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Abstract
A corpus is an electronically collected written or spoken text that represents a particular
language for the purpose of linguistic analysis (e.g., Baker, Hardie, & McEnery, 2006;
McEnery, Xiao, & Tono, 2006). As a methodology, corpora have been applied to
language teaching topics such as computer-assisted language learning (CALL), data-
driven learning (DDL), and compiling teaching materials (Chambers, 2010; Cheng, 2010,
Chapter 23; Walsh, 2010, Chapter 24), among others. It has been suggested that corpora
can play an important role in language testing (Cushing, 2017; Park, 2014). Perhaps the
most basic application for corpora in language testing is the use of specialised corpora
containing academic and field-specific English terms that have been compiled for the
main purpose of developing wordlists and test items. In contrast, there have been few
corpora that contain past test items to inform, validate, and assess the English used in
examinations, and to analyse aspects of grammar or vocabulary frequently tested in
examinations. Therefore, the aim of this paper was to introduce an original, specialised
corpus created by the author for language testing, the Exam Corpus. Currently, this corpus
contains 1,191,850 words used in multiple-choice vocabulary and grammar questions in
different worldwide English proficiency examinations. This paper describes the design,
data, metadata collection, annotation, and application of the Exam Corpus after reviewing
previous studies on applying corpora to language testing, especially about utilising

specialised corpora in this area.

Keywords: corpus linguistics, language testing, English proficiency examinations,

vocabulary and grammar, specialised corpus

1. Introduction
A corpus is an electronically collected written or spoken text that is representative
of a particular language for the purpose of linguistic analysis (Baker et al., 2006; McEnery
et al., 2006), and has been applied to various linguistic fields as a methodology. Both

general corpora and learner corpora have been applied to and utilised in language teaching,

Vol.3 No.1 2021 1



Hiroko USAMI

such as in computer-assisted language learning (CALL), data-driven learning (DDL), and
to compile teaching materials (Chambers, 2010; Cheng, 2010, Chapter 23; Walsh, 2010,
Chapter 24).

However, the role of general and learner corpora in language testing and assessment
has been only recently recognised and discussed (Cushing, 2017; Park, 2014). Besides
the general corpora and reference corpora that have been applied to language testing, most
large examination boards, publishers, and academic institutions have compiled learner
corpora, which contain test takers’ written and spoken output (e.g., Cambridge Learner
Corpus).

Furthermore, as the most basic application of corpora to language testing,
specialised corpora have been compiled to examine specific and targeted English usage,
such as academic, business, and field-specific English, for the development of wordlists
and test items. However, few specialised corpora contain actual past examination items
to inform and validate the English used or incorporate frequently targeted grammar or
vocabulary tested in examinations.

Therefore, this paper introduces the Exam Corpus, a specialised corpus which has
been created by the author for language testing. This corpus currently contains 1,191,850
words presented in 23,837 multiple-choice vocabulary and grammar questions in
worldwide English proficiency tests. This study reviews two streams of literature: one on
theoretical suggestions to apply corpora to language testing, and the second, research that
has used specialised corpora in language testing. The paper then describes the design,

data, metadata collection, annotation, and application of the Exam Corpus.

2. Literature Review

2.1 Theoretical Suggestions of Applying Corpora to Language Testing

It has been suggested that corpora, including general and learner corpora, should
be applied to language testing in various ways, as is prevalent in other language teaching
fields. Alderson (1996, Chapter 15) was the first paper to discuss the possibilities of
utilising computers and corpora in language assessment. From a language tester’s point
of view, Alderson (1996, Chapter 15) suggested that corpora should be applied to 1) test
construction, compilation, and selection; 2) test presentation; 3) response capture; 4) test
scoring; and 5) calculation and delivery of results.

A few years after his suggestion, researchers from the University of Cambridge
Local Examinations Syndicate (UCLES) (currently Cambridge Assessment English)
began to construct corpora and carry out corpus-informed research. Firstly, Ball (2001)

described corpus-building (the Cambridge Learner Corpus, the Cambridge Corpus of
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Spoken Learner English, and Business English Texts Corpus) and corpus-informed
research, such as the 1) development of examination materials, 2) standardisation across
examinations, and 3) development of comparative activities undertaken at UCLES.
Furthermore, Barker (2006) introduced the applications of two learner corpora such as
the Cambridge Learner Corpus and the Cambridge Corpus of Spoken Learner English,
developing wordlists for various examinations and for English Profile, which is an
interdisciplinary research programme to enrich the learning, teaching, and assessment of
English worldwide. Barker (2006) also suggested future applications for corpus data: 1)
automated scoring of spoken performance, 2) new technologies to detect cheating and
malpractice, and 3) the creation of new corpora such as field-specific reference corpora
and age-specific corpora. More recently, Barker (2010, Chapter 45) introduced corpora
which have been created and utilised for language testing and discussed how both general
corpora and learner corpora have been and can be informed by language testing. Since
the special issue of Language Testing focused on improving the connection between
corpus linguistics and language testing (Cushing, 2017), there have been more papers
discussing various aspects of the application of corpora to language testing (e.g., Egbert,
2017; Xi, 2017).

