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MESSAGE FROM THE EDITOR

The 17th Annual PanSIG conference was held at the Toyo Gakuen University (Hongo Campus)

Tokyo, Japan from May 19th to 20th, 2018. The conference was a big success attended by over 463
participants from all over Japan and abroad. The environmental initiative and theme of the conference
aiming to reduce our carbon footprints made it truly special and reflective of our times. Importantly, this
was a collaborative effort from 26 Special Interest Groups (SIGs) within the Japan Association for
Language Teaching (JALT). The conference enabled participants to attend presentations on a variety of
topics from a wide spectrum in the fields of language teaching and learning.

This journal represents the fourth edition of the annual PanSIG Journal in its latest form—following 13
years of proceedings publications beginning with 2002-which includes a selection of articles from the
2018 conference. With a comprehensive blind and detailed peer review process, including the new policy
of allowing authors to take on the role of a reviewer, dedicated reviewing and editing committees, along
with motivated and professional authors, and proper time management, the quality of the articles
submitted to the 2018 PanSIG Journal were consistently high. The articles finally selected for publication
in the 2018 PanSIG Journal demonstrated a comprehensive and robust representation of the work
presented at the PanSIG conference from a number of different SIGs on a diverse range of topics. More
importantly, the range of research ideas highlight the effort and creativity of the participants of the
conference and the members of the SIGs, and clearly demonstrated that PanSIG as a language research,
teaching and learning community is constantly evolving and seeking to find new patterns, designs and
structures in language pedagogy.

Heartiest thanks to John Blake, the associate editor of 2018 PanSIG journal for his immense help.
Congratulations to all previous editors for maintaining the quality of the journal, and allowing me to take
over smoothly. Special thanks to Jennie Roloff Rothman, James Dunn, Michael Hollenback, and Aleda
Krause for their continuous support, feedback, dedication and commitment in reviewing and advising.

This edition of the journal truly stands out due to the commitment shown by the volunteer reviewers,
authors who showed so much interest in reviewing papers from peers in the community, providing
scholarly feedback for improvement, and importantly, timely submission by both authors and reviewers
alike. I would also like to thank the authors for submitting their articles for this publication. The success
of this collection is a cumulative effort from a number of hard-working volunteers who dedicated large
amounts of their precious time into putting together such a quality journal. We hope that you will enjoy
reading the articles, explore opportunities for research collaboration and gain insight for your professional
development. Congratulations to all the contributors to this edition of the PanSIG Journal.

February 4™, 2019
Debopriyo Roy
Editor-in-Chief, PanSIG Journal 2018

The PanSIG is an annual conference held in May, and \ .‘
organized by many of the Special Interest Groups (SIGs) \ .

of the Japan Association for Language Teaching (JALT). . ’ ’

The conference brings together leading scholars and \

practitioners in language education from Japan, Asia, and ‘ & V' 4
throughout the world. It is meant to be a smaller, more N o
intimate conference than the annual international JALT

conference (which is held each fall), and is a place where

SIG members can network with each other.
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Vocabulary Acquisition through Productive vs. Receptive Tasks

Tomoko Antle

Meiji University
This mixed-method study investigated the effectiveness of productive and receptive tasks for improving
productive and receptive ability. It is generally accepted that it is more difficult to acquire productive
knowledge than receptive, but little research has focused on the best way to improve learners’
productive abilities for targeted vocabulary words. The conclusions of this study were that productive
tasks are more effective than receptive tasks for developing overall vocabulary knowledge. Furthermore,
the learners felt learning vocabulary through pair-work activities, using only the L2 for vocabulary
exercises, having the teacher be a resource during these activities, and completing guessing from

context questions are effective for vocabulary acquisition.

ZOROWIIEETIE, 2R LPEHEE ) OMEMEIC OV T, SZAEE L pE B 2 R 7 NG 2 %

MRES 2, PEMFIRR DOMEENZHAROMSE LV REETH D Z LT —RICRD LTS, LaL,
AIEEREO DI, FEFEFOELRNZRTREOFIEICERE L TERITIT LA L2, 2O
FERIPEN B X A7 03, ZREEN M OFEHRE ) DREOW IR TH L AR LTS, 5
2 FRBEBBART U= Bl LICGERTEE R I SEREMEOT 7T 0 BT 4 T L2 0B &N, #H

B I BIA DR Z LA TND Z LRI LT 5 T,

This investigation focused on vocabulary acquisition in
English language classes. The research goal of this
study was to gain a better understanding for how
language learners acquire new words. Vocabulary
knowledge can be divided into two types: receptive and
productive. While there are several ways of
differentiating receptive vocabulary knowledge, for the
purposes of this study, receptive vocabulary knowledge
refers to the ability to understand a word when it is
encounter in a reading or listening text. Productive
vocabulary knowledge refers to the ability to correctly

use a word in a spoken utterance or written text.

