needs of their community. For example, Morris (2001) conducted
qualitative research on a service-learning class in Spanish at the University of Minnesota.
Student-learners of Spanish were placed to volunteer at organizations to pursue work such as
tutoring ESL to Spanish-speaking immigrants, serving as interpreters, acting as counselors at
women’s shelters, and assisting at day cares. As a result of these service-learning experiences,
the student volunteers who originally had low motivation toward learning the language increased
their motivation toward the subject and built genuine interest toward the Spanish language and
the cultures of Spanish-speaking countries.

While not as common as Spanish service-learning, service-learning is applied in Japanese
courses as well. For example, Hanaoka (2016) from the University of Hawaii used service-
learning as a part of her community-based research in the U.S. In her research, students who
were Japanese heritage speakers helped organize a Japanese festival. The study showed an
increase in the students’ affinity toward Japanese language and culture. Fujie (2019) coordinated
a Japanese after-school program for university student-learners of Japanese and Japanese
children of the surrounding community. The university student-participants applied their
Japanese skills to help Japanese children with their schoolwork. Fujie (2019) reported that
student-participants have increased various kinds of motivations toward learning Japanese. For
example, while the main aim of most students was to develop their Japanese language skills,
building friendships with Japanese community members also helped build their motivation
toward learning Japanese (Fujie, 2019).

Japanese service-learning courses are also offered at universities in Japan. For example,
Kurokawa (2009, 2012) had international students studying in Japan visit elderly housing to
listen and record the residents’ life stories and write biographies for them. The students were
asked to regularly reflect on their experience. Kurokawa (2012) conducted post-course
interviews with the students. The results revealed benefits such as students’ improved Japanese
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writing skills and developing a feeling of being a meaningful part of the community (Kurokawa,
2012). In Ide and Doi’s (2016) study, students visited childcare facilities to introduce languages
and cultures of their home country to children. Their results suggest that students were able to
feel self-growth and improve their Japanese language skills after reflecting on their experiences.
(Ide and Doi, 2016) From the previous studies, it is clear that language service-learning has
various benefits for the participating students, and that there is a need in the field to record more
model cases in Japanese language service-learning.

2.3 Language education and intercultural competence

Scholars have used varying terms and definitions for the term intercultural competence. Fantini
(2009) discussed variance of terms such as intercultural competence, global competence, and
intercultural sensitivity. According to Deardorff (2012a), the term intercultural competence is
commonly used in the related studies and is applicable in any intercultural situation. A general
definition of intercultural competence which has received scholarly recognition is "effective and
appropriate behavior and communication in intercultural situations." (Deardorff, 2009:33)

Intercultural competence is strongly relevant to language education. The American
Council on Teaching of Foreign Languages (ACTFL) provides resources focused on intercultural
communicative competence (ICC), namely the NCSSFL-ACTFL Can-Do Statements for
language educators (ACTFL, n.d.). The statements aim to identify and set goals for language
educators and learners to develop ICC proficiency. ACTFL refers to ICC as "the ability to
interact effectively and appropriately with people from other language and cultural backgrounds"
(ACTFL, n.d.). Aside from ACTFL, the significance of ICC in language education is discussed
by scholars since the 1990s (e.g., Alred et al., 2006; Byram, 1997; Byram & Wagner, 2018;
Deardorff, 2009; Deardorff, 2012a). For example, Byram and Wagner (2018) state how language
teaching has a responsibility to prepare learners for interaction with people of other cultural
backgrounds, teaching them skills and attitudes as well as knowledge. In addition, Deardorff
(2012a) states the important difference between teaching a target language and promoting an
understanding in the target culture. Learning about grammar and vocabulary or meeting someone
speaking the target language does not automatically promote and/or teach intercultural
understanding skills. Instead, intercultural communication skills must be explicitly taught and
practiced (Deardorff, 2012a). Tokui (2002) coordinated courses in Japanese universities about
intercultural understanding and communication, inviting both domestic and international students
to enroll. Tokui (2002) reported students’ feedback that revealed students’ realizations about
cultural behaviors of their own and others as a result of explicit intercultural discussions. In
addition, the quotes also revealed increased intercultural understanding, as some students began
seeing certain behaviors as cultural differences rather than strange behaviors.

2.4 Relevance between intercultural competence and service-learning

According to Byram and Wagner (2018), one effective approach to teaching intercultural
citizenship is through an action-oriented approach, such as service-learning. Intercultural service-
learning (ISL) is a type of service-learning that integrates intercultural learning objectives and
principles, involving interaction between students and cultural groups other than their own
(Rauschert & Byram, 2018). One model that represents the development of intercultural
competence is Deardorff’s (2006) Process Model of Intercultural Competence. (Figure 2)
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According to Deardorff’s (2006) model, intercultural competence develops through the process
of four components: Attitudes; Knowledge, Comprehension, and Skills; Desired Internal
Outcome; and Desired External Outcome. There are two notable features of the model in terms
of language education and service-learning. First, it aligns with the notion that language
education itself will not teach students intercultural competence and thus such knowledge must
be explicitly taught (Deardorff, 2012a). Second, the cyclical process of Deardorff’s (2006) model
aligns with service-learning’s cyclical process of experience and reflection, as presented by
Kolb’s (1984) experiential learning cycle. In other words, both service-learning pedagogy and
the development process of intercultural competence are based on a cyclical model that repeats
experience and reflection.

Based on previous studies, the author hypothesized that offering an intercultural service-
learning program at an American university would benefit Japanese language learners to develop
their language skills and intercultural competence.

=N\ Iindividual

Interaction
Figure 2: Process Model of Intercultural Competence (Deardorff, 2006)

3. Japanese intercultural service-learning
3.1 Overview

The author began organizing a new service-learning program, Japanese-English Language
Exchange, at Purdue University. The university has over 300 students enrolled in Japanese
courses, including some in an advanced level. In particular, students at the intermediate to
advanced level often seek a place to practice and apply their Japanese skills outside of the
classroom and to have an opportunity to meet Japanese speakers other than their classmates and
their teachers. There is also a population of Japanese families residing in the surrounding
community, often for temporary job posts and academic careers. Such families often need help
learning the language and culture of their temporary home. They also often seek connections
outside of the Japanese community to enrich their experience. In summary, there are needs for
both the university students and the community members, which a service-learning program can
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satisfy. In the Japanese-English Language Exchange, student-learners of Japanese and adult
Japanese members of the community met weekly to engage in conversation about certain topics
while practicing communicating in each other's language.

Japanese-English Language Exchange was designed, taking into consideration the
conclusions from the service-learning program in Fujie’s (2019) study. First, the after-school
program at the center of the study lacked precise objectives. Second, the use of Japanese
language was not always the focus depending on the Japanese children's needs. Therefore, the
student-volunteers did not receive equal chances to practice their language skills. Third, since the
after-school program was a volunteer-based program without course credit, instruction
opportunities were limited. In summary, the after-school program lacked a specific discipline and
an appropriate pace of instruction (Fujie, 2019). Japanese-English Language Exchange was
planned as a credit-bearing course that allowed adequate time of instruction by focusing on the
specific discipline of intercultural communication. In addition, having adult participants allowed
for pre-planning by avoiding the unpredictable nature of children's schoolwork. Adult
participants also enabled equal distribution of time for participants to practice each other’s
language.

3.2 Design of the Japanese-English Language Exchange

The author organized a pilot version of Japanese-English Language Exchange in the summer and
fall 2019 semesters. A university student and a Japanese adult engaged in weekly conversation
sessions on a pre-decided topic. Conversation topics included hometowns, traveling, and
hobbies, based on the responses to the pre-program questionnaire. Pre-decided topics allowed
participants to prepare ideas and questions to ask during the sessions. Each session consisted of a
30-minute conversation in Japanese and a 30-minute conversation in English. The program met
participants’ needs of practicing their target languages, getting to know each other, and
exchanging interesting information from each other’s culture. Japanese instructors sent a
recruitment announcement to the students who recently completed the second-year and third-
year Japanese courses. The pilot programs were non-credit bearing and volunteer based. The
author sent the recruitment announcement to Japanese community residents.

Prior to the first conversation session, students participated in a one-hour-long
orientation. The orientation covered basic concepts of service-learning and intercultural
communication. As a practice of intercultural communication skill, the students were taught the
Observe, State, Explore, Evaluate (OSEE) Tool (Deardorff, 2012b). The tool was chosen
because it provides a useful model to look at any situation beyond assumptions. While it is
similar to a more well-known describe, interpret, evaluate (DIE) tool, the OSEE tool adds an
important step at the beginning, which is to observe and listen to the situation before making any
judgements. The students practiced using the tool by observing a video clip of naturally
occurring Japanese conversation. After each conversation session, students completed reflection
writing and engaged in a brief discussion based on the reflection writing. The author provided
written feedback on student's reflections each time.

The pilot programs were mostly successful, judging based on the participants’ positive
feedback. However, because the pilot program was a volunteer-based program, instruction
opportunity was limited. In addition, the author could not oversee all the participating pairs,
which occasionally led to unbalanced distribution of time to use each other's language. These
two main issues were resolved in a credit-bearing course that incorporated the program. Regular
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class meetings allowed for adequate pace of instruction. The author attended the first meeting
together with the students to ensure the flow of each meeting. In addition, students submitted
their recordings of each meeting to ensure attendance. The following section provides the details
of the Japanese intercultural service-learning course, which was a credit-bearing course that
integrated the above-mentioned Japanese-English Language Exchange activity.

4 Japanese Intercultural Service-learning Course
4.1 Course Summary

The author coordinated a Japanese course JPNS 490-006 Communication Skills in Service-
learning during the spring 2020 semester. The main aim of the course was for students to
develop intercultural competence through a combination of classroom instruction and the
Japanese-English Language Exchange service-learning program. The 15-week course targeted
advanced level learners with a prerequisite of two years of Japanese language courses. There was
no prerequisite for knowledge or experience regarding intercultural communication. The author
conducted the course mostly in Japanese including the lectures, discussions, and assignments.
Nine students enrolled in the course: four in the third-year general Japanese language course,
three in the fourth-year course, and two who had previously completed the fourth-year course.
Both domestic and international students were enrolled. Grades were given based on students’
participation in weekly service-learning sessions and class, as well as completion of tasks
including their weekly assignments, weekly reflection writings, and the final portfolio. Since the
course’s primary focus was development of intercultural communication skills, there was no
instruction on grammar.

4.2 Course Description
The course is described as follows (Fujie, 2020):

The course aims to introduce students to the concept of intercultural
communication and related skills, especially in the Japanese language and English
language social contexts. They will solidify the fundamental knowledge built in
the language classes, while building their sociocultural skills to complete
authentic tasks. Throughout this course, students will be able to:

e Provide their ideas and opinions in their own words in various methods,
including classroom discussions and reflection writings.

e Observe and interpret sociocultural situations through periodically
reflecting on their service-learning sessions and classroom practices.

e Perform communication-based tasks through understanding the topic and
content and corresponding by asking and answering questions in a familiar
setting.

e Build their idea of intercultural communication through exchanging ideas
with their language partner and classmates.