2.2 Specialised Corpora for Language Testing

Besides utilising general corpora and creating learner corpora as a way of applying
corpora to language testing, specialised corpora containing particular types of texts have
been compiled and utilised in language testing. Barker (2006, 2010, Chapter 45) from
UCLES suggested that field-specific (e.g., business, law, aviation, accountancy) and age-
specific corpora should be compiled as future applications for corpus data. Furthermore,
Park (2014) introduced specialised corpora that have been used to develop tests.
Moreover, Egbert (2017) introduced three kinds of corpora that can be used in language
testing.

As for specialised corpora of academic English, the Michigan Corpus of Academic
Spoken English (MICASE), which is a spoken corpus of language used in American
academic settings, has been utilised to develop listening tests for academic purposes
(Read, 2002). Furthermore, the British Academic Written English corpus, which contains
the writing of students assessed as proficient, was used to develop a grammar test that
reflected the actual language used by students (Sharpling, 2010).

Regarding specialised corpora containing business English, UCLES constructed
the Business English Texts Corpus as a project-specific corpus, which is a web-based

collection of business texts. They utilised this corpus to develop the Business English
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Certificate (BEC) Preliminary wordlist so that item writers can use it to produce realistic
examination tasks at specific levels by indicating the collocational patterns of certain
words or phrases and to suggest the different senses of words in real texts (Ball, 2001,
2002).

Specialised corpora have been applied not only to create wordlists and test items,
but also to inform and validate existing examinations. The TOEFL 2000 Spoken and
Written Academic Language Corpus (T2K-SWAL) was developed to investigate
university-level language skills and provides an empirically grounded alternative to the
intuitions of TOEFL test constructors and item writers (Biber, Reppen, Clark, & Walter,
2001; Biber et al., 2004).

As seen in the discussion above, there have been various specialised corpora
applied to language testing. However, few specialised corpora have been compiled from
actual past test items and utilised to inform, validate, and analyse the English actually
presented and tested in the examinations. Therefore, this paper introduces and describes
the Exam Corpus, along with its design, data, metadata collection, annotation, and

application.

3. Corpus Design

3.1 Background of the Exam Corpus

The Exam Corpus is a specialised corpus which the author has been creating to
inform, validate, and analyse the English presented in English proficiency examinations.
It originated from the University Entrance Exam in Japan (UEEJ) Corpus, which the
author began compiling in 2004. As of 2015, the UEEJ Corpus contained approximately
133,000 words of 5,038 multiple-choice vocabulary and grammar questions taken from
the 2002-2007 edition of the test book called Zenkoku Daigaku Nyushi Mondai Seikai
Eigo — Shiritsu Dai Hen (Obunsha, 2002-2007). Since 2018, the author of the current
paper has added more questions to the corpus, and the UEEJ Corpus was renamed the
Japanese University Entrance Exam Corpus (JUEEC), containing 15,160 multiple-choice
vocabulary and grammar questions taken from the 2001-2016 edition of the test book
called Zenkoku Daigaku Nyushi Mondai Seikai Eigo — Shiritsu Dai Hen (Obunsha, 2001—
2016). As a representative sample of the multiple-choice vocabulary and grammar
questions in Japanese university entrance examinations, the UEEJ Corpus and the JUEEC
included questions presented in private universities in Japan with a relatively wide variety
of geographic locations, departments, and proficiency levels and involving the officially
authorised National Centre Test for University Admissions. However, these corpora

excluded questions presented in public and national universities in Japan, because these
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universities do not often present multiple-choice vocabulary or grammar questions in

their entrance examinations.

<RF>20001

<NU>Sapporo

<YE>02

Do you know by any chance what has become zzz Yamada?
XXA)of B)for C)with D)in

Figure 1. Sample file in the UEEJ Corpus (taken from Usami, 2015)

In the UEEJ Corpus and the JUEEC, each vocabulary and grammar question is
stored as one plain text file and tagged with meta-information: 1) RF for a 5-digit
reference number, 2) NU for the name of the university which provided that question, and
3) YE for the year in which the question was administered (e.g., 02 for 2002). The missing
part of each question is labelled zzz, instead of brackets, as a placeholder for the actual
word in cluster and collocational tables. In addition, the correct option in each case is
prefaced with the code XX to distinguish between correct and incorrect answers, or
distractors (see Figure 1). A suite of corpus tools called WordSmith Tools version 3 (Scott,
1999) was used to analyse the data in the UEEJ Corpus and the JUEEC.