Receptive and productive vocabulary have
been widely researched. However, it is an area of
second language acquisition that is in need of further
investigation. Vocabulary is the foundation for all
language production, and both teachers and students
will benefit from a better understanding of how it is

acquired.

This study also investigated how teachers can
design classroom vocabulary activities and tasks, so the
language learners can use the new words productively in
conversation. If we give appropriate (i.e., authentic,
relevant, comprehensible) texts to English language
learners, it is expected they will improve their language
acquisition of productive vocabulary. | measured
quantitatively the differential effect between learning with
productive tasks and learning with receptive tasks.
Receptive knowledge and productive knowledge of
targeted vocabulary words was also be measured

qualitatively.

Literature Review
Language learners are continually being exposed to new

vocabulary in the input they receive. With further practice
and exposure, these words then are understood in
greater depth, and the learner will, hopefully, eventually
be able to use them productively in the future (Webb,

2008). At any given time, a learner will have receptive
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knowledge of words without being able to use them
productively (Webb, 2008). Zhou (2010) stated:

It is generally believed that words are known
receptively first and only after intentional or
available for

incidental learning become

productive  use.  Therefore, vocabulary
knowledge should be regarded as a continuum
on which a word grows from receptive to
productive status. ... it is generally believed
that learners’ receptive vocabulary size is much
larger than their productive vocabulary size

(p.14).

It is believed that a learner can productively use 50 to
80% of the words of which they have receptive
knowledge (Milton, 2009). Webb (2008) also stated that
the size of a learner’s receptive vocabulary knowledge is
an indication of the size of their productive vocabulary

knowledge.

It is logical that a language learner would not
be able to use a word productively if they could not
understand it receptively. However, this disparity in
knowledge could be minimized with an alternative
approach to vocabulary instruction. Webb (2005)
endorsed the use of productive tasks for vocabulary
acquisition though he cautioned that productive tasks
generally require more time to complete. Aizawa, Ochiai,
and Osaki (2003) explained that in the early stages of
language learning, students practice new vocabulary
both receptively and productively, but as these learners
reach higher levels, less time is spent on productive
exercises. The problem with this imbalance is that it
hurts the learners’ overall linguistic ability; they are not

able to fully express themselves.

While it is not reasonable to expect all new

words to quickly move from receptive to productive, a

learner can make a conscious effort to acquire this ability.

Zhou (2010) explained that after students are able to
recognize a word’s form and meaning they can
“gradually, with more practice of this word in reading,
listening, writing, or some other activities, ... increase
their knowledge of this word and learn to use the word
productively in writing or speaking” (p.16). However,
Mondria and Wiersma (2004) cautioned that “productive
learning is substantially more difficult than receptive

learning” (p.79).

Teachers can also approach vocabulary
instruction in a more effective way. Nation (2008)
endorsed the use of vocabulary activies with a
productive goal: “Learners may need help in bringing
some of their receptive vocabulary into productive use”
(p. 41). Explicit vocabulary instruction, such as world lists
and the exercises associated with them, may be an
effective way to improve productive ability. For academic
vocabulary, combining communicative exercises with
explicit instruction will help students use the targeted
words productively (Zhou, 2010). Zhou expands on this
idea by stating “By explicitly learning different aspects of
words (such as their meanings, forms, and collocations)
and being exposed to these words in other course work,
students will gradually be able to use them receptively
and productively” (p.17). The relationship between
receptive and productive vocabulary knowledge and the
most effective methods for teaching vocabulary are

areas worthy of researchers’ attention.

Methodology

Research Questions
The present study has the following research questions:

Are there any differences between the results of a
receptive test and a productive test for the targeted
words  learned versus

vocabulary receptively

productively?

What are the student’s perceptions towards studying

vocabulary?