Table 1 shows the overall weekly schedule of the course. The left column indicates the
topics covered in the classroom. The classroom topics were mainly based on Yashiro, et al.
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(2001) and Tokui (2002). These books were chosen as the main references because they cover
major topics related to intercultural communication with simple exercises suitable for
introductory learning of the subject. In addition, both books are written in Japanese and include
examples involving intercultural situations with Japanese individuals, making the books suitable
for a course conducted primarily in Japanese. The exercises from the books are often used as
assignments and class activities, but the wording was adjusted as necessary to match the
students’ Japanese level.
The right column of Table 1 shows the topics of Japanese-English Language Exchange
between the students and the Japanese community members. The conversation topics were
decided by students’ discussions. The last two weeks of language exchange sessions did not have
a uniform topic for the class. Instead, each pair chose their own conversation topic. Since each
pair had become familiar with each other by the eighth meeting, it was likely for the pairs to
have a unique topic they wanted to talk about.

Week Classroom topics/activities Language Exchange (service-learning)
1 Course orientation Preparation
2 “Intercultural Communication” Self-introduction by e-mail
“Culture”
3 “Intercultural Communication” — Hometown
“communication” / Idea of “myself”
4 “Intercultural Communication” Hobbies
Idea of “self”
5 Communication styles Traveling
6 Verbal communication Holidays
(complementing, scolding)
7 Verbal communication Food culture
(apologizing, inviting, declining)
Non-verbal communication
8 Non-verbal communication Education
9 Non-verbal communication Culture shock
10 Value Proverbs
11 Value Free topic for each pair
12 Case study / Empathy Free topic for each pair
13 Case study / Assertive communication (optional meeting)
14 Final Presentation (optional meeting)
15 Overall reflection Final portfolio to be submitted during the
final exam week

Table 1: Course overview

The overall flow of each week consisted of the four points as listed below. The flow was
designed as a cyclical process following the Process Model of Intercultural Competence by
Deardorff (2006) and the Experiential Learning Cycle by Kolb (1984).

1. Students were given preview assignments. The preview assignments often asked students
to read about a certain topic and to intentionally observe their own behavior and provide

reasoning behind that behavior.
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2. Inthe first 5 to 10 minutes of the class, students shared their previous service-learning
session experience. Then, the rest of the class time was used for discussions based on the
assignments, lectures, and practices on intercultural communication skills.

3. After students had an opportunity to discuss and practice a certain topic on Tuesday
during class, students met with their Japanese partners on Wednesday, Thursday, or
Friday for a Japanese-English Language Exchange. Thus, students engaged in
conversation while focusing on certain intercultural communication skills. For example,
during the week that focused on non-verbal communication, students paid attention to
their own eye contact behavior and gestures as well as their partner’s.

4. Students shared their reflection on the course learning management system’s (LMS)
discussion board. Reflection prompts were semi-structured based on Waguri (2010) with
slight changes to suit each week’s topic. Students read and commented on each other’s
reflections to give advice and encourage each other. The instructor provided collective
feedback during the following class.

In addition to a certain topic covered in each class, the author implemented a central
theme throughout the semester: for students to regularly practice observing their own and other
cultural views. This is to provide practice thinking about the reasoning behind certain behaviors
instead of immediately judging based on one’s own cultural norms. Building a habit of taking a
moment to observe a situation is an important step to build intercultural competence, as jumping
to judgement based on one’s own norms is often a source of intercultural conflict (Berardo &
Deardorff, 2012; Tokui, 2002; Yashiro et al., 2001). Students practiced this through assignments
and classroom discussions. For example, students regularly reflected and observed their own
behavior related to a topic, such as describing their idea of a comfortable distance while having a
conversation with others. They then shared their answers and reasonings in class, often leading to
further discussions. In addition, students were introduced to the OSEE Tool (Deardorff, 2012b)
at the beginning of the semester and practiced during the first two classes using photos and
videos from Japan. The students were re-introduced to the tool near the end of the semester to
analyze case studies using the OSEE tool. The author chose the cases from Intercultural
Communication through Case Studies (Kume & Hasegawa, 2007), which introduces intercultural
cases involving Japanese individuals, followed by discussion questions. The class discussions
used two cases: a case of a Japanese student studying abroad in the U.S., and a case of an
American adult beginning a career to teach English in Japan. The two cases were chosen because
they were closely relatable for the students compared to other cases discussed in the book.

Due to the COVID-19 pandemic, the author changed the course format for the last five
weeks of the semester. First, physical classroom discussions were shifted to an online discussion
board on the course LMS. Second, the Japanese-English Language Exchange was shifted from
physical meetings to synchronous video calls using services such as Google Hangout.
Nevertheless, the course ran without any major issues.

To conclude the course, students completed a final portfolio reflecting on their overall
experience during the semester. The portfolio also provided their own definition of intercultural
communication. In place of a final presentation in class, students created a PowerPoint
presentation summarizing their final portfolio. They submitted the presentation as a voice-over
video on YouTube using an unlisted link. While the class could not physically meet, students
watched and commented on each other’s videos. Students also replied to any comments they
received to ensure they read each other’s feedback. They applied ideas from the comments as
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necessary to revise their final portfolio. Overall, students demonstrated their understanding of
intercultural competence. As part of their final portfolio, students were able to explain specific
topics with examples, such as the meaning of “self,” “communication,” or “culture.” In addition,
students formed their own idea of intercultural communication using the examples from
classroom discussions and their own life experiences.

5. Student Feedback
5.1 Overview and Method

Overall, the course received positive written feedback from students (no statistics were provided
due to the change in evaluation forms in response to the pandemic). The author collected
students’ weekly reflection writings, survey responses, and interview responses to determine the
effectiveness of the course. The aforementioned tasks aimed to determine if students were able to
gain and develop intercultural communication skills throughout the semester, and to discover
points for future improvement. This paper will report based on the students’ interview responses
only.

The author sent out an invitation e-mail to the students asking for participation in a post-
course individual interview and survey after the final grade submission. Two out of nine students
agreed to participate. The two students were both in their early twenties. Student A was a junior
who was in the third-year Japanese language course. Student B was a graduating senior who was
in the fourth-year Japanese language course. In order to note evidence of the above mentioned
aims, the author conducted qualitative analysis using Deardorff’s (2006) Process Model of
Intercultural Competence as an analysis scheme, which consisted of: 1. Requisite attitudes
(respect, openness, curiosity, and discovery); 2. Knowledge and comprehension; 3. Skills (to
listen, observe, and interpret; to analyze, evaluate, and relate); 4. Desired internal outcome; and
5. Desired external outcome (see Table 2). This analysis scheme was effectively used to organize
qualitative data in the study by Spooner-Lane, et al.(2013), which focused on intercultural
service-learning between Malaysian and Australian pre-service teachers. The author
hypothesized that the scheme is effective for this study as well, as the course was developed
based on Deardorff’s (2006) model. The following section will report students’ interview
responses based on the elements shown in Table 2.

Element of
intercultural Indicators
competence

\(i) Respect (valuing other cultures, cultural diversity) \

(1) Requisite attitudes ||(ii) Openness (to intercultural learning and to people from other
cultures, withholding judgment)

\(iii) Curiosity and discovery (tolerating ambiguity and uncertainty). \

(1) Cultural self-awareness, deep understanding, and knowledge of
(2) Knowledge and culture (including contexts, role, and impact of culture and others’
comprehension world views)

\(ii) Culture-specific information
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| [(ii) Sociolinguistic awareness |
\(i) To listen, observe, and interpret |
(ii) To analyse, evaluate, and relate |
\Informed frame of referenceffilter shift: \

(i) Adaptability (to difference communication styles and behaviours;
adjustment to new cultural environments)

(ii) Flexibility (selecting and using appropriate communication styles
and behaviours; cognitive flexibility)

(iii) Ethnorelative view |
[(iv) Empathy |

Behaving and communicating effectively and appropriately (based on
one’s intercultural knowledge, skills, and attitudes) to achieve one’s
goals to some degree.

(3) Skills

(4) Desired internal
outcome

(5) Desired external
outcome

Table 2: Deardorff’s elements of intercultural competence (from Spooner-Lane, et al,
2013: 3)

5.2 Results
5.2.1 (1) Requisite attitudes

Prior to the course, the students already had indication of (1) requisite attitudes, especially their
(i) openness to new learning. In the interview, student-participants were first asked about their
motivations for taking the course. Both Student A and Student B mentioned they were interested
in the hands-on experience of the language exchange activity with a Japanese partner and were
not originally interested in the course topic. The author also asked if they were familiar with
intercultural competence or intercultural communications at the beginning of the semester. They
both had heard of intercultural communication; however, they did not have a clear idea of what it
was. When asked what it means to be "intercultural,” Student A's idea was to talk with people
from a different country. This exemplifies that Student A primarily viewed cultural differences
based on an individual’s nationality. Student B’s idea was that “BL 823K 7 Z & (respect is
an important factor).” Student B originally did not have any ideas other than the importance of
respecting each other, adding that they had newly learned specific terms such as the iceberg
model of culturet in the class. Although lacking specific knowledge, both Student A and Student
B were ready and interested in the topic of intercultural competence.

Both students mentioned that through discussions with their classmates in class and on
the online discussion board, they noticed that what they used to think was normal was not
necessarily normal. For example, Student A commented that “H 7> & 133E S ZE 23 H 5 2 &3
W7 DHiZ L H - 72, (I learned how normal it is for ideas other than my own to exist).” In
addition, Student A and Student B both commented that they began to look forward to learning
various ways of thinking other than their own. This in turn relates to the first aspect of curiosity
and openness to learn about other cultural norms.
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5.2.2 (2) Knowledge and comprehension

Overall, students showed some indicators of (2) Knowledge and comprehension, particularly (ii)
culture specific information and (iii) sociolinguistic awareness. Both students were able to
provide clear examples of intercultural communication skills instead of the vague images they
had at the beginning of the semester. For example, when they were asked to share some factors
to consider in an intercultural conversation, they mentioned specific terms discussed in the
course such as “ A & D (distance from the interlocutor)” and “~¥ 7 5 && (paralanguage).”
Student A did not think of these factors prior to the course, but they now think about the term
and began sharing these ideas with their friends outside of the class. This indicates Student A's
genuine interest and understanding toward certain topics covered in the course. They also both
commented on learning culture-specific information from conversations with their partners. They
found the conversation helpful to learn about specific topics since they could ask additional
questions to their partner.

The students also seemed to have deepened their idea of “intercultural.” At the beginning
of the semester, Student A focused on an individual's nationality, and Student B focused on
importance of respect, although the explanation of that keyword was unclear. Both students
commented that after the semester, they began questioning who “the other” is in the context of
intercultural communication. This shows their development of the skill to see and acknowledge
various factors that form different cultures. Student B provided an example to explain
communication between people from different cultures; “intercultural” communication seems to
be between two people from different countries, but even if two people are from the same state
of the same country, they might have different values if they are from a different university -
they may have different values that are influenced by each university's unique culture.