3.2 Design of the Exam Corpus

The compilation of the Exam Corpus began in 2019, including the collection of
data from the UEEJ Corpus and the JUEEC. Currently, the Exam Corpus contains
1,191,850 words presented in 23,837 multiple-choice vocabulary and grammar questions.
However, in order to also examine and analyse other types of English proficiency
examinations, the Exam Corpus will include reading, listening, and conversation
questions as well as grammar and vocabulary questions (see section 3.4). Therefore, the
Exam Corpus functions as a monitor corpus, adding approximately 1,000 new questions
from different English proficiency examinations every year and updating the existing files
by adding meta-information. In the following sections, the Exam Corpus is described in
more detail in terms of the types of examinations, skills and question types, annotation

and sample files, and application.
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3.3 Types of Examinations Contained in the Exam Corpus

The Exam Corpus has been expanded to include the original UEEJ Corpus and the
JUEEC, and was constructed to examine and analyse a wide variety of English
proficiency examinations by adding English proficiency tests from around the world,
including from Japan. Currently, the Exam Corpus includes the following four categories
of English proficiency examinations: 1) university entrance examinations in Japan in
2001-2021, 2) English proficiency examinations held in Japan (e.g., Test of English for
Academic Purposes (TEAP) and EIKEN-Ist, pre Ist, 2nd, pre 2nd, and 3rd grades in
2011-2019), 3) English proficiency examinations created by the Educational Testing
Service (ETS) in the USA (e.g., Test of English as a Foreign Language (TOEFL)® in
2012 and Test of English for International Communication (TOEIC)® in 2005-2020), and
4) English proficiency examinations created by Cambridge Assessment English in the
U.K. (e.g., Cambridge English—Key English Test (KET), Preliminary English Test (PET),
and First Certificate in English (FCE) in 2006-2014). Many reference books based on
these English proficiency examinations have been published. Therefore, only the actual
questions in the official test books published after 2000 by the examination boards or the

publishers are contained in the Exam Corpus.

3.4 Skills and Question Types

The UEEJ Corpus and the JUEEC contained only multiple-choice questions,
focusing only on vocabulary and grammar skills. However, to examine and analyse
overall English proficiency examinations, the Exam Corpus will include reading,
listening, and conversation questions as well as grammar and vocabulary questions. Table
1 shows the number of files across each skill and examination in the Exam Corpus. The
questions related to reading, listening, and conversation skills will be added in the future,
though most vocabulary and grammar questions are already included in the Exam Corpus.
Approximately 1,000 new questions, mainly from Japanese university entrance
examinations and EIKEN, will be added, because these past examination books are

published annually.
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Table 1.

The number of files across each skill and examination in the Exam Corpus
Skill / Exam UEE] TEAP  EIKEN TOEFL® TOEIC® Cambridge
Reading v v v v v v
Listening v v v v v v
Conversation v - v - - -
Grammar 7,901 0 250 176 823 0
Vocabulary 12,154 60 1,670 0 423 380

Note. “UEEJ” indicates Japanese university entrance examinations. “v” indicates that

6 9

questions will be added in the future, while indicates that no questions will be

presented in the examinations.

In the Exam Corpus, only receptive skills such as reading and listening and
enabling skills such as grammar and vocabulary are included, while productive skills such
as writing and speaking are excluded. Among receptive skills, only discrete points,
focused on multiple-choice questions are included because they are widely used in testing
receptive skills in English proficiency examinations. For the reading questions, the Exam
Corpus will include reading passages, stems, and options with the correct answer and the
distractors; for listening questions, the corpus will include scripts, stems, and options
again with the correct answer and the distractors. In addition, conversation questions are
included; they can be categorised into longer conversation questions (usually more than
four-turn conversations) and shorter conversation questions (usually two- to four-turn

conversations), as follows:

Shorter conversation question:
A: Brian Ford is the man for the job, don’t you think?
B: ( )
A: Who do you suggest, then?
A) I’'m afraid I don’t agree.
B) I’m sorry, I didn’t hear you.
C) In my opinion, you’re right.
D) That’s exactly what I think.
(Obunsha, 2002)

It is sometimes difficult to clearly distinguish between vocabulary questions and

grammar questions, depending on what is actually tested. However, vocabulary questions
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are defined as questions that test the respondent’s understanding of the meanings of
vocabulary or idiomatic expressions, while grammar questions are defined as questions
testing their understanding of how to use targeted grammar. Vocabulary questions include
both questions on synonyms—where test takers are required to choose the answer that is
most similar in meaning to the underlined word—and gap-filling questions, where test
takers are required to select the correct answer to fill in the blank. This is because both

types of questions are frequently presented in university entrance examinations in Japan.

Synonyms question:
The primary purpose of his visit is to improve trading relations.
A) further B) solitary C) political D) main
Gap-filling question:
Please ( ) your papers to me by the end of the month.
A) handout B)handin C)hand down D) hand of
(Usami, 2018)

Comparing the number of vocabulary and grammar questions across the
examinations, TEAP and Cambridge English do not provide questions related to grammar
as multiple-choice questions. In TOEFL Institutional Testing Program (ITP)®, only
structure questions from Section 2 (Structure and Written Expression) of Level 1 are
included in the Exam Corpus. In contrast, Japanese university entrance examinations and
EIKEN seem to have far more multiple-choice questions related to vocabulary than to
grammar. Moreover, TOEIC Part 5 tends to provide more questions related to grammar
than to vocabulary. Unfortunately, there are some discrepancies in the number of
vocabulary and grammar questions; however, this does not present a major issue, because
vocabulary and grammar questions will be examined and analysed separately in terms of

their frequency and collocation.