Participants and Setting

This study was carried out with 16 participants in total.
The participants were 2nd-year students in the
economics department at a private university in Tokyo,
Japan. The first language of all participants’ was
Japanese, and each participant was at an elementary or
low-intermediate proficiency level of English. They were
divided into two classes based upon their proficiency
scores on the TOEFL test which was administered at the
beginning of the school year. The 16 participants who
took part in this study consisted of 13 male and 3 female
students. Their English education background had
mainly been focused on reading and listening. As a
result, they rarely had opportunities to speak and write in

English.
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Procedure
The investigation focused on receptive tasks and

productive tasks. In this experiment, the tasks were
introduced in only English in the handout. The instructor
had students work in pairs on both the receptive and
productive tasks, and they were encouraged to use only
English for interacting with their partner and the teacher.
The results of the receptive and productive tests after 12

treatments were compared.

Materials were collected for 12 lessons,
including listening tracks and 8 to 11 target vocabulary
words from each listening track. Prior to the treatment
lessons, the students took a Vocabulary Knowledge
Scale (VKS) for the 105 target words to assess their
knowledge of these words. The students’ average score
was 3.16 out of a possible 4.0. This score indicated they
had varying levels of knowledge of these words;
however, the VKS used was strictly a self-assessment,
and it is likely the students over estimated their ability
based upon their performance in the lessons and their
performance on both the receptive and productive

vocabulary tests described in the following sections.

Both the receptive and productive exercises
included a warm-up question (Part 1) based-upon the
lesson theme. The students would answer this question
in partners. In the following section (Part 2) of both the
productive and receptive exercises, example sentences
for the targeted vocabulary were given and the students
had to match the targeted vocabulary item with its
English definition. For the receptive exercise, the
following section (Part 3) included comprehension
questions after a listening track. All of the targeted
vocabulary words were included in the listening tracks.
For the productive exercises, the following section (Part
3) included fill-in-the blank questions and speaking
questions. The fill-in-the blank questions had the
students use the targeted vocabulary items to complete
a new set of sentences. For the speaking questions, the
students were encouraged to use the targeted
vocabulary words, which were highlighted in bold, in their

answers.

To illustrate, the following is an example of how
each vocabulary word was presented to the students.
For the targeted word afford the following sentence was

given in Part 2; | cannot afford a new car now, but

maybe next year | can. The instruction had the students
try to match the word with the definition. For afford the
definition was You have enough money for something.
The students were not allowed to use a dictionary during
this task, but they were encouraged to look at the

example sentence to see how the word was used.

For Part 3 of the receptive exercises, the
students heard afford in the listening text and then
answered comprehension questions. Each listening track
was approximately two minutes long. The students
usually listened to the entire track two times though
occasionally they asked to hear the track a third time.
For Part 3 of the productive exercises, the participants
were given fill-in-the blank questions. The matching fill-
in-the-blank sentence for afford was: It will be difficult for
me to __ tuition this semester. | need to save some
money. The speaking question for afford and an
example answer are shown in the following. The partner
who asks the question from the handout is represented

by A, and B is their partner.

A: What is something you want to buy but cannot

afford right now?

B: | want to get a new iPhone but can’t afford one.

How about you?

A: | wish | could afford to buy a car. | don'’t like

coming to school by bus.

The class time used for both the receptive
exercises and the productive exercise was the same:
approximately 22 minutes per exercise. In total, there
were two treatments used in this study: receptive
learning and productive learning. The students in both
classes learned exactly the same 8 to 11 targeted
vocabulary words though receptive or productive tasks.
For example, Class B studied the first set of vocabulary
words by doing productive exercises while Class A
studied the same words but used receptive exercises.
The following lesson, the students studied a new set of
words, but Class B which had used productive exercises
in the class now did receptive exercises. Class A also
changed from receptive to productive exercises. This

learning pattern continued over 12 lessons.

For the productive test, the participants were
asked to try to complete a cloze test which consisted of

24 targeted vocabulary words. The sentences were the
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same example sentences as Part 2 of the activities. For
each question, the first few letters of the targeted word
were given so that there would be only one correct
answer. This approach to testing productive vocabulary
knowledge was used by Laufer and Nation (1999).
Twelve of the items on the productive test were taken
from the sets of words which the students in Class B
studied through receptive exercises. For the students in
Class A, this mean that they had encountered the same
words but in the opposite way (receptive instead of
productive and productive instead of receptive) to the
students in Class B. For the receptive test, the students
had to provide a Japanese translation for the targeted
vocabulary words. This approach to testing receptive
vocabulary knowledge was used by Stoeckel, Ishii, and
Bennett (2018). The same 24 words as the productive

test were used.