5.2.3 (3) Skills

The students seemed to have built (3) Skills to some extent, especially in terms of their abilities
to (i) observe and (ii) evaluate. Student A mentioned that in intercultural communication, “tH¥
DITENZ B L 725 2R v & B9 (1think it's better to understand the interlocutor's
behavior).” Student B similarly commented on intercultural communication saying “fth ® > {t. %
HFET2AFN Y —T7 2R F LB TCH—T7 2RO THRZTNE LR V-F
T U2 C, REZBZU LT, thoW&dF =y 732D 3H KU (The
skill to understand other cultures...one has to not only look at the surface, but also underneath the
surface...not only the language, not only external appearances, it’s also important to check other
ideas).” These comments show students’ developed understanding and skills about evaluating
possible reasons behind certain behaviors. These responses also indicate their growth in (1)
Requisite attitude, showing greater openness by intentionally withholding judgment.

5.2.4 (4) Desired internal outcome and (5) Desired external outcome

Some quotes from the interview responses indicated elements of (4) Desired internal outcome,
specifically (ii) flexibility in Student A and Student B's communication style. They both found it
useful to have learned the concepts covered in the course. They both mentioned comments
related to the change in their communication styles in intercultural situations. After the course,
Student A thought that in an intercultural situation, it is important to “& W\ 7z WIKFIZE 5 Z & 23

191



K= (It is important to speak out on what you want to communicate about),” rather than to
assume their partner’s understanding based on one’s cultural norms. Student B also added that
they used to feel uncertain about their skills to communicate with their partner, but they built a
mindset “FTL 2 L LHID W LRI & WvwI~4 v Fx v b+ (amindset to ask about
things that are new or unknown)” through weekly practice. Overall, both Student A and Student
B showed (5) Desired external outcome (behaving and communicating effectively and
appropriately) in that they used the combinations of the prior four elements to better
communicate with their conversation partners. However, it is impossible to determine to what
extent they have developed their intercultural communication skills. Future analysis, especially
on the students’ survey responses, may better explain the students’ (5) Desired external outcome.

5.2.5 Benefits Outside of the Elements

The students mentioned additional benefits they gained through the service-learning activity with
their Japanese partners. They both commented on practicing and improving Japanese
conversation skills by preparing weekly topics and speaking about them with their conversation
partner. They found it enjoyable to ask and learn about cultural topics from their conversation
partners in more detail than they would in classes. They also mentioned that they built
friendships with their conversation partners throughout the semester, which made
communication feel easier. Student B mentioned that through weekly conversations, they gained
confidence to communicate in Japanese. They might have gained confidence from having regular
opportunities to practice speaking in Japanese and receiving positive feedback from their partner.
This aligns with the results from the Japanese after-school program when a student commented
on their enhanced self-confidence toward Japanese communication skills (Fujie, 2019).

6 Analysis and Conclusion

Overall, the students’ interview responses indicate the growth of their intercultural competence
as a result of the course. Unlike the vague image they held toward the subject at the beginning of
the semester, they were able to clarify specific terms and examples related to intercultural
competence. In addition, they overall found it useful to have learned and built intercultural
communication skills. Periodic discussion and reflection on one’s own cultural norms seemed to
have helped develop students’ skills to objectively observe intercultural situations. This is
exemplified from their comments that they started to look forward to learning a different way of
thinking.

It is notable that students primarily indicated the two elements in the interview: (2)
Knowledge and Comprehension and (3) Skills. It is possible that students lacked the opportunity
to practice (4) Desired internal outcome, such as how to be flexible or how to practice empathy
in intercultural situations. The course introduced the topic of empathy and assertive
communications with specific examples, but they were introduced after the course moved to
online format. Because students lacked chances to engage in classroom discussions, it is possible
they may have overlooked these aspects of intercultural competence. However, it is also possible
that the lack of (4) Desired internal outcome may be because students focused on talking about
classroom topics, which were more related to (2) Knowledge and Comprehension and (3) Skills.
Such topics may have been easier to mention with clear examples since the course explicitly
covered terms indicative of (2) Knowledge and Comprehension and (3) Skills. In the future, the
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interview questions need improvements for students to more freely express their opinions about
their overall experience outside of the classroom. In addition, further analysis of their reflection
writings and survey responses is necessary to determine if any indicators of (4) Desired internal
outcome and (5) Desired external outcome exists.

Students’ responses revealed some aspects of the course which must be improved in the
future. First, it seemed that students only gained superficial understanding of some of the topics
of intercultural communication. This is likely due to the course covering multiple topics
throughout the semester. To improve this aspect, some topics may be eliminated to allow more
in-depth discussion on fewer topics. In addition, repeating a specific practice, such as using the
OSEE Tool (Deardorff, 2012b), might be effective. For example, an instructor may format an
assignment based on the OSEE Tool so that students can practice using the tool weekly rather
than only at the beginning and the end of the semester. In fact, Student A did not remember
learning about the OSEE Tool at the beginning of the semester and thought it was a new tool
when it was re-introduced at the end of the semester. It might have helped the students more if
there was a midterm portfolio assignment to reflect on what they had learned by that point.

Students also pointed out that some topics were difficult to understand. Student A
recommended that explanations with specific examples would have helped. The author included
specific examples when introducing a new topic, but it is possible that some examples were
outdated or not relatable for the students, considering the main resources were from 2001 and
2002. It seemed that students understood better when the author used an updated or local
example. It may be necessary to evaluate all the examples to better adapt to the needs of the
students.

While future improvements are necessary, the Japanese intercultural service-learning
course discussed in this paper was overall successful. Further analysis on students’ survey
responses and reflection writings is necessary to better understand the course’s efficacy. It is
hoped that the course description provided in this paper serves as a possible reference for
educators and researchers interested in designing a Japanese intercultural service-learning course
in future.

Notes
1. Hall (1976) used the analogy of iceberg to explain how objective parts of cultures are only the tip of the iceberg,
and the subjective parts of cultures are hidden underwater.
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There are quite a few Western superstitions, most of which originate from early European
and American history. One of them is that black cats bring bad luck, but there are many
others. Personally, [ don’t buy into a lot of superstitions, but one that I do believe in I learned
from my Italian family. In Italy, it is common to touch metal with two fingers when talking
about potential bad things that you don’t want to happen, and is similar to knocking on wood,
which I also buy into.
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e Write the information that is given in the article jn English, in the space provided next to the detail - -
24 YA S I Ad A robber entered his house and he was not The robber stole his stuff and
below. < 22 EALL
/ b o/ ) happy. left his room messy.
A. What is main character’ s job? buge fhing b Cfl o
L 2
- . W RN Joo o — - Fn -
B. How much is “the plate* for cat feeding in this story? — 25 Va# LA 7efpte | His things were taken without his permission. | Lots of things were taken
C. How much the main character want to pay for the cat? Jry including his bike, camera, and
< RenzLi,
computer.

D. Why the tea house owner use expensive plate for cat feeding?
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Please underfine main character’s emotion and movement of heart. Then complete the chart below.
Tiustration to each situation
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After reading: please share your opinion on this topic. Use supporting details from the text.

I don"t helieve in yakudoshi hecause I am 20 which is in the yakudoshi age range for women and
nothing bad has happened to me. I believe superstitions have more power the more we believe
in them like the placebo effect in medicine. We want something to happen and believe

will, so therefore it occurs.

4] 10 TJEE] Ic2o W T DK 1

After reading: please share your opinion on this topic. Use supporting details from the text.

[ thought this story was very interesting, especially as a superstitious person. I feel it is true for most
people that they don't believe in these sorts of things until it happens to them, so this was very
interesting to read about. I also know very little about most Japanese superstitions, so I liked learning

about these ones.
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“The translation portion of the interview project, for me, was helpful in a few ways. One was finding
ways to try and make equivalences for phrases that we had not learned or just didn’t naturally fit into
Japanese all that well. It also forced me to problem solve and incorporate various grammar points that we
had been learning in ways that I otherwise wouldn’t have by just using what was in the textbook. There is
also the added benefit of being able to see real progress from where I had started. Being able to say “Oh
hey! I can do this!” was a very rewarding and fun experience.”
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Curriculum Change to Address Students’ Diverse Needs and
Proficiency Levels

Tomomi Kakegawa (University of Wisconsin-Eau Claire)

Abstract

This paper describes an attempt to create a course that meets learners’ diverse learning styles, interests, and
proficiency levels. In addition to addressing these differences among students, this curriculum change also allows
programs to offer an upper level course in a small Japanese program facing budgetary restrictions. Traditionally,
students go through Japanese 101, 102, 201 and so on without skipping any courses. This curriculum design is
problematic when not enough students can continue to upper level courses, resulting in cancellations due to low
enrollment. By creating a course that meets learners’ diverse needs, Japanese 302 in Spring 2020 was able to
include, with the instructor’s permission, any students who had taken up to Japanese 201. To address students’
different proficiency levels as well as diverse learning styles and interests, a curriculum using extensive and
intensive reading was implemented, combined with hybrid/individualized instruction, allowing each student to
progress at their own speed and level. Each student kept an electronic portfolio which included their reading logs,
vocabulary and kanji lists, and a self-reflection of what they learned. This paper includes details of course structure,
data collected from students’ feedback, and the instructor’s reflections on the course.

Keywords: curriculum change, extensive reading, individualized instruction

1. Introduction

Many college instructors at public institutions have experienced growing pressure to increase
student enrollment in their courses due to budgetary constraints. Economic consideration for
classes in higher education requires courses to be filled with a certain number of students. In the
case of language classes, the pedagogy of which requires a small class size, such a requirement
creates serious problems for continuation of the classes.

Students learn a target language first in an introductory class, then move on to the next
level, and so forth. They are expected to learn the same content at the same pace, despite the fact
that they have different interests, capabilities, personal traits, and learning styles. Some students
may not be able to learn as quickly as others in the same course. Should we just expect them to
spend more time outside of class to catch up to the others? That is what we seem to do so that we
can move the class forward at a certain pace. This system allows us to offer courses in sequence
of Japanese 101, 102, 201, 202, and so forth, although course numbers may vary depending on
the institution. Higher level courses require a student’s mastery of the content of the lower level
courses in order to be successful. In reality, students may pass a course with a D and go on to the
next level and then the next. Some students stop taking a language course when they realize the
discrepancy between their language skill and the class targets was too great, but some endure the
struggle and try to continue. As a result, an advanced class is often composed of students with
widely varied language proficiencies. Yet, if the course is designed for an advanced level, the
students who are less prepared for the course will struggle to keep up with the class. This
discourages some students from continuing their studies.