3.5 Annotation and Sample File

In the Exam Corpus, each vocabulary and grammar question is stored as one plain
text file, the same as in the UEEJ Corpus and the JUEEC. In each file, the following meta-
information is added: 1) RF for a 9-digit reference number (in which the 1st-3rd digits
represent the question number, the 4th digit the question skill, the 5th—8th digits the
examination grade and/or year, and the 9th digit the test name), 2) TN for a test name
(e.g., UEEJ, TEAP, EIKEN, TOEFL®, TOEIC®, or Cambridge English), 3) TD for test
details (e.g., the names of reference books, the grades for EIKEN and Cambridge
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Examination, or the year when the question was administered), 4) QS for a question skill
(e.g., VC for vocabulary or GR for grammar), 5) QC for a big—small question category
(e.g., gerund—verb), 6) CR for a CEFR level of the targeted vocabulary or grammar (e.g.,
Al, A2, Bl, B2, C1, or C2), 7) IF for item facility, and 8) DI for discrimination index.
The Exam Corpus also functions as an item bank. Therefore, future additions will include
aspects such as item facility, indicating how difficult the item is; discrimination index,
indicating how well discriminated the item is, and distractor analysis.

Below <DI> in the following Figure 2, the stem and the 3 or 4 options for each
vocabulary or grammar question are presented. The missing part of each stem is labelled
zzz, instead of brackets, as a placeholder for one word presented in collocational tables,
the same as in the UEEJ and the JUEEC. Each option is prefaced with A), B), C), and D),
rather than 1), 2), 3), and 4), and the correct option is prefaced with the code * to
distinguish it from incorrect answers, or distractors (see Figure 2). In order to analyse
questions in plain text files in the Exam Corpus, a free concordancer, LancsBox (see
http://corpora.lancs.ac.uk/lancsbox/) will be used, in order to obtain wordlists, keyword

lists, concordances, and collocations.

<RF>S3113V013

<TN>EIKEN

<TD>Grade 3 2011-3

<QS>GR

<QC>gerund-verb

<CR>Al

<[F>

<DI>

A: Do you like zzz in Japan, Mr. Kent? B: Yes, I do.
A)live B)lived C)lives *D)living

Figure 2. A sample file in the Exam Corpus

Furthermore, each question stored in each plain text file in the Exam Corpus is also
stored in each row in a separate sub-sheet across the different kinds of examinations in
one Excel file. This is so that item writers who are not familiar with analysing the Exam
Corpus stored in plain text files using LancsBox can search test items using Excel. They

can search items across the meta-information mentioned above such as the test names,

Vol.3 No.1 2021 9



Hiroko USAMI

the question skills, the question category, the CEFR levels, or the correct answer using

the filter function in Excel.

3.6 Application

Once a sufficient number of vocabulary and grammar questions are stored, the
Exam Corpus can be applied to language testing in particular ways. Simply put, using the
filter function in Excel, item writers can search or refer to the specific questions across
particular meta-information such as examination types, the targeted vocabulary and
grammar, the CEFR levels, or the values of the item facility or the discrimination index
annotated in the Exam Corpus.

Furthermore, the Exam Corpus can be applied to inform and validate the English
proficiency examinations. Usami (2005) examined the English presented in multiple-
choice vocabulary and grammar questions in Japanese university entrance examinations
with respect to the collocation used in the stems, the targeted grammar, the answers, and
the distractors using the UEEJ Corpus, the Longman Learner Corpus, and the British
National Corpus. Following and advancing her research, the English presented in the
stems, the answers, and the distractors in each English proficiency examination can be
examined; for example, whether the CEFR level of the English used in the stems, the
answers, and/or the distractors is appropriate to the targeted proficiency level of the
examination. If the question targets CEFR A2 level, the English used in the stem, the
answer, and the distractors should be A2 or below A2. In addition, the collocations
presented in the stems can be examined to check whether they are appropriate and
authentic, obtaining the n-grams, and for concordance or for collocation with LancsBox.

In addition, each question can be examined and improved across the meta-
information annotated in the Exam Corpus. For example, the targeted vocabulary and
grammar can be analysed to ascertain whether the question tests the targeted CEFR level
of vocabulary and grammar. For another example, CEFR A2-level examinations should
test the CEFR A2 level of vocabulary or grammar questions. In addition, frequently
targeted vocabulary and grammar can be examined across the different English
proficiency examinations, analysing and improving the stems and the distractors. By
using the item facility and discrimination indices, questions rated as too easy or difficult

or as not well discriminated can be identified for improvement.
4. Conclusion and Future Research