The participants took part in a 20-minute
interview about their perceptions towards studying
vocabulary through receptive and productive tasks. The
interview was conducted with 11 of the participants who
completed 12 treatment lessons. During the interview,
the participants’ voice was recorded with two recorders

with their permission. It was a one-to-one interview.

Data Analysis
The data from the audio-recordings were analyzed

qualitatively, and the productive and receptive test
results were analyzed quantitatively. The research
findings are presented in the same order as the research
questions. The findings which relate to Research
Question 1 are presented first. Table 1 shows the results
of the productive vs. receptive test for productive and
receptive tasks. The highest possible score is 12 for the
productive and receptive tests. One of the students was

absent for the receptive and productive tests.

Interviews
To address Research Question 2, | conducted interviews

to examine the learners’ perception toward studying
through receptive and productive tasks. The number of
participants in the interview was 11. They consisted of 9
males and 2 females. The 20-minute long interview was
recorded with an audio recorder. The data from the
audio recording was analyzed qualitatively. Examples of
interview responses about the participants’ perceptions

about vocabulary acquisition are shown below.

“The teacher's responses to our questions about
the vocabulary were especially effective in helping

us acquire the words.”

“l would rather rely on a classmate as opposed to
a dictionary when | have trouble remembering the

meaning of the new vocabulary.”

“l always try asking my teacher whenever | was
struggling to remember the word during the pair
work. Actually, asking my teacher and learning the
word is a very effective way to remember and

establish the words.”

“I really enjoy speaking exercises especially in
pair-work. Even though, | do not have good
English and it is not easy to keep having a
conversation in English. | think | really like when |
can learn new words and phrases from my

partner.”

Findings
The results of these interviews provided interesting

comments and insights such as the following:

* Interaction with the teacher is particularly effective

when learning new words.

» Pair work also had a positive impact on vocabulary

acquisition in the participants’ opinion.

* Even lower level students prefer not to use the L1

for vocabulary activities.

* Guessing the meaning of unknown words from the
context of the sentence is an efficient way to

establish the word in the mental lexicon.

Result and Discussion
In regard to Research Question 1, analysis of the

productive vs. receptive data for productive and
receptive tasks suggest that productive exercises are
more effective for improving overall vocabulary ability
(Table 1). However, the highest score was for receptive
ability for vocabulary words learnt through receptive
tasks. The lowest was for productive ability for
vocabulary words learnt through receptive tasks. Overall,
the productive tasks lead to relatively high scores in both

receptive and productive ability. These results suggest
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that while receptive tasks are useful for improving a context questions, is an effective way to acquire
student’s reading and listening ability, they are not as vocabulary.
beneficial for the student's speaking and writing.

Productive tasks, on the other hand, appear to help a

References
N X (max = 12) SD Range
(min / max)
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(3/9)

Receptive Test Score for Productive Task Words 15 5.80 1.57 6
(2/8)

Productive Test Score for Receptive Task Words 15 3.40 2.26 6
1/7)

Productive Test Score for Productive Task Words 15 6.07 2.69 10
(1/11)
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Ancestor Lessons: Learning and Sharing Personal Histories in the

Classroom

Ben Backwell
Nagoya City University

Brian Cullen
Nagoya Institute of Technology

This paper introduces and explains two EFL lessons focused on the topic of ancestors. It explains the
rationale for the topic, what specifically to teach, how to teach the content while focusing on language
skills, and finally how to deal with any difficulties that may arise in these lessons. Student feedback
shows that the activity is a powerful classroom experience that generates intrinsic curiosity about their
family and ancestors, and a new perspective on the genesis of students’ own current life conditions. The
lessons described will help any teacher who asks the question: How can | teach so that my students are
engaging deeply with the English language and | am building a more genuine and personal relationship
with my students?