In addition to the fact that the content of advanced courses gets more difficult, there are
other potential reasons for low enrollment in advanced courses. For example, if a student starts
taking Japanese when they are a first year student or a sophomore, demands from their major
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tend to cause scheduling conflicts in their third year, making it difficult to fit Japanese into their
studies. Additionally, after having taken two years of Japanese, some of the students are at the
point of graduation. Furthermore, it is common for students to study abroad after taking two
years of Japanese, hence taking advanced courses at the study abroad site. All of these situations
lead to low enrollment in third year Japanese (and beyond third year when offered).

To address some of these problems, | designed and piloted a new curriculum in Japanese
302 (a 6™ semester Japanese course) in Spring 2020. To reduce scheduling conflicts, the course
was changed to a hybrid format. To increase enrollment, the prerequisite for 302, which is 301,
was removed. Students who had taken 201 were allowed to take 302 with the instructor’s
permission. To address varying degrees of proficiency among students and their diverse interests
and learning styles, the course did not require a fixed textbook and there was no predetermined
content that had to be learned by everyone. Instead, the course focused on self-directed learning
through intensive reading, extensive reading and one-on-one meetings with the instructor. Only
four students took Japanese 302 when it was last offered in Spring 2017. With the new
curriculum, nine students were able to enroll in the course, although three had to drop the course
before the end of the semester due to various reasons such as excessive workload, mental health,
and family issues. Without the curriculum change allowing students from 201 to take the course,
only three of the students from the Fall 2019 offering of Japanese 301 could have taken the
course. This change clearly helped increase enrollment.

The newly developed curriculum and the feedback from students about various
components of the course are discussed in the following sections. | collected student feedback
via an anonymous online survey, which was sent to all seven students who were enrolled in
Japanese 302, and six students responded. The survey asked various questions about the course
focusing on the first half of the semester when the course was not affected by the COVID-19
pandemic and it still had in person face-to-face time. (See appendix 1 for the survey questions.)

2. New Curriculum.
Details of the newly developed curriculum are described in the following sub-sections.
2.1 An overview of the course

The required components of the course and their weight in the final grade were as follows:

Class Participation on Wednesday and Friday (F2F) 5%
Weekly Individual Instruction Participation 5%
Extensive & Intensive Reading 15%
Vocabulary List 10%
Kanji List 10%
Quizzes (Kanji & Vocab) 10%
Book Introduction Video 10%
Mini Performances 5%
Story Writing and Sharing 10%
Free topic presentation 5%
Oral Proficiency Tests 5%

E-Portfolio with Reflection paper 10%
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| shared a draft version of the course requirements and how they weigh into the final grade with
the students at the beginning of the semester. Then, students changed how each requirement was
weighed after discussing it among themselves. | chose this approach because involving students
in course design has been shown to increase levels of student engagement, a sense of personal
accountability and student empowerment (Jafar, 2016).

The course was a four-credit hybrid course which met face-to-face twice a week on
Wednesdays and Fridays. Additionally, the students were required to study for a minimum of
two hours per day on Tuesdays and Thursdays, although they were allowed to put in those
additional hours of study on any days of the week depending on their schedule. They noted what
and how long they studied in their daily record. The course introduced several textbooks and
online learning sites for the students to choose from for their self-directed study time (see
appendix 2). Each student also met with their instructor individually on Tuesdays or Thursdays
for 15 minutes every other week. During those meetings, we addressed any difficulty the
students were having with their self-directed study materials or practiced conversations or role
plays.

The face-to-face classes were structured to have time at the beginning and end of each
class for students to interact with each other in Japanese. This time was used to allow students to
talk about what they had read and studied, or for discussing upcoming group projects. Since each
student’s language skills varied, some students used English depending on the topic during these
interactions. During the middle portion of each class, students worked on learning grammar with
a textbook they selected, and engaged in extensive or intensive reading. This allowed the
instructor to give special attention to a few students in each class to address those students’
weaknesses and practice with them individually.

2.2 Extensive and Intensive Reading

For extensive reading, the students were instructed to choose books they could easily read
without using a dictionary, and to keep a reading log (see appendix 3). The reading log is meant
to be a quick recording of what they have read rather than a measure of their reading
comprehension.

For intensive reading, the students were instructed to read short but more challenging
reading materials, paying attention to sentence structure, vocabulary and kanji. They were
required to keep intensive notes with a summary of their reading, and Japanese to English
translation of any parts of the reading they were not sure if they comprehended correctly (see
appendix 4). This gave the instructor a way to check if students were understanding their reading
material and where they had problems. The instructor made corrections to their translations and
provided feedback on difficult sentence structures. Students also filled out a vocabulary and kanyji
list from each week’s intensive reading, compiling ten vocabulary and kanji words to be quizzed
on (see appendix 5). The list from the previous week was due on Tuesday, which was then
checked for accuracy. After receiving feedback on their list, they were quizzed on the items on
the list every Friday. These quizzes were all individualized since each student created vocabulary
and kanji lists.

The students were required to engage in extensive and intensive readings at least two
hours each week, but they were allowed to choose how much of each they would do. Some
students preferred extensive reading and others preferred intensive reading, so the amount of
time spent on each type of reading varied from one student to another. The post-semester survey
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included a question about students’ preferences for extensive or intensive reading. The students’
responses showed that exactly half preferred extensive reading while the other half preferred
intensive reading. Many researchers have reported the positive effects of extensive and intensive
reading on learners’ reading, speaking, listening and writing skills (Davis, 1995; Leung, 2002;
Safaeia & Bulca, 2013; and Susser & Robb, 1990). An important detail to consider in the course
design is that reading approach appeals to different students depending on their interests,
learning styles, and reading habits. Furthermore, the same student may prefer one approach over
the other depending on their mood and circumstances on a particular day. Also, Park et.al (2017)
found that extensive reading was significantly more beneficial than intensive reading for learning
vocabulary. However, the researchers also found that the impact of extensive and intensive
reading was different depending on the learner’s proficiency level: while intermediate and
advanced level learners benefited more from extensive reading, intensive reading was more
beneficial to low level learners. In a mixed-level classroom, | believe that it is important for each
student to be able to choose learning activities that are appropriate for their own level. By
requiring both types of reading but letting students decide how much to focus on each type each
week, they all benefited from the readings that were more useful to them.

When asked to explain why they preferred extensive reading over intensive reading, two
of the three students who responded to the survey wrote that it was because extensive reading
could help with speaking Japanese more fluently. On the other hand, when asked to explain why
they preferred intensive reading over extensive reading, their answers varied more. One said “I
find myself easily lost if I miss critical contextual details.” In other words, this student was not
good at guessing meanings from the context and found it difficult to read without a dictionary.
Another said, “I learn more words that way” and the last one said, “I absorb much more material
with intensive reading—it’s more difficult, but it’s also more rewarding!” These comments show
that some students prefer the ease of finding word meanings by looking up words in the
dictionary or analyzing a sentence structure to comprehend a sentence rather than depending on
the context to figure out meanings on their own.

When asked what intensive reading helped them learn in a multiple response question, six
of six students who responded to the survey chose vocabulary, four students chose new kanji and
sentence structures, and three students chose reading skills, as shown in Table 1 below.

Table 1. Perceived Effects of Intensive Reading

Intensive Reading (reading carefully, looking up words) helped me learn:
# Answer % Count

1 new kanji. 23.53% 4

2 vocabulary. 35.29% 6

3 sentence structures. 23.53% 4

4 reading skills. 17.65% 3

5 Other: 0.00% 0

Total 100% 17

On the other hand, when asked what extensive reading helped them learn, more students
chose reading skills, fewer students selected vocabulary, and no student thought it helped them
learn new kanji, as shown in Table 2.
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Table 2. Perceived Effects of Extensive Reading

Extensive Reading (reading a lot quickly) helped me learn:
# Answer % Count

1 new Kkanji. 0.00% 0

2 vocabulary. 30.77% 4

3 sentence structures. 30.77% 4

4 reading skills. 38.46% 5

5 Other: 0.00% 0

Total 100% 13

It is natural that students did not find extensive reading to be helpful for learning new kanji as
students were not supposed to use the dictionary to look up kanji and they were not instructed to
write down new kanji. The fact that a greater number of students thought intensive reading was
more helpful for learning vocabulary than extensive reading resonates with the study findings
from Wei (2006). Her study found that learners who engaged in extensive reading alone had a
harder time recalling the words they encountered in their readings compared to learners who
engaged in vocabulary exercises after engaging in extensive reading. If we wish to make
vocabulary acquisition one of the goals of extensive reading, Wei’s study suggests that the
curriculum should include activities that target vocabulary from students’ readings.

2.3 One-on-One Meeting

Before the university moved all instruction online due to the COVID-19 pandemic, each student
met with the instructor one-on-one for fifteen minutes every other week for conversation practice
and general discussion of their study progress. According to the survey, many students were
nervous when they met with the instructor. However, many of them also said that having one-on-
one time with the instructor made it easy to ask questions and motivated them to study, as shown
in Table 3.

Table 3. Student Response to One-on-One Meetings

Having one-on-one time with my teacher:

# Answer % Count
1 motivated me to study. 23.53% 4

2 helped me develop my oral proficiency. 17.65% 3

3 made me nervous. 23.53% 4

4 made it easy to ask questions. 29.41% 5

5 was inconvenient. 0.00% 0

6 Other: 5.88% 1

Total 100% 17

2.4 Weekly Video Posting

One of the major functions evaluated at the advanced level oral proficiency, according to the
ACTFL official OPI rating, is to narrate in the major time frames of past, present and future
(ACTFL, 2012). In order to encourage students to practice narrations, the class required them to
create video clips about various topics. Students were required to post two video clips per week,
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and although the assignment was called “Book Introduction Videos,” students were allowed to
talk about other things. This assignment aimed to give students a chance to practice speaking
when they were studying on their own outside the classroom. A template for the book
introduction was provided in the syllabus with some key phrases and structures so that students
would have something to follow initially, but I expected them to diverge from it once they got
comfortable (see appendix 7). | also wanted to encourage students to practice talking about
different topics, so the assignment instruction specified that they could talk about various topics,
including current news, how to make things, travel experiences, future plans, and so on, and the
instructions encouraged students to try to talk about different topics each time. However,
students continued to talk about only books during the first half of the semester, so in the second
half of the semester, | explicitly asked them to talk about steps to do something, i.e., to give
instructions. Although it would have pushed them more if they were required to talk about
different topics such as current news and past experiences to practice narration, in consideration
of the circumstances at the time, | kept the requirement simple. This occurred around the time
when the COVID-I9 pandemic had become a serious concern and the university had just
cancelled all face-to-face classes. For a hybrid class, the online portion was still expected to
continue, but the students were in transition from being on campus to going home and many
students were unsettled, so a major change in their study routine would not have been desirable.