As one of the applications of specialised corpora to language testing, this paper has

described a specialised corpus which has been created by the author, the Exam Corpus,
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in terms of its design, data, metadata collection, annotation, and application. The Exam
Corpus was originally the UEEJ Corpus, which the author began compiling in 2004; then,
more data was added to it, and it was renamed the JUEEC in 2018. Currently, it contains
1,191,850 words presented in 23,837 multiple-choice vocabulary and grammar questions.
The Exam Corpus will be expanded to include more questions related to other skills such
as reading, listening, and conversation, and will function as a monitor corpus. Each
vocabulary and grammar question is stored as one plain text file and a line of the Excel
file and analysed using LancsBox and the Excel file, respectively. Meta-information is
also annotated; it is comprised of the reference number, the test name, the test details, the
question skill, the question category, a CEFR level, the item facility, and the
discrimination index, so that each question can be searched and analysed across the
annotated information. A substantial number of vocabulary and grammar questions have
already been stored in the Exam Corpus; therefore, it can be utilised by item writers to
simply search and refer to the questions they want to look at. Furthermore, the Exam
Corpus can be applied to inform and validate the questions, and examine and analyse the
English used in the stems, the distractors, and the answers used in the examinations. Each
question can also be analysed and improved across the meta-information annotated in the
Exam Corpus.

For future research, the Exam Corpus will be expanded to include questions for
reading, listening, and conversation skills by adding more vocabulary and grammar
questions. In the future, the Exam Corpus can be applied to language testing in various
ways. First, the English presented in the stems, the answers, or the distractors in each
English proficiency examination can be examined and analysed in terms of whether it
tests the targeted English proficiency level or its collocations reflect authentic English.
Next, and more simply, new test items can be created and improved using the results of

the examination and analysis.
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Las labiales intervocalicas en japonés antiguo:
Propuesta de inclusion de un nuevo al6fono de /m/ en la representacion
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Abstract
Many scholars agree that Old Japanese intervocalic oral labial consonant phonemes /p/
and /b/ were represented in actual speech by two pairs of allophones each: an open one
and a closed one. Tenuis /p/ was represented by the pair [b] ~ [B] and media /b/ by ["b] ~
["B]. However, it is said that intervocalic nasal labial consonant phoneme /m/, despite of
its historical evolution into Early Middle Japanese being close to the one of /b/, was
represented by one allophone [m] only, not by a pair presenting a phonetic opposition
closed ~ open, like the ones that oral labial phonemes show. In this article that phonetic
asymmetry between oral and nasal labial consonants is researched and a possible solution
to overcome that theoretically problematic asymmetry is proposed. It is a well known fact
in the field of theoretical phonetics that voiced fricative nasal sounds are not common in
the languages of the world. That is the main reason why it is difficult to support the
possibility of the existence of a phonetic opposition closed ~ open in this case. A new
open allophone of /m/ is proposed to overcome the unexplained asymmetry of Old
Japanese phonetic system and a natural automatic articulatory-auditive process of
opening and velarization for that allophone [m] (/-m-/ > [m] => [w]) is also proposed in
order to solve the theoretical problems that a voiced nasal fricative allophone [m]

produces.

Keywords: Theoretical Phonology, Auditive Phonetics, Old Japanese, Early Middle

Japanese, Historical Linguistics

1. Introduccion
En los tltimos cincuenta afios se ha producido un gran avance con respecto a nuestro

conocimiento de la fonologia y la fonética del japonés antiguo (JA)?. Este avance ha sido

! Miembro del GIR "Humanismo Eurasia" (Universidad de Salamanca).

%Los trabajos que resumen las ideas tradicionales en este campo son Miller (1967) y Mabuchi (1971).
Estudios sefieros de este avance son Lange (1973), Martin (1987), Hattori (1978-79) y Unger (1977/93),
todos ellos resumidos, comentados y corregidos en Vovin (2005-08) y Frellesvig (2010). Dos trabajos de
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posible principalmente gracias a una mejor y mas profunda comprension de los valores
fonoldgicos del chino medio® y, consiguientemente, de aquellos de los sinogramas
utilizados en Japon para representar los estadios iniciales del idioma. Los trabajos
constantes, tanto en el campo de la protolengua®, estudios dialectales, de interpretacion
de los cambios del idioma, en particular de los fendémenos de onbin, nos han llevado,
finalmente, a un conocimiento detallado de la estructura fonoldgica y fonética de la
lengua. Este trabajo pretende continuar esos esfuerzos y hacer un nuevo aporte teorico.
Con respecto a las consonantes labiales, el consenso general admite tres series de
fonemas, cada una con un representante: tenuis, /p/; media, /b/ y nasal, /m/. En posicion
interior de palabra, la Unica en la que existe oposicion fonoldgica de los tres elementos
(/b/ no aparece como inicial), se considera por un grupo amplio de especialistas que /p/
es realizado por dos al6fonos ([b] y [B]), sin que hasta el momento haya sido posible
determinar en qué contextos se encuentran uno u otro; parece, por tanto, que presentan
distribucion libre. La situacion de las realizaciones fonéticas de /b/ es paralela: dos
alofonos (["b] y ["B]), que se diferencian, como en el caso de /p/, por el nivel de apertura,
y para los que tampoco se pueden determinar contextos diferenciados. Finalmente, por lo
que hace al tercer representante del punto de articulacion labial, el fonema nasal /m/,
nunca, que nosotros sepamos, se ha considerado que exista nada mas que un al6fono, esto
es, [m]. Esta disimetria en la realizacion fonética de los tres fonemas labiales sera el objeto

del presente articulo.