AT, HEOFEEICESRE Y TR 2 20 EFL Ly AVIHOWTHA L, @HLET, ey Zo
BRI, BRI NE, SEE N2 EE LIENEOER 5L, REZEICZALDOL Yy A TRIY 2 5MED
FRRFECONWTHALET, EHEDT 4 — By 73, ZOWHEN, FHOEMITT LA M7
DEAEDNT R RBETORRTHY . EEAYDOBIEDEESFFEDRAIEIZ OV TORH LWEATH
D2 EHBRLTWET, FAOEEDRTGEICHRS DD L9 ICH A, FAOEEL bo L AYD, £ L TE

N7 BR LN TN XD ICEZ DT E D TN TT D,

The topic of family is a very common topic in English
language textbooks. This is a familiar and useful topic
that almost all learners can talk about at some level. This
paper considers how teachers can use the topic of family
in a way that engages students’ interest and offers
deeper opportunities for language learning and
community building in the classroom. We introduce and
explain two language-learning lessons focused on the
topic of ancestors which allow students to explore and

share their family history over multiple generations.

The rationale for using the topic of ancestors is
explained and then this paper suggests how to teach the
content while focusing on language skills. Talking about
family can raise certain specific difficulties, and we
suggest ways to deal with difficulties that may arise in

these lessons. Finally, we introduce student feedback

which shows that students see the activity as a powerful
learning experience that generates curiosity about their
family and ancestors, and offers a new perspective on

the genesis of their own current life conditions.

The Topic of Family in Textbooks
The topic of family is ubiquitous in EFL/ESL textbooks

for the obvious reason that almost everyone has a family
and much of our lives are centered around family life, so
there clearly is both content to share and an opportunity

for simple language practice.

Despite the potential richness that the topic of
family can bring to the language learning classroom,
many textbooks deal with the topic in a rather superficial
way. For example, in the popular textbook, Interchange

Intro, Richards (2012, p. 37) shows a simple two
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generation family tree representing parents and children
and uses this to introduce vocabulary such as husband,
wife, father, mother, brother, and sister. This is followed
by a simple practice for students to describe their own
families using sentences like “My mother's name is
Angela” and “My brothers’ names are David and Angelo.”
This is expanded on slightly in the following grammar
focus section with sentences such as “My family and |
live in the suburbs. My wife and | work near here, so we
walk to work. Our daughter Emily works downtown, so

she drives to work.”

Similar examples from other textbooks tend to
focus on the children’s age and club activities, the
parents’ employment, and maybe what activities the
family did last summer vacation. Students may learn
some new English vocabulary or grammar, but
conversations often occur at a superficial level. This
seems to be a missed opportunity for students to learn
something meaningful or insightful about themselves,
their family, and their ancestors, which could in turn
support students in making a deeper connection
between their own lives and the English language being
used in the classroom. The aim of this paper is to offer a
deeper and multi-dimensional set of activities for the
topic of family which can create a more profound and
genuine interest in the theme, a deeper curiosity into
one’s own family past, and a deeper connection to the

language used.

Below, the ancestor activity is divided over two
lessons in consecutive weeks. Depending on your
teaching context and how the activity relates to the rest
of your course, it may be appropriate to spend more time
on it. This activity has worked well with Japanese
university students of mixed-ability with TOEIC scores
ranging from 450 up to 900. Complete lesson plans are
shown in the appendix at the end of this paper and the

reader may like to refer to this throughout.

Ancestors Lesson 1 — Generating Curiosity

and Setting up the Interviews

The first lesson on the topic of ancestors is designed to
generate student curiosity and then to do the required
preparation for them to interview their grandparents
about their family history. This is explained in more detail

below.

Introduce the Topic and Generate Interest

In order to engage the students in the activity from the
beginning, the most important thing for the teacher to do
is raise curiosity and interest in the topic. You can
introduce the topic by share some interesting stories
about your ancestors or family members. Then explain
that the topic of the lesson and next lesson to the

student will be “family and ancestors.”

It is useful to do a simple brainstorm at the
beginning of the lesson to get students involved and to
activate vocabulary, knowledge, and ideas about the
topic. On the blackboard, demonstrate a simple mind
map activity centered around the word “Ancestors,” and
then have students write at least eight words connected
to the word “Ancestors,” such as history, tradition, family,
life, and so on. Students can then discuss in pairs why
they listed particular words or explain their favorite word

from their list.

It is also important to have students begin to
connect emotionally with the topic. The topic of not only
immediate family but we wanted students to consider the
long chain of ancestors that eventually resulted in their
own lives. We have found that a poem is a good way to
make these emotional connections. A poem can
evocatively capture the essence of a topic and usually
we use the poem, [I've known Rivers by Langston
Hughes. This poem (shown in appendix Lesson 1, B)
connects Hughes'’ life to the lives of people thousands of
years before by giving images of the people’s lives in
different places. Also within this poem there are lines
that suggest the value of learning about history and our
ancestors. The vocabulary of the poem may be
unfamiliar to your students, and you may need to
introduce difficult words such as ancient, dusky, soul,
dawn, raise, muddy, veins, and lull. Allow students to

review the vocabulary list with dictionaries.