Table 4. Feedback on Video Posting

Posting two videos per week was:

# Answer % Count
1 valuable learning experience. 20.00% 2

2 helpful for developing my oral proficiency. 30.00% 3

3 somewhat valuable learning experience. 20.00% 2

4 more time consuming than it is worth. 10.00% 1

5 Other: 20.00% 2

Total 100% 10

A multiple-choice question about posting two videos per week received varied responses,
as shown in Table 4. Two students thought it was a valuable learning experience, three thought it
was helpful for developing their oral proficiency, but one student thought it was more time
consuming than it was worth. In written comments, one student said, “I preferred making
instructional videos over describing books.” Another student commented, “I think the concept
was good, but as I mentioned before, I would have enjoyed more variability with the format.”
This student’s “mentioned before” comment refers to the following, which appeared earlier in
the survey: “I think replacing the weekly book reports/reviews with a more free-form structure
would give us the opportunity to practice expressing other sorts of material; requiring a 3-minute
speech comparable to what we'd present for nicchoku last semester could be a good alternative.”
In the previous semester, in Japanese 301, students took turns doing a nicchoku duty which
included giving a short speech about different topics: current news, instruction on how to make
something, instruction on how to do or play something, comparison of two or more things (pros
and cons), and a description of their favorite place. Since the aim of this assignment was to
develop students’ oral proficiency in narration outside of class, varying the format of this
assignment, posting a video, is difficult, but a podcast could be an alternative. This student’s
comment also suggests that | should have reminded students more often that they could create
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videos on different topics. In addition, the only template provided to them was for a book
introduction video; this may have contributed to students only posting videos about books they
read even though they were given the option to talk about other topics.

2.5 Mini Performances

Two activities, “Act It Out” and “Minidrama,” from Bamford & Day’s (2004) book titled
Extensive Reading Activities for Teaching Language were selected for the course. These
activities aimed to improve oral fluency and help students understand and analyze a story. For
the Act It Out activity, the students chose and acted out a scene from a book they read. The
Minidrama assignment required a group of students to write and perform a short drama/skit
based on a book of their choice. We were able to carry out “Act It Out,” but we had to cancel
“Minidrama” due to the COVID-19 pandemic.

Table 5. Feedback on Mini-Performance

Act-it-out (Acting out a scene from a story) was:

# | Answer % Count
1 | fun. 60% 6

2 | more work than it was worth. 0% 0

3 | helped me learn how to use new words. 20% 2

4 | helped me learn how to use Japanese sentence structures. | 0% 0

5 | helped me understand the story better. 20% 2

6 | Other: 0% 0

Total 100% 10

When the students were asked how they felt about “Act It Out” with a multiple response
question in the survey, everyone marked “fun,” as shown in Table 5. Two students chose “helped
me learn how to use new words” and “helped me understand the story better.”

The class only had eight students but their personalities ranged from very extroverted to
very introverted. Introverted people may prefer to work alone and may be afraid of failure (Cain,
2012), and hence, they may not enjoy a group performance type activity as much as extroverted
students. However, despite these tendencies, “Act It Out” was enjoyed by most students in this
class. There may be several reasons for the activity’s popularity: 1) Students were able to choose
their own story and which scene to act out in their groups, but each student filled out a worksheet
individually about a story that they wanted to act out before the group discussion. Thus, students
had time to discuss different stories they had read and to choose the most appropriate scene to act
out. 2) The students’ linguistic abilities and proficiency levels varied but they worked together to
compensate for each other’s weaknesses. As a result, they felt more confident about their
performance. 3) They rehearsed many times both in and outside of the class, both individually
and in groups. 4) When they performed their selected scene, their audience was small, and
everyone knew each other well. 5) Finally, this activity was a low-stakes assignment. It was
worth 5% of their final grade but no grade was assigned, i.e. everyone received full credit if they
had participated in the whole process of doing “Act It Out.”

216



2.6 Story Writing

The purpose of this assignment was to creatively use words, phrases and sentence structures
students learned from their readings. The students were informed that the story they created
would be made available to other students learning Japanese in different courses. There were no
length limits, as long as it told a story and had multiple pages with illustrations, pictures, photos,
etc. in accordance with students’ creative abilities. They were asked to bind their story in a book
format so that it would be easy for the instructor to take the stories to different Japanese classes
to share. Since students’ creative abilities varied, different options were given so that each
student could write a complete story in accordance with the assignment instructions.

Story type 1: Change the characters in an existing story and create a slightly different story.
Story type 2: Create a parody by changing an existing story, for example, making a sad
story fun or vice versa.

Story type 3: Write a continuation of a story of your choice.

Story type 4: Write your own picture book.

In the end, all students chose type 4 and created their own story. Because the course instruction
mode switched to all-online by the time students began working on their stories, the students did
not make bound books. They made digital story books which were posted on Canvas to be read
by their classmates. Students then gave each other comments.

2.7 Free Topic Presentation

The students were instructed to choose a topic they cared about/wanted to discuss in detail in
Japanese, or anything they wanted to share with their classmates. They could work on this
presentation individually or with a partner. The medium of the presentation could be PowerPoint,
performance/mini skit, poster, panel, video, or any other format they could choose. This
assignment was to be done at the end of the semester, when students are often overwhelmed by
their final projects and exams, so it was supposed to be something they could enjoy doing while
practicing their Japanese. The class brainstormed various topics before students had to decide
their presentation topics. The presentation was switched to online video posting due to COVID-
19, so there were no variations on students’ presentation medium and all the presentations were
done individually. The topics they chose varied: Tokyo Tower, Mathematical probability, US
animation vs Japanese anime, and the Heian period. These topics closely reflected each
presenter’s individual interest.

2.8 Oral Proficiency Interviews.

Two oral proficiency interviews (OPIs) were conducted; one at the beginning of the semester and
the other at the end. The instructor scheduled the first interview to be conducted either as an
online interview during winter break or as a face-to-face interview right after the Spring semester
started. Each interview lasted 15-30 minutes depending on the student’s proficiency level. The
final OPI was conducted during the final exam time. The results of the first OPI were discussed
with each student to help them plan self-directed study. A few students’ oral proficiency
interview results improved slightly from the beginning of the semester to the end of the semester,
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but not enough to change from one sublevel to next. I included an oral proficiency interview at
the beginning and the end of the semester as a course requirement in order to measure students’
learning progress. However, the OPIs were not a good measure of every student’s learning
progress, since not every students’ learning objective was to improve their oral proficiency.

2.9 E-Portfolio and Reflection Paper

The students were required to keep an E-Portfolio with vocabulary and kanji lists, intensive
reading notes, extensive reading logs, a daily record and a reflection paper in order to keep track
of their own learning and to provide evidence of the work they completed. The instructor
checked each portfolio periodically and made corrections to students’ kanji and vocab lists and
intensive reading notes and answered questions raised in their daily records. For the reflection
paper, the students were given some questions to think about as they wrote their paper, such as
“What did you enjoy doing? What went well? How so0?”” and so on, but they were not limited to
these questions.

Students’ responses about their portfolios from the survey suggest some changes need to be
made when offering this class in the future. Although some students chose positive responses,
such as the three students who reported that the portfolio was “helpful for organizing my study”
and “for reviewing materials,” three students thought the portfolio was more time consuming
than it was worth. One student wrote:

One issue | ran into was having to scroll through so much material as the semester
progressed. Though | would have liked to keep a personal copy of everything I had learned
so far, | think 1 would have preferred simply updating an existing template with just one or
two weeks' worth of material at a time.

This student’s comment suggests that the format of the portfolio needs to be changed so that
students do not end up with a long document that is difficult to scroll through. To address the
concern of those students who felt that keeping a portfolio was not worth the effort, more time
should be spent discussing the purpose of the portfolio and effective ways to use portfolios for
language learning.

2.10 General Student Feedback

In students’ written comments, having freedom to choose what they study, following their
personal interests and studying at their own pace were commonly mentioned as unique
advantages of this course. On the other hand, when asked about the disadvantages of the course,
“lack of a solid learning structure,” “not as interactive as other Japanese courses,” and having to
“create your own assignments, vocabulary, and kanji” were mentioned as things that could be
challenging to some students. The details that students mentioned as disadvantages tended to be
counterparts of the advantages that they mentioned. Even though they liked having the freedom
to follow their personal interests and learn at their own pace and in their own way, students
recognized that having to rely on their own discipline and push themselves to advance their
learning could be overwhelming.

Suggestions made for future courses indicate that some students like to be lectured in a
regular class format, while other students like to have more interactions with classmates in
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addition to individualized study time. One student wrote “maybe at the start of the week there
could be a short lesson on a new grammar structure for the whole class which the students can
practice along with their regular studies.” Another student suggested “more engagement during
the in-class sessions. Possibly doing speaking activities the entire class period rather than just the
beginning.” While these suggestions are reasonable and could be considered for future courses,
because each student’s preferred learning modes and interests differ, it is important to share these
suggestions with students in future classes before implementing them in the course.

3. Conclusion

To summarize, the curriculum for a third-year Japanese class was modified to allow mixed level
students to learn in one class, following their own interests and learning styles. Previous studies
note that learning styles, personal preferences and even personality differences (such as being an
extrovert versus an introvert), have a significant impact on how students learn (Cain, 2012) and
Japanese classes tend to draw more introverts than extroverts (Cook, 2019). As such, those
different learning styles should be considered when designing the course in order to create an
optimal learning environment for a diverse group of students. This class engaged in some group
activities such as mini performances, talking about the books they read, sharing their written
stories, and free-topic presentations. At the same time, a large portion of study took place
individually by having students do extensive and intensive readings, create videos, use a
textbook, and engage in one-on-one meetings with their instructor.

Feedback from the students was mostly positive, but they also pointed out various areas
that can be improved. One is to increase interactive activities during face-to-face classes. For
example, instead of studying on their own during a face-to-face class, students could pair up with
a classmate to practice speaking if they choose. The students in this class had the option to do so,
but nobody did. This option needs to be promoted more often during face-to-face sessions next
time the course is offered. Another issue raised by one student is to vary the topic for the video
assignments. Even though we talked about varying the topics at the beginning of the semester,
and the syllabus stated that they could talk about many other topics, it was still not clear to them
or it did not motivate them to do it. Therefore, the instruction needs to be revised to encourage
the students to venture into different topics. In addition, some students found the E-portfolio was
more work than it was worth. Effective uses of learning portfolios need to be explored and
shared with the students so that the portfolios can be seen as more meaningful to students’
learning process.
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Appendix 1: Survey Questions

1. The course syllabus states: “This course aims to further your study of Japanese through Extensive Reading, Intensive
Reading, and One-on-One instructions (face to face or online). An objective of the course is to improve your reading,
speaking, listening and writing skills in Japanese from where you are.” In your opinion, did the course achieve its
objective? Please explain your answer

What are the advantages of this course compared to regular Japanese courses you have taken?

What are the disadvantages of this course compared to regular Japanese courses you have taken?

If you take this course again, what would you like to see changed?

| prefer Extensive Reading (reading a lot quickly) more than Intensive Reading (reading carefully, looking up words).

Yes No

Please explain why that is.

6. | prefer Intensive Reading (reading carefully, looking up words) more than Extensive Reading (reading a lot quickly).
Yes No
Please explain why that is.