2. Status qucestionis
2.1 Sistema fonologico consonantico del japonés antiguo
2.1.1 Descripcion
El sistema fonoldgico de las consonantes del JA es bastante similar al del japonés
moderno. Consta de cuatro puntos y cinco modos de articulacion. Sus trece fonemas se

pueden ver en el cuadro siguiente:

proxima publicacion y que posiblemente sean la referencia fundamental en afios venideros son Frellesvig,
Kinsui y Whitman, Eds. (2022) y el a todas luces monumental diccionario de idiomas japdnicos ahora en
preparacion por un equipo liderado por A. Vovin (https://www.edj-vovin.com).

3 Las obras de referencia son Pulleyblank (1984 y 1991) y Baxter & Sagart (2014).

4 Un buen resumen de estos avances se puede encontrar en Frellesvig & Whitman (2008).
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Cuadro 1.
Sistema fonologico del JA

. Alveo
Labial Palatal Velar

dental
Tenuis /p/ It/ /s/ /k/
Media /b/ /d/ /z/ /g/
Nasal /m/ /n/
Liquida /t/
Semiconsonante  /w/ Iyl

2.1.2 Argumentacion

El estudio mas fundamentado con respecto a la fonologia del JA pensamos que es
Miyake 2003. Si bien sus argumentos se basan principalmente en las lecturas en chino
medio de los sinogramas utilizados como ongana del JA, en la reconstruccion del sistema
también se sirve de otros, como son la comparacion con estadios anteriores del idioma
(protolengua), los posteriores (japonés medio temprano (JMT)) y los fendémenos

dialectales.

2.2 Fonética de las consonantes del japonés antiguo

2.2.1 Descripcion

Aunque existen diferentes obras en las que se describen y analizan los valores
fonéticos del JA, consideramos que Frellesvig (2010: 35 ss.) es el trabajo en el que mejor
se resumen los argumentos para la reconstruccion de estos valores.

En el siguiente cuadro, tomado de la obra citada (p. 35), se muestran tales
realizaciones fonéticas de los fonemas consonanticos relevantes para nuestra discusion.

Frellesvig no incluye en este cuadro las representaciones de fonemas nasales,
liquidos y semiconsonanticos. Cada uno de ellos, se supone, solo cuenta con un al6fono.
Con respecto a /r/, mas adelante alude a una pronunciacion [r], si bien no se aportan

pruebas que apoyen esta teoria.

5 Si bien /j/ seria la representacion correcta segun los valores del AFIL, en la tradicion de los estudios

japoneses este fonema semiconsonante y su realizacion fonética correspondiente se suelen notar como y.
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Cuadro 2.

El sistema fonético de tenues y medice en JA

Realizacion fonética

Fonema Inicial palabra  Interior palabra Clasificacion fonoldgica
/p/ [p~¢ b~p] n

t/ [t d] no silbante

/k/ [k ~x g~Yy] — tenuis

/s/ [s~'s z~97] silbante®

/b/ [™b ~ ™B] s

/d/ ["d] no silbante

/g/ [Pg ~ Yy] — media

/z/ ['z ~ Mz] silbante _

2.2.2 Argumentacion
Existen tres fendmenos en lo que hace a fenues y medice que necesitan de
argumentacion. Son los siguientes (Frellesvig 2010: 35-37):
A. Prenasalizacion de mediz
Las evidencias, segun Frellesvig, vienen de dos fuentes:
1. Valores de los sonidos del chino medio temprano para los ongana de silabas con
inicial media.
2. Fenomenos en los que las nasales y medice se comportan de forma similar, por
ejemplo, el fendmeno de onbin que tuvo lugar en la transicion del JA al IMT.
B. Sonorizacion de tenues en interior de palabra
Esta ultima hipoétesis fue propuesta por Wenck (1959). Las evidencias son:
1. Los cambios que se producen en JMT, en particular el hecho de que /p/ interior
confluya con /w/.
2. La debilitacion sildbica que se observa en los fendmenos de onbin.
C. Apertura de /p/ y /k/ en libre variacion
Las evidencias son las mismas que con respecto a la sonorizacion de las tenues en

interior de palabra: cambios en JMT y fenomenos de onbin.

® Las realizaciones fonéticas de las silbantes muestran la generalizacion de Frellesvig de los
descubrimientos de Sandness (1986) referidos a /#s-/.
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3. Propuesta tedrica

3.1 Cambios de onbin

Como hemos visto arriba, el estudio de estos cambios fonologicos en el paso del JA
al JMT son fundamentales a la hora de comprender la estructura fonética del primer
estadio de la lengua. Una vez maés se aplica el antiguo adagio de que /a fonética de hoy es
la fonologia del manana.

Basandonos nuevamente en la teoria de Frellesvig (desarrollada en Frellesvig 1995
y repetida y ampliada en Frellesvig 2010) expondremos los cambios producidos en los

fonemas labiales, /p/, /b/ 'y /m/. En el cuadro siguiente se resume dicha teoria:

Cuadro 3.