As a follow-up, reinforcing activity use the Endless
Questions technique to teach and reinforce the new
vocabulary (Backwell, 2005). Endless Questions simply
means the teacher asks students questions about the
meaning of new vocabulary. Whenever there is a vocab
list to review in class there is often at least one student in
the group who knows the meaning of each word. If this is
the case the teacher uses a series of questions to

connect the vocabulary to the world of the students. For
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example, if one of the new words is raise, you can ask
the students to raise their right hand. If the next word is
ancient, ask a student: “Are you ancient?” and then ask:
“Is Mt. Fuji ancient?”. For the word, dawn, ask the
students: “What time was dawn this morning?” Move
through the vocabulary in this way. One benefit of the
Endless Questions technique is that it brings new
vocabulary to life, imbuing personal meaning into each
new word, and students can hear how the words are

used inside authentic sentences.

When students are familiar with the vocabulary,
remind them again that the topic of the lesson is
Ancestors and do a dramatic reading of the poem, I've
Known Rivers. Appendix Section Lesson 1, B offers
other suggestions to help students to understand and

engage with the poem.

You can help them to understand the topic by
asking why rivers were so important to our ancestors
and eliciting answers such as: Rivers are a source of
fresh drinking water, food, personal hygiene and
provided travel and trade routes. Students can use
Google maps to learn the location of the four rivers
(Euphrates, Congo, Nile, and Mississippi) and the
country which each river flows through. You can then
explain the basic history of Langston’s ancestors, how
Langston’s ancestors were free to roam by the first three
rivers mentioned in the poem, but how his ancestor’s
voyage to America and the Mississippi river was forced

by slave traders.

In order to get students thinking more deeply about
their own ancestors, emphasize the meaning of the last
sentence: “My soul has grown deep like the rivers.”
When we learn about our ancestors our lives become
richer. Explain that the Ancestors activity is a possibility
to gain knowledge and become wiser in learning and
sharing stories about our ancestors, and that everyone

will share ancestor stories in the next lesson.
Preparation for Interviews

To begin preparing sharing their own ancestor stories,
have students do the activities in Section C of Lesson 1
of the Appendix. This requires them to start thinking and
gathering information about their parents, grandparents,
and great grandparents including their names, place of

birth, job, and major life events. Most students doing this

activity notice quickly that there are large gaps in their
knowledge about their own family, and this helps to

foster curiosity.

Explain that the homework is to learn about
ancestors (See Appendix Section Lesson 1, C2). The
students interview a grandparent and ask about their
lives including information about jobs, hobbies, and
maijor life events. They should also find out about their
parents (the students’ great grandparents). Show your
own family tree and tell students that they should also
draw a family tree with four generations that reaches

back to great grandparents.

To prepare students better for the interview
and to help them to focus their questions, have them fill
in the KWL chart (Appendix Section Lesson 1, C4). KWL
is a useful learning format (Ogle, 1986) which stands for
What you Know, Want to know and What you Learned.
First, in the K column, students write everything they
already know about their ancestors, for example
grandparents’ names, hometown, age, hobbies. Then in
the W column, students generate a list of questions
about what they want to know such as great-
grandparents names, major life experiences, how their
parents met, and what education their grandparents had.
Students do not fill in the L column until after the Way of
Council activity in lesson 2. Then they write and reflect in
the final column on the new information they have

learned.

Ancestors Lesson 2 — Sharing Ancestor

Stories

In lesson 2, students share stories about their ancestors
and family members in an activity called the Way of
Council. More details are shown in the lesson plan in the

Appendix.
Review and Preparation

Have students review their family tree and think about
the questions shown in Appendix Section Lesson 2, D.
These questions are designed to help them to review the
information they have learned and to practice sharing it.
Students then discuss the questions with a partner. Have
students change partner a couple of times to allow for
repeated practice in talking about the topic. Repeated

partner practice will greatly help students prepare and
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build confidence for speaking in the Way of Council. The
teacher can circulate during partner discussions and
help with any pronunciation or grammatical issues. Also
remind students that because they are talking about the
past, the verbs they use should probably be in the past
tense and give examples from your stories highlighting

use of the past tense.
The Way of Council

Instructions for setting up the Way of Council are shown
in Appendix Section Lesson 2, E in the Appendix.
According to Fujioka (1998), the Way of Council and the
“talking stone” have been used for centuries by many
Native American tribes as a means of fair and impartial
hearing, and as a democratic practice for community
matters such as an important topic or making a group
decision. Traditionally the aim of this practice was that
the voice of each member of the council (or community)
was heard and respected. We use it for the same reason
in the EFL classroom i.e. so that the voice of each
student in the class is given the chance to be heard and

respected.