7. Please explain how you studied grammar on your own. For example, did you get a new textbook or did you use your
old textbooks? If so, which textbook(s)? Did you use online resources? How did you use those resources (textbooks
and/or online)?

8. Intensive Reading (reading carefully, looking up words) helped me learn:
new kanji
vocabulary
sentence structures
reading skills
Other:

9. Motivating myself to study for this course was:
easy.
difficult.
ok
Other:

10. Extensive Reading (reading a lot quickly) helped me learn:
new kanji
vocabulary
sentence structures
reading skills
Other:

11. “Act-It-Out” (acting out a scene from a story) was:

fun.

more work than it was worth.

helped me learn how to use new words.

helped me learn how to use Japanese sentence structures.
helped me understand the story better.

Other:

12. Having one-on-one time with my teacher:
motivated me to study.
helped me develop my oral proficiency.

aprwn
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made me nervous.

made it easy to ask questions.

was inconvenient.

Other: (6)
13. Posting two videos per week was:

valuable learning experience.

helpful for developing my oral proficiency.

somewhat Valuable learning experience.

more time consuming than it is worth.

Other: (5)
14. Keeping the learning portfolio was:

more time consuming than it is worth.

helpful for organizing my study.

helpful for reviewing materials.

useful for tracking my learning progress.

boring.

fun.

Other:
15. What are your purposes of learning Japanese?

Personal oral communication.

Personal written communication.

Business/professional Oral communication.

Business/professional Written communication.

Reading novels.

Reading poetry.

Reading comic books.

Watching TV shows and movies.

Watching anime.

Other:

16. 1 developed a study habit through this course that | can continue on my own in the future.
Agree  Not sure Disagree

17. T’'m good at self-regulating my study time in general.
Agree Not sure Disagree

18. 1 learned better in this course than in a regular language course.
Agree  Notsure Disagree

19. Having a weekly kanji quiz was helpful for my learning of kanji.
Agree Not sure Disagree

20. Having a weekly vocab quiz was helpful for my learning of vocabulary.
Agree  Not sure Disagree

21. 1 can read faster than | could before this semester.
Agree Not sure Disagree

22. | can understand what | read better than I could before this semester.
Agree  Notsure Disagree

23. | felt less stressed out about studying Japanese in this course.
Agree Not sure Disagree

24. Doing the roleplays with my teacher helped solidify how to use sentence structures and words | previously learned.
Agree  Not sure Disagree

25. | can talk about books | read in Japanese.
Agree Not sure Disagree

26. | can give instruction on how to do certain things in Japanese.
Agree  Notsure Disagree

Appendix 2: Textbooks and instructional websites suggested to students

Banno, E. (2009). Kanji look and learn: 512 kanji with illustrations and mnemonic hints = Iméji de oboeru na kanji 512. Tokyo:
The Japan Times.

Eguchi, S. (2011). Hiyaku: An intermediate Japanese course = Hiyaku. London: Routledge.

Hamano, S., & Tsujioka, T. (2011). Basic Japanese a grammar and workbook. London: Routledge.

Kano, C., Shimizu, Y., Takenaka, H., & Ishii, E. (2004). Basic Kanji book: Kihon kanji 500. Toky: Bonjinsha.

Koyama, S. (2002). J bridge to intermediate Japanese. Téky6: Bonjinsha.

MacGloin, N. H., Hudson, M. E., Nazikian, F., & Kakegawa, T. (2014). Modern Japanese grammar workbook. London:
Routledge, Taylor et Francis Group.
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McGloin, N. H. (2014). Modern Japanese grammar: A practical guide. London: Routledge.
Miura, A., & McGloin, N. H. (2008). An integrated approach to intermediate Japanese. Tokyo: The Japan Times.

NHK WORLD-JAPAN

https://www3.nhk.or.jp/nhkworld/en/learnjapanese/
Japan Foundation Japanese e-learning
https://minato-jf.jp/Home/Index

JapanesePod101

https://www.japanesepod101.com/lesson-library/beginner

Appendix 3: Extensive Reading Log

Book title Book Start End Reading | Level: Total | Rating Interestin | One
Level | date Date time. too Page | (Recommend | g words. sentenc
mo/day (minutes | easy, S to others?) e review
) about in
right, Japanes
too eorin
difficult English.
W W W
A H A H g %
W W W
s g 5
]
2
N ADADADAS
Z w
= W W W
&l w
Total minutes read this week Total pages

Appendix 4: Intensive Reading Notes

For each of your reading materials for the intensive reading, complete the following table. Add more lows as needed.

Title of your reading material
(add page numbers if
appropriate).

[3elb)

H At

A H

I H

Words you looked up.

Meaning in English

Words you looked up.

Meaning in English
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20T E9R<
HEETE ) LT &V, Summarize what you read in English.

Copy a few sentences that you had difficulty with, you were not sure if you understood correctly, or sentences that contain
grammar structures that you want to get more practice with. Write them in Japanese first and then translate them into English.

ZHH0n DI b5
B TZOBBEITED BV N0 E LTeh,
In total, how long did it take to complete this work?

Wl 43

Appendix 5: Kanji and Vocab List

From all the words you looked up during your self-study (grammar, intensive reading and extensive reading), choose 10 words
you want to learn for your future use. List them using kanji and hiragana below and fill in other boxes appropriately. DO NOT
just write the first 10 words you came across. Be SELECTIVE.

% | New word, Meaning in Write the title of the book/story. Copy and | Your own example sentence in
4 written in both | English write the sentence in which you found the | Japanese. Provide an English
. kanji and word/kanji.) Then, translate it into translation as well.
i hiragana. English.

Write the

whole word,

not a part of

one word.
EX | & Enemy [ROBOF T H] Hitx 2-b, | BUTIZLIRNTT,

T Bate RS, I don’t want enemies.

The enemy is gone. Let’s go back to the
forest, everyone.

10

Appendix 6: Template for the book introduction

FAVE LW REFHE LT,  (or RADFATZDIT EWVWHERTT, )
| read a book called . (The one | read is a book called J)
ZORIT IZDOWTOARTY, (Use 2@ if you are showing the book, if not, use F®D.)

This book is a book about
Bb EH5LxILASED

TABEE AMWITIALBLECTT, AIX T, BiX T, CIX <7,
The main charactersare A, B,and C. Ais ___,Bis , Cis___.(Talk about each main character’s jobs, personalities, etc.)
ZORDOHT, - Describe what happens in the book without telling the end.
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In this book, .
FE. ZOKNGFE & B T, e¥lb, NnHTY,
| like/dislike this book. That’s because .

X IS
BRI b, RICWDE LIVET A, ATHTLSEIN, S HRIAT, HERWIZI BV E LIVEE A,
You might like it too. Please read it and find out. /'You might be better off not reading it.
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FEBROHAFBLE MRS ED DI
—HAFE 7 A THEHCEBET 5RH—

KIELAM (T 2 — K5

®HE

E)THITFEREZLE LB B FEEDO AARBFE M SED ZENTELDTHA D M, FEHED
EF =3 L, FEENFEEA C (possible self) ZFfh | BiSEH O (actual self) & OO ZEZHDH K 5
LTDHZETRETLLEEONTND, £ZT, FEHEN, Bk, BOVBHARF LML > TNDLHA A=Y
BREDH, ZOA A=V RET D2 LD, FEBOFEFOAARELEWEICORNDH EE X, AAGE
HRFEFE 2T VIS LI ET AHERGRESSE L 7 T2 A AV b EIRD ANTRELZIT> Thiz, K
T EEP =2 — Uy — V= INOALERICTRE Lt —F 2 — =2 F7 M LB CR T o=
=y MZOWTHE L, 5FOMEICONTIHEHRD,

F—U—F:EFN—T g BEAC, BEoOLEKR, ©FAER,. BT TERAS b
1 XC®»IC

FEFIT 2017 4E 9 H D 201940 6 H £ T, EHERA S O KER F H AGEHEIRE
HFE (J-LEAP) L WO I VI AZELU T, =a— Vv —V—MNOATERKIZT, #E
TOHESICEEN, B FEEK TR TO BAREFEERIE., BAGE 128514,
AAGE 273334, HAGEIN 124, HAZE 484 Th-7-, World Language D JEE
BEITETHDLZIE LD, FENENDIZONT, FEHERIV L 2 5EAICH
olc, Flo, FERICARBOFEEMTHDFEEIHEV L 20, T X5 RBLK
[ZEEA, FEBEOETFR—varEEmd, AREFEEME L THL L 72Olc, £
T ENDIEA I MNEZ X T,

FHRHEOETTFTX—T 3 L, FEFEDAIREA C (possible self) £ H . BIEA
(actual self) L OO EEZMD L 5 L3452 & TEAET H E SO TV D (Markus and
Murius 1986; Higgins 1987; Dornyei 2005), %< Z T, HAGEDOREDFHFL =y FZw L
T, AIEOHF THARGEZE > TV DA 72 HARGEIERGERGE DFEZ MDD Z & T, 8
FNHARGEGE L LCORKRD VA E RO, TOA A=V %5752 LN T
XHOTIE RN ESZ 2Tz, BAREFEFICARACEHEAC EOF v v 72D X
I ETHRMMRET = a VEREEDS 2N TE, AEFEHICET I LA
W, £Z T, ZORYFHADOF ML LT, YouTube E CHAGEZME > CTHOHMEZ L
TW5 A ARZEIRFFEEEE (Gomes 2018) #EF /LICRE L., FEENHOHENTOET A
ZHED LW ) MEERIRH D 7= D DFRBE A E > THhiz, £7-. FEEANE L OREE 2R
WL, BARGESEE E Lot cE s oic, o T A2 REL, B 7
TEAALNEATO EWVOEA N LTz, AT, ETEITIRLZEIL, RIZES
N2 =T — VMDA ERIZTEE L —2D2=y MZOWTHRET S, £ L
T, MRS BOREIZ DOV TR,
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2 JLATHIE

B OSHEEICBITSETFT = 3 UAF9EIX. Gardner & Lambert (1959) i BAYH)
AT T & A HIEIREAT T & W O BERICR S B 22 1T T& 72, 1990 FRIZ A>T,
LWEF = g UHFER A ZWBO T2, O E T A5 Le— Al Zoltan
Dornyei TH A 9, Domyei 2ZFEEIZ L TW=DFRDO LI R TH D, WERDETR—
Va VBRI, 7 e LoULORETH Y | SMEREFE OFE O R ERE O SUIRIZE
WTC, BEFRN— 3 UNREEFEITEH 2D RENIH L TIER o 7= (Démyei 1994;
Dornyei, Maclntyre, & Henry 2014), F7-, EFX—v 3 UNFFR b0 & L THES N
TEY, B L EHIB LT HEF = a3 0% ) X BN TWRdr- 72 (Déryei
& Ottd 1998; Dornyei, Maclintyre, & Henry 2014), = 52, Gardner OAfF5EIL, LELZFOH
Tilerm SV TWIZETFN—2 3 ORI 72l & OBEM: 2 I TE TWiRdo 7
(Doérnyei 1994, 2009),

% Z ¢, Dornyei (2005) i, Markus & Murius (1986) @ FIHE H . (possible selves) O
& Higgins (1987) ® H & A~ —E3 5 (self-discrepancy theory) # Bt 0 A, L2 B3 H
. ¥ A7 A (L2 Motivational Self-System) Z#£18 L7z, FIREHC &1X. 42 ZIZWbHHS
CIXRLD, FROACHETHY . (722500 LitZeH 5> (what they might
become)] . 72V 72\ H 4%y (what they would like to become)] . 722 D& 5 H oy
(what they are afraid of becoming) ] Z+59, "EEH CITFEROITEIOA 2T 4T L L
THEEEL . NIZFFEDRDZIC/AH ELTIZY, b0 %EHEL LS E LTS
(Markus & Murius 1986), Dornyei (2005) (%, FIEEH Cidx b9 L HIZMH X 5 B
EFRN— g VEETHY, AREHCHHERTOHNITHDITE, SIS ITIZBW TR
HTHsbELTWD, E7=. Higgins (1987) ® H e A—EHimoh <, [HEAD
(actual self)) . [EABEC (ideal self)) . B HC (oughtself)] &9 & RR S
nTWa, BRI, TEENICE B2 WHEE (the attributes that someone would
ideally like to possess) | (2B A& THY . TRV IZVWAS L5255, BHEHACCIT
BHEEMTND TR~ ZMH (the attributes that one believes one ought to possess) | % 3%
L7ebDTHY, ThHhorRXEHs LE52LNTESL, BEACEREHE I, K
DODHEHA RTHY, BIEAC LA /" BHEACOMIZEN S L2HEG. NIEOEZM
DEHETHEIND, Aok, BEACEBIEA I, FTREH CRER, Rk T A E
CHOHBTHY, A, BEAC L BIZ, LVUBENRMETHL R CO—
PEEZTEINEASS, 72721, Dornyei (2009) iI2k 2 &, AIREHC O [R5 L
RWES] Lo DIE BEET TV ADASEVIBERTH Y, AIREE OO T X THNNF
kRDOBEHA FE LTHRET 2010 TIEZRYY,

NS DiEF a2, Doryei NMEE L7z L2EES T EE Y AT A%, L2 BifEH
C. (ideal L2 self)] . L2 %% H . (ought-to L2 self)] . L2 23 #6% (L2 learning
experience) | D = ODERENOLERIN TN D, LRBEAC S L2EFACIIE 55
ICHESHBECLRBHACOZ L THY . FEHRmFEHEOTT =T a d, FEE
NREMBAC/LEFESHCZRED, BLEACLDOMOEZMO LS 552 L THRAE
THEZEZDOND, T LT, L2FEHRRIZIT, BV X2 T A8 7 TRAAAL D
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AR ENEEND, DFED, FEHEOETX—2 a3 VIR TT 4 77 H
RO HEOR RO Y a VINBFAET D & Siud (Dornyei 2005, 2009), F£7-, BAR
HOEREHOITE BICEE LWIREEOFEBIZET 285 CTH 543, Higgins (1998) 1
HIEA ITESRORE., BliER S R (promotion)J WCEERHDLOICK L, H/EHE
CITZERCEER Y [0 (prevention) ] (ZHES083H5 & L, ﬁﬁ%%‘f XHLTWnWb, ¥
FLWIRRELE DR —HKEZBET L O ETH2DTIEEARL, EELWIRREBIGESZ H LT 5
B RICATR TIIER Licwized, B, A CICERZ Y T GERTED D,
R FHOFME CIZHOWTE 2 HB5. Benedict Anderson @ [HEfg D H[EA ] <
Etienne Wenger @ [ FZEEILFEIA | T2 %4 517 7= Bonny Norton & O EHE Th 5,
g o dEAR ] 13, Bih%%# @ Benedict Anderson (12 & - TIRBENT-MAETH 5,
Anderson |, ERIFMOT X TOEREZH > TNEDITTHRL, Bl eB3b D
zb FThRVIZL b LT, ERIXFERE %%i@ﬁbfu\éku\omb BT, BRI
HBENTZHbOTHL EFHEML T D, Fo, [EEIEFE oFmick s &, 81X
AHW®£%L£W¢5 it iof%éb\ﬁ%%ﬂ%ﬁ%ﬁ@é?mtx@¢f%
BEDODTEDLZLERTAT U T AT ADERTHE STV D (Wenger 1998), T
HEME) OFmmIEL, 3T <IET 7 B AR ILEERIFIZH S D 2 ENZ VDS, l:
FEHECLoTIE, BESHEAI 2 =T A ICEESMATERWZ E0nEL, 256
IZEoTFala=7 s BFEEEOPT MG SN TWT, EBRIHFETDH Liﬁb\’
bbb, LonL, FEFETHILEERE DR >E 0 HEB) shv T, T4 o
P CORFET HEFERTH 720 LTH, 20 [HEHEOILFIEK) LEDRX L N—DA
A=V N HIESFE~DOKRE (investment) CHMERE LB ICKRE R BE 525 LiEmsh
T\ % (Norton 2001; Kanno & Norton 2003; Pavlenko & Norton 2007), % 7-. Dornyei
(2005) 1%, EFX—a rxEANT BT, MBEOHEFER] O A — T L2 BEA
CERCERZRZTEEZTEY, HEBOLFEER] OAAR—Z2HELL, ZOA
MEBIFEACLEDEZHMOD LS T HZLTH, EFN—a BB ETLEEZDLN
Do
T, EOPFTHANIN STV ZTHZENTEHDTHA DD, Dornyei &
Kubanyiova (2014) i%, #EFOKENIFZEEN S TS ERMEACEERBR L, RIHS
RS2 ETHLE LTS, £2C, BREOEEDKS 2=y 2@ LT, £fF
DO THARFELZME > TV DA 70 A ARGEIERFESE 2 BN FEE AL Z L NER
TIHERWNEZE R, BAREGSE L LTORROBBEH O Z RO, (KBRL, £OA1 X
—UxEET A ENTENL, FEHFFAEAC Oy v 72 WO L5 LT 5EM
E’Jiﬁ%?"/\‘\ﬂ“/a /%_’P]“Oﬁ)%) Lﬂfvﬁl/\o ZZ7T E|7'1§E nnué%f if£< E|7'1§E 3;5!3
i n%%%f{—'fﬂ/ - E/uf\_@m IE. %T}Wﬁ) HZIKE }Flnn EE%T &)ﬂ i '_L’;m%‘g: I_J Car
BChh, FEHHEIZESOTIVEAERDDL EEST06THD, 6T, REFHZ
HWLTEEFEOETN—a VEAELMT HEDO—>E LT, Domyei & Kubanylova
(2014) 1. TeFTA®ALTZ7ET U 7 (video self-modeling)] L5 Fuay =7 kEFHEN
L‘(b\é EEENAESETC LRI+ =< AL TWAASDOET A Y v %
MEL., AebE T, DT L X —a BT FE2ED . 7 +—~ 2 A% i
NV LAZ V) b DOTHD, ThHDZ EaEE 2, AARBERNGESEEEET
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LT, BREDBCRNTOET A E2ED LWV O BEICEY s = FZ/ED ., —
Eé@&7XT%%%ﬁofﬁto%®%%ﬁ£_owf WEE TR T 5,
T ADRNT, HEEICOWTHHZINA TEEZW, KfETid, [HARGEIER:
FEREE 72'_%22@:{‘7‘/1/& L/Tl/\éﬁ) [ REGEGREE (native-speaker) | . F}Flun REE
(non-native speaker) | &9 HEEICITHEI N S 5, Flx X, FEEGEE . FERERGE & W
5%%@%%?%0\%ﬂ%ﬂ@&w—7m@ﬁfﬁﬂpréhfwékwoﬁﬁﬁ
% (Firth & Wagner 1997), & H 5 A, Hﬁ;#lmﬁﬁ@¢ . MERIREE, B
FE. FEAZAV, FEERE, FEHERN, FEE. Hiﬁvmw&8®§%iﬁff¢
6 LIIE > ETH L, %ﬁ@ﬁﬁ%i@%%rﬁﬁE%lmﬁﬁj&LT+E f&
ILTHEZHD %&%ﬁfkéﬁobﬂbﬁ%fi bR TR CTH D HARGEIE

mﬁ%l&“jﬁﬁ%ﬁj; 2T %, VoD, KERTROEHERZ LIL, £
TNOHAGEMGEHAENB D ERCNEOANTHD EFEENEN, ZOoETIVEDDR
DY ZBBEN B 7562 THDHEEZDNLTHD, EREEGENO LM
ERMEZ R T 5 &, FEENBRINATRELHEABEHCOEEZRD D Z L1275 L b
%o [BAGEIRGESE ] W IOERE LIEEEZ AW GR, HARGESEE XSO
EF'T Elziiu 7&@3’)(‘/\5\ £n g’< D EIZIKE }Flunnﬁﬁk @/373375) ) ffﬁ‘/) j— I_“./J‘
GONTHDERZDDOTIHRWEAS ), £z, THEEREE ) & IERGESSE ) 3R
FNCHML SN TERY, AEFEFEHOILE L 7o 2R ORGEREE 1T LT, FERGERES
j:TTDiVC a3 a=—Ta VJJRR SCANEN luunﬁ%‘ Lflf)%‘é—éﬁf—(&)é e
)AT VA ZA TN S (Firth & Wagner 1997; Cook 1999, 2016; Holliday 2006), H ANGE
'_QQQ@JE‘?:/\"“T\/EI /%E%‘Hjﬁ—%'f/l/& LT EIKE é'z!:unnﬁ%"% ﬁﬁ—ézlggé@%
FERFEEE 2 HENICHREB S L3590 L TILEMITONATEA D,

3 HEEHE

ARETIE, EEP =2 —T %y — =IO ER AT T EEICHOWTENT 5, =
OHCH I =y bTIE, THEBOHFEIR] DA N—L LT, YouTube DI = =7
4 DT, HAGE %ﬁofﬁﬂﬁﬁ%ﬁoHK EIERFEGA R 2 T T VISR E LTz, 78
FRXETATOHOETNDA A=V EASBEEDOX ¥ v 7258 L. TOELZHMED,
HEHCZBEACICTA I N 2=y R TOHM LD,