There are a couple of core rules underpinning
the Way of Council. First, the person who holds the
talking stone talks about the topic and those who are not
holding the stone listen. The stone represents the
importance of the speaker. The stone is passed around
the circle, and each person speaks when she or he holds
the stone. The passing of the stone ensures that all
members can speak and have their ideas heard. The
group listens as much as possible without focusing on
what they personally want to say when their turn comes.
Tell students that speaking from the heart and listening
from the heart are two important principles of the Way of

Council.

If feasible, the classroom should be set up
differently to the typical classroom in which the teacher
stands at the front of the room and the students are lined
up in rows of desks all facing the front. Instead, make a
circle of chairs. This immediately gives the environment
a more democratic feeling because no one person is in a
leadership position. In the Way of Council, students are
encouraged to listen and learn from each other. This
takes the focus away from the teacher as the only

purveyor of knowledge in the room, and it can be

refreshing for the teacher to sit with the group, listen, and
learn about the students’ ancestor stories. On a practical
note if you have a large group (15 students or more) you
may like to explain the activity and then split the group
into 2 circles so that the activity does not last more than
30 minutes. This will involve desk moving to clear the
floor and make way for a circle or 2 circles of chairs. In
total Way of Council should not last more than half an

hour to keep concentration focused on each speaker.

The intimate nature of the Way of Council and
the personal meaningful topic creates conditions in
which students are more likely to engage in genuine
English communication. Of course, they can interview
their parents or grandparents in their native language,
but once that is done it is our consistent experience
students are intrinsically motivated to share their
discoveries with others through English in the EFL

classroom.

It may in fact surprise you what topics arise in
Way of Council. In the most recent class students shared
stories of ancestors who died fighting in China during
World War 2, a grandfather who made a lot of money
during the bubble and bought a mountain in Kyushu only
to sell it when the bubble burst, a modern day mother
who sees ghosts, alcoholics, gamblers, single parent
fathers who struggle to be the sole provider and an aunt
who couldn't have a baby so her sister gave her their
second daughter. Some families described have 12
children and other stories focus on couples who have
none. The variety of family structures and stories can be
staggering. In such a class students can keep their focus
and attention even if the Way of Council lasts 20 or 30
minutes simply because the speaker is telling an

engrossing story.
Follow-up

You can enhance student language learning after the
Way of Council by using oral mistakes which students
made as mini lessons. However, it is important to
remember that this topic can be emotionally charged and
if you are correcting students, be careful not to appear
disrespectful of them or their ancestors as that could
negatively influence the student-teacher relationship. If
you do this, never correct a student during the Way of

Council (unless asked). Only after the council has
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finished should any correction take place.

It is useful to finish the lesson with a written
reflection. Students can complete the KWL chart from
Lesson 1 (specifically the section entitted What |
Learned). Alternatively students can fill in a handout
based on the four feedback questions in Appendix
section Lesson 2, F. These two activities are two
examples of reflective work at the end of two personal
and engaging lessons which the teacher can choose to

gather and mark or not.
Addressing Difficulties

A concern when teaching the ancestor activities is that
all families have positive, happy stories, and at the same
time all families have difficult or negative stories. With
this in mind it may be wise to tell your students to only
share what they feel comfortable sharing and that during
the Way of Council process what is said in the circle
should stay in the circle, i.e., don't share with others who
were not there unless specifically given permission by
the speaker. In times gone past, the Way of Council was
considered a sacred practice and it should be the same

in our time as well.