31 ==y FDOHHN

YouTube ® £ 4 (Gomes 2018) == FOFJHIZEA L L THEEHIC rz
DNFME L TWND ERNETN] ERVLT, ZV—TTOT 4 Ay a /%‘fﬁo
oo HRPEHRDZEZ L M, ETADPHORNEZ L TWNWDENS) Z 52T T ALK
THER LT, FEETXFAETHY ., £/, BABERGESFENBARGELHE > THCH
NHELTWNDENIZEZBRLTHLL I ZENHMTHSOT, BRI ED L D
RRBEFESTNDED, BRFEO TEIDESWIE I /el Mz EiZi3FER L
einolz, LT, TZOAN, #20WTT L, BHAETHDHIALTCWET XL, A%
SAH, TONDEIICHARBETHORNM N TEXALIZRVELELY ] EWVWOHET
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HOMM =y NORINCH ARGEIENGEEE 2T VICKEL, ==y M&RtE LT,
O, LECER, BIELTE 22 LIS, HORIMOKNE R KR A RET
BH-T-, 2=y FOKRERIZ, FEEIZHCHEN ET A2 1ERT 2 3REIZEY A,
EFAERREBITEL T T ERA AL N ETo T,

3.2 ETA{ERRRE

BT AR R AT B A X, DOrnyei & Kubanyiova (2014) T Lo T8 5 4+ 7%
FUT | DB ENTWEZ Iz, BETANRZ—F 22— X—Tho7-Z & 58K
LT A0 AARTEZFET B OWARA A=V B H 50T, Ao OREE % I
LT W &, Zhund, BT AORTHAREZGET A OREE =FH OF R Dl
DIKLADZETHARREGFE L LTOA A=V EBETE 2D TIERONEEZTZND
Th D,

LR ENE T AERICER VT eRTIC, A—T U v 7 AR L. WA, WS, bhy
T, FELUERIOEH, v~ —0OHREZEEIHMIT 52 L2 i, BT,
AR DFERIE S =7V R a Ay FafliioTENTH LW, AT A v L THEEE
DIRAIZIT 72, BRI O T A%, HESTHlRY . BEHIRE T/ =T LT TR
A=A LTHEH 9 2L, BERMIET—9RBREDHNHD ThHS7-DT, v
T A OREIIRBO 2o T3, FHERHSNCTOET ARV IEo720 T, FEHETZANA
HBNMECEDLNT 4 —~v U ANTELET, MELETAERVESZ LN TE,
BT EROETAORNL —FRVET 42— oRINT 5 L5 TP EE B T, £
oo =TV w7 TCETHICEDDRXRENENRD LIV TWeD T, Mgy LL 53 LA
N 72 EORFRIFIBRIZFRICERE Lo Tz,

ZOXI T uvRAERT, FEHEICTAOBEEEH L, RbRVET A2
HT2E0IB2 TVl tbdoT, ZLDFEEENERO LT A5 T> T &
Wbholz, EF4%H->T, ZOETFAE2RT, BHDAR T +—< L AR TE
T HEELC, FEETAERVET VI ETAEYOT v AOHRIC, BLEAD
CREAACEDOX Y v TEEO L) LT NINRRLNTZE S XD,

33 BATTERAV B

T AR, A T A ORI AT O RS, FEEFEITREL T TEAA S M E
1Tolze ZOBALTZTEAA Y MY ANT-EHHIZ, ©T %2 E- TRIET DD
Tix7e<, FHEPAPBFOREE LR L, © 7 4o, A CIcESE, H
AiEE FRICEEL QWD EDOE RV IR L ADEEEIEV oo bTh D, FH
ENE ZEOREN L EDMNEARELZE> TWDIEERDHZ LT, o] &
. TEDIFHEAEZHEL TWAARE] LWHRTEEZREDL, BAGEGSE S L TCOHDA
A=Vl ENs Z w7,
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X1:BLVIZTEAA M —h

Self-assessment (Self-introduction)

Sample Your assessment Teacher's Assessment

Content

Fluency

Comprehensibility

Language Control

Manners

lw]lo]ls]ls]le

How many times did you speak other languages?

+«— Mo self-assessment, -15

Your grade I 83 OI 0

What was your first impression of your speaking Japanese after watching the video?

What went well? What do you still need to work on?

B LIZEBRICE 728V T T®ARA L NOT—TNVAT Ly RU—FD—ETH D,
T TICEANAN SN TWDEDT, FEEPNL—T Y v 72 L1, 8BEANTHZ
LT, HEIMICAEMEARHE SN L) IChoTWE, EF AR THARBUSNDS
EEAHH LSRN T TR R F— FERE Lo E8TESE Lz, £
7o BooeTAaERi-HgE, 9FITEI L, 9FEITERDNSTEI EEFFET
FLRT AL 9fmaxTlz, MUY — MIEEMOFIHEXZDHHLIICLTEY, FEHEIC
EHI L7, FZEENAHIC L D5ME & BT L 25HME % ik LT < 2o TN 5,
EEE B FI X DRI & B L AN~ LA WA, HiilTa AL FEaEX
FRENEOI AL N EFATHME TERWEEAIE, BENCEREGE LIRS X o 12s
Zl2e £, VI ARKIZKH LT, [HRIADETAHLETHEEIN-272TT L, ETH
FFRICAEREBERFE TCWELZR, 7— A TL L, EFAE2FERCEICLRTH D
STEHEITTN ZREOAFRIZLD 7 4 — K2y 7 TV, BARGEGEE & LTOA A
—UMWIRE D X HITLB T T,

4 LA

AR TlR, ETHRATMRELERICEH L, PEHEPRBN R ETFX— a9 V2ROl
DI, FEHEP RO L EFACEZR DI ENEETOL I EERL, £
FR—varvegrirHTHEE LT, 53w r7ET Y 7)) Iin-, =L T,
L2 AR CUCTEH L, HAGEFEE & L TORROMHMAG AT 27012 EE LT,
HAGEIERGEREE 2T W LT AHED 2=y &R LTz, ==y hEEL T,
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$E@¢TH$E%ﬁofwéﬁ$5#lm£%@ff%ﬂw T AERE LT T
TAA L FEBELT, BEBOICOSOWEHDDOREZBD IR LD Z & CHAGERE &
LTCDOA A=IUNRFEAZ, wibshd Z & xiloTz,

AR THENLIZERIT, —DDa=y hTHY, —DDa=y hOFTHEISTEZE
T T OT%OKO%L T RCO2=y FTRILZ EZMMYIKL, BpraIa=
T A @EPTHZIKE %1%0—(@/%[/—(11\6*%&%@52&; ;Hzlunna‘%‘@f?—fffﬂ)lj‘é L
DTEIUL, FEHEDNENOLDOANLZ LOF v v 72O I H 352 LT, EKIUFEM
. Hzﬁunnaﬁk L’C@éiéiiﬁ4% /%’i‘%ﬁﬁ“é LINTE L) HLivRVy, £
LT, o=y ha@ LT, FEHENEEOHBBCE Ao Z tnca i, BM
HIZRETFN—2a UNVEEN, FEKROARGEFEHIZ RN D AR Em< b EF X
DD TIEIRNTES 9 D,

72 U OARFEREIL, FEEDBAGEFEHE E L Coc 2B 2R L, BHooHE
Aoz, TEFX—2a U EEAHTOICHENRRETHSTLEEZXDDIEA D M,
FERENADHIOET A Z2EVIRLADZ LT, RYICHARGEGSE & LTOREDA
A—=UNELEND EEZDDTEAI D, ERTIET —ZWNENRTERNST2DOT, H
NDE D IOHWHIEL T E 2V, 2020 FEOFKFHNZ . FTBIED /3T = — K5 T HARGE 301
DA—AZETAERGRE L B LT TR A A MR Ad, FEENST —H ZUUE
THTETHY, £ TCHIEORIEZITW T2,

T, a—ATVA U ETHEE, HERONA A=V TES, BT 4 LUSNOFRED A
abréb_owffb%%_fiﬂtb\ ARERTETAMELBAUERKOEBIZ, BV 271

3?)59: %h%ﬁé CET Hzﬁunnaﬁk L’C@/]’)‘*—‘/zﬁ)f/ﬁ@%ﬁ‘b\k LoD
Thote, T FAT 47T EITHAI D, EXREDTAT 4 TORED G
EYarMED ESZDDTIIRWEA I D, HH—TEDODEIOLENEITLH L, LE
DIRBEHIA A =N, AREHEAEL LTOT AT T 4T 4 OFESL & LA ET D
LI, 7eé 20X, Ve CHAREEZHE > THEHREZRE L TV 5 HAGEIERGEGSE &
BT ML v ZHEZERD ANTHLOL Kot LV, £, RGEFEEN
V7Y A REEE L, lEET Yy el TRELEY, AT EDT T v b
T — DB E R L, A e A LTZ 0T AT, HIERT AT T 4T 4 DI
FEP LD WSS S (Lam 2000, 2004; Black 2006), 338 H AZE CHRE A E
T, VTARAAAL MBI A baE B9 L WHIEBEZIRY ANDSDIX, HAGEFHAE &
LCODT AT T 4T 4 ZWET 5 ETHRANE L,

b, FEHEPL—T IV v 7 EEDL LV IIEB LI AN E S, BHEAC
RO, FNEBIETAHZEERIEL LIEGA. FEHENPBARESRE L L TR 2D
Bz CERTHIEITEETHAY), ZOXITEILGAE V—T Vv o %
BN T X TESTLE Y OTIERLS,, FEFIC-HEZE-THHH Z & THERCD
A A=V hkILT 5 ETCHEMEEEbNnS, 22X, HOOFHIEE D 9 b =2%#
FI2MED . 550 0 —HSOHEHITFEFOHMEA O LBER QK SWT, FEENE Y
TEZDHEVIDIZEL LAVRAENE LitZely,

$%Tﬁﬂbt%ﬁfi HIMIFRER CEZRN T 5, EbhiIEEFEATHL LS X

o FEHEVNBOVHEELTHIRACERAT A ENTEIL, ZNTHRWV,
@i% IV gD L&, DFEVFEENFRELFET H LT ETIT, BNz
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Utw5$m£%&Lf@@wﬁa%%of%m&#otﬁn\+%&Hﬁ:\Eﬁﬁ
FENMKEDoTLEI ZENEIOND, BN G— I EFEOHR THARGE A>T
WD HAGEIEREGEREE ODIFEE RN T 57217 T, FHEN D ORROBIER CIZ
DNWTHEZD2Z=y FEHAETAZEHLEETIIRWEA D Dy, BAIRWSToV R E
@io@k IRV TENDEAI D, EDXH7eala=7 4 TIEHELTZWVDTIES D D,
HHEDOBFICRBT20I0, EARAFIUBULEILONEE 252 Lid, 2FEZDOHARGE
%”@m}mt ICARRIRTHDEEZD,

A

A& 1X The 28th Central Association of Teachers of Japanese Conference (CATJ28) TO¥E %, & ITHE T
LEL7, ZOHREBMEY LT, A T4 VEROBMBICIRI SN~ DV AX —REORET, A
K 7 DI RITEHP L LT ET,

2% 3R

Beatriz Gomes (2018) [HAGETH A/ ! | [YouTube]J
https://www.youtube.com/watch?v=unbGa8I2SUM&t (2020 4£ 8 A 10 H 7 7 & X)

Anderson, B. (2006) Imagined communities: reflections on the origin and spread of nationalism (Rev. ed.), London:
Verso.
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