Another difficulty as one student mentioned in
the feedback section below, is that a student may only
get minimal or even no information about an ancestor.
There may be several reasons for this including that
particular person may be the “black sheep” of the family
and has been intentionally forgotten about. Of course,
there may be other reasons such as that person never
having been mentioned to family members living today.
This should be accepted, and although each student
should be encouraged to make efforts to gather as much
information as possible, teachers cannot realistically
expect every student to have a complete family tree.
Most students will not live with their grandparents so we
suggest a telephone call or perhaps e mail. Almost all
students report these are acceptable ways to make

contact with their grandparents.

It is best remembered there are some students
who may not want to disclose private information. Iwata
(2010) claims that Japanese have lower levels of self-
disclosure than North Americans especially when
speaking in the classroom. With this in mind we usually

teach this class later in the semester when students and

teachers have built rapport and spent a more significant
amount of time together. Building rapport is not a skill
that is focused on in this paper although it is crucial for
teachers and leaders. If you would like more extensive
reading on the topic of classroom rapport building two
suggested readings are: Rapport building in language
instruction Nguyen, and Unmasking the Structure of
Rapport, Backwell et al) For the sake of simplicity we will
assume you are a teacher who has been building rapport
building throughout the semester and you will
understand that the key point to building rapport in these
specific lessons is to share meaningful stories of your
ancestors too. If you are not a teacher who feels
comfortable sharing at this level then perhaps these
lessons are not suitable for you however for teachers
who want more self-disclosure and sharing of personal,
real life stories these lessons will help such a rapport
building process. Put simply, to a certain level you have
to disclose too. It is our experience of teaching these
lessons for more than a decade that if you build rapport,
speak honestly and follow the lesson outlines these two
classes will give you a powerful, bonding experience with
your students. Theses classes will strengthen the bond
of trust between the teacher and group members moving

forwards.

Student Feedback

Some typical student feedback is given below to show

students’ perspectives on the ancestors activity.

1. What new information did you learn about your family

and ancestors?

My grandfather bought a cruise boat!

My great grandfather (father’s grandfather) was
adopted.

| knew my grandparents were doctors but | didn’t
know they worked during World War Il and were
taught how to save injured soldiers. | was amazed.
My great grandmother has ten children.

My grandfather owns a mountain!!

| learned my family knows nothing about my great-
grandparents.

My grandmother raised her children alone.

2. What was difficult about this project?
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| couldn’t collect some information about my
ancestors.

All my great grandparents are dead so | couldn’t
get information about

It was presenatting about the information to

classmates.

3. Why was this a useful/interesting project?

| learned a lot about my great-grandparents that |
didn’t know before.

| could find a stronger relationship between me and
my ancestors.

Now | want to tell my life story to my children and
my grandchildren someday.

It was interesting because without this class |
would never try to learn about my ancestors.

With this lesson we can say thank you to our family
and ancestors.

My ancestors passed away because of world war
two so | realized war is a serious problem.
Because we can know our roots and identity
through this project. | feel my ancestors are close
to me.

| enjoyed myself because | could know more about
my family and ancestors. At first | didn't know my
great grand parents and | didn't tthink | want to
know them but now | want to talk with my grand

father more.

4. What more would you like to learn about your

family/ancestors?

What was my grandmother’s dream when she was
my age?

Why was my great grandfather adopted?

How were my ancestors daily lives during World
War Two?

What were my ancestors experiences at school?
| want to learn more about all my ancestors and
make bigger, longer family tree.

Why did my mother and father marry?

| learned they all had different jobs. I've not
decided my job yet that's why | want to listen to
their job life and think about my future work.
While my great grandfather was a soldier what

things happened?

Conclusion

As the student feedback above indicates, the main
driving motivation in the ancestor activities is intrinsic
curiosity about one’s own family and ancestors. This is
not superficial interest but rather a genuine curiosity
about the unknown and a sense of delving into one’s
own past to learn more about family and ultimately the
creation of one’s own current life conditions. As one

student said in the feedback:

“It was interesting because without this class | would
never try to learn about my ancestors.” Another student
shared “We can know our roots and identity through this

project. | feel my ancestors are close to me.”

As the students say in their own words, the
ancestor lessons can be a powerful classroom
experience. Perhaps the most pertinent student

comment was:

“Now | want to tell my life story to my children and my

grandchildren someday.”

We, the authors, found this comment particularly
satisfying because what could be more meaningful than
to teach a lesson which is carried on by students beyond
the classroom and even beyond the teacher’s time on

this planet?
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Appendix — Lesson Plans

Lesson 1

Materials: Vocabulary list, poem, teacher’s family tree,

bigger photos (