Reduccion de silabas en procesos de ‘onbin’

' Resultado
Fone Evolucioén postulada Resultado en
en JMT Forma en JA
ma IMT
fa/ > [b ~ ¢ / [d > le/’
taputwo > tauto
) o o , /U/ (“exaltado”) > tatto
p/ J-pu~i/ > [-b¥Fu~i ~ -BVIu~i] / [-BYI]E >
/Q/ . > omoute
omopite
> omotte
N *sabusabu-si L
/U/ o > safizaii-si
_ _ _ ("solitario")
/b Jbu~if> [T usi ~ Y ui] / [mY] > N
/u/ . > yoiide
ywobite
/N/ > yonde
/0/ kagupasi > kaiibasi
lgl  J-gu~i/ > ["gVTu~i ~ -yW T u~i] / [-yY] > /N/ (“fragante”) > kanbasi
1/ kogite > koide

7 La evolucion se interpreta asi: /a/ > [b ~¢]/[d] > /e/, donde /a/ es la representacion fonologica de la silaba
en JA, [b~c] son las realizaciones fonéticas posibles en JA de la silaba /a/, [d] es segun Frellesvig (2010:196)
a phonetically further reduced realization in which the CV syllable is realized as one unit with little contrast
y /e/ el resultado final en JMT. El fenémeno de onbin ¢l lo entiende asi: The onbin sound changes thus
consist in the reinterpretation of the realization in column (d) as deriving from a different phonemic
representation than that in (b) and (c), shown in the final column, (e).

8 Esta cadena de evolucién queda suficientemente demostrada, desde nuestro punto de vista, por las
conclusiones de Hamano (2000) y de Unger (2004). Ambas referencias bibliograficas nos fueron facilitadas,

muy certeramente, por un evaluador anénimo de este articulo.
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. . > piiiga
~ pit+muka(si) ) )
, o , /u/ > pingasi
/m/ /-mu~i/ > [-mYJu~i] / [-m*7] > .
/N/ tumite > tuiide
(“arrancar” > tunde
. o . kinu + kaki > kingai
/n/ /-nu~i/ > [n¥Iu~i] / [n¥I:] > /N/

sinite > sinde

3.1.1 Evolucion del fonema /p/ en procesos de onbin

Observemos primero los cambios producidos en algunas palabras con el fonema /p/
en posicion interior, por ejemplo, omopite. En JMT encontramos dos cognados de esta
palabra: omoute y omotte. Las formas las podemos explicar con la teoria de Fellesvig,
expuesta en el cuadro de arriba. Basdndonos en ella, nuestra interpretacion es la siguiente:

1. /omo-pi-te/ > [omo-bii-te] > [omo-Bii-te] > [omo-Pi:-te] >[omo-w:-te]
/omo-u-te/
(-pi-/ > [-i-] > [-Bli-] > [-B:]- > [-w:] > /-U-/)
2. /omo-pi-te/ > [omo-bli-te] > [omo-bi:-te] > /omo-t-te/
(/-pi-/ > [-bli-] > [-bl:-] > /-C-/)

Los procesos mostrados se esquematizan con las cadenas siguientes (las etapas
tachadas son aquellas no pertinentes en cada caso y en los que difieren uno y otro proceso).
1. Sonorizacidon > apertura > pérdida de vocal sildbica > apertura de aproximante >
2. Sonorizacidén > apertura > pérdida de vocal sildbica > apertura—de—aproximante >

asimilacion regresiva de modo y punto de articulacion.

Asi pues, ambas formas procederian de sendos al6fonos de /b/ en JA: la primera de
[B] v la segunda de [b]. Un alofono presentaria una pronunciacion mas abierta
(aproximante), que terminaria abriéndose completamente en JMT, mientras que el otro

mantendria su naturaleza consonantica en ese estadio de la lengua.

3.1.2 Evolucion del fonema /b/ en procesos de onbin
Veamos ahora los procesos de onbin en palabras que contienen el fonema /b/ en
posicion interior. Asi aki-bito presenta dos evoluciones: akifido y akindo. Se explican con
las siguientes cadenas:
1. /aki-bi-to/, [aki-™Bii-to] > [aki-™pi:-to] > [aki-™w:-to] > [aki-w:-to] >
[aki-w:-do] > /aki-ii-do/
2. /aki-bi-to/, [aki-™bi-to] > [aki-™bi:-to] > [aki-m-to] > /aki-n-do/

Como sucede en el caso de la /p/, las dos formas del japonés medio temprano se
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explican como evolucion de sendas variantes alofonicas del fonema /b/ en japonés antiguo:
me m,
["d]y ["B].
Los procesos se esquematizan como sigue:
1. senerizaeién > apertura de consonante > pérdida de vocal silabica > apertura de

aproximante > nasalizacion de semivocal > sonorizacion de C posterior > asimilacidn

regresiva-de-punte-de-artictlaetdén > apertura de semivocal.
2. senerizacion > apertura-de-consonante > pérdida de vocal silabica > apertura-de

aproxtmante > nasalizacion de consonante > asimilacion regresiva de punto de

articulacion > sonorizacion de C posterior > apertura-de-semivoeal

3.1.3 Evolucion del fonema /m/ en procesos de onbin

Casos como el del JA tumite, con dobletes en IMT tuiide y tunde, Frellesvig los
explica asi:

1. /tu-mi-te/ > [tu-mii-te] > [tu-m':-te] > /tu-li-de/

2. /tu-mi-te/ > [tu-mii-te] > [tu-m/:-te] > /tu-n-de/
Los procesos postulados serian los siguientes:

1. Pérdida de la vocal sildbica > apertura de consonante / velarizacion >
sonorizacion de C posterior.

2. Pérdida de la vocal sildbica > apertura—de—consonante—/—velarizacion >
sonorizacion de C posterior / asimilacion regresiva de punto de articulacion.

Esto es, la doble evolucion de /m/ no se atribuye a un doble origen alofénico, como
sucede en el caso de la de los otros fonemas labiales, /p/ y /b/. No existe en la literatura
ninguna explicacion funcional, por lo que nosotros sabemos, del porqué de esa evolucion
dispar. Los resultados de las evoluciones de /b/ y /m/ son muy similares, por tanto, salvo
que exista una teoria alternativa mas simple y satisfactoria, lo mas logico es considerar
que los procesos que han llevado a tales soluciones también lo seran.

Por otro lado, es necesario también explicar la causa del timbre velar de la vocal
producida tras la apertura de /m/. En las lenguas del mundo es comun la evolucion /m/ >
/3/° (o vocal central del sistema) o en su defecto /m/ > /V/, con el timbre vocalico
determinado por contexto o por caracteristicas especiales de la lengua. El proceso /m/ >

/ti/ no parece natural y requiere de explicacion de su causa.

3.2 Alofonos de /m/ en interior de palabra: teoria alternativa

Como observamos arriba, los procesos de los tres fonemas labiales, /p/, /b/ 'y /m/,

% En el paso del protoindoeuropeo a varios idiomas de su familia, como el hitita, griego micénico o indio

antiguo, por ejemplo.
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son paralelos: en los tres casos existe una doble evolucion: vocalica y consonantica. Esta
doble evolucion, en los dos primeros fonemas, se atribuye a su vez a un doble origen
fonético. Creemos que no hay motivo para considerar que en el caso del fonema /m/ la
doble evolucién no tenga igualmente un doble origen fonético en JA. Asi pues,
proponemos que, en JA, /m/ contaria con dos al6fonos que, como es el caso de /p/ y /b/,
difieren en su grado de apertura: [m] y [m]. Creemos que el hecho de no haber reconocido
esta realidad hasta ahora se pueda deber (ademas de a escripulos tedricos de los que
hablaremos mas abajo), sencillamente a motivos de notacidon: mientras en el caso de las
consonantes orales existe una forma sencilla de marcar los alofonos abiertos (fricativos o
aproximantes) usando diferentes simbolos del AFI, en el caso de /m/ no es asi: hay que
recurrir al diacritico < | > ala hora de notar ese alo6fono abierto.
La doble evolucion de tumite se explicaria entonces, de forma simplificada, con estas

dos cadenas:

1. /tumite/ > [tumite] > [tumte] > [tumde] > /tuilide/

2. /tumite/ > [tumite] > [tumte] > [tumde] > /tunde/
Los procesos que explican estos cambios serian los siguientes:

1. senorizaetén > apertura > pérdida de vocal silabica > sonorizacion de C posterior

> vocalizacion de aproximante > astmtaeién-ala-Cposterior.

2. senerizacton > apertura > pérdida de vocal silabica > sonorizacion de C posterior

> voealizacton-de-aproximante > asimilacion a la C posterior.

Observamos que son casi paralelos a los que se producen en el caso del fonema /b/.

3.3 El problema de la existencia de fricativas nasales labiales

Una posible dificultad a la teoria expuesta arriba seria la poca documentacion en las
lenguas del mundo de fricativas nasales, de ahi que en el AFI no existan grafemas
diferenciados que las representen y haya que recurrir a diacriticos para tal fin.

Segtin Ohala (1975)!° las fricativas sonoras nasalizadas son dificiles de producir'':
para generar friccion en la cavidad oral se necesita un gran volumen de aire y en los
sonidos nasales sonoros la cantidad disponible a tal fin se ve menguada de un lado por la
que simultdneamente entra por el canal que abre la tvula y de otro por el proceso de
sonorizacion, que limita esa cantidad mas atn en su paso por la glotis. Tal dificultad es la

que causa de que las fricativas sonoras tiendan a convertirse en aproximantes. Asi lo

10 Ladefoged & Maddieson (1996:133).
"' En un idioma banti de Angola occidental, el UMbundu, hay documentada una labial fricativa sonora
nasalizada [¥] (Shadeberg 1982, citado en Ladefoged & Maddieson 1996:134).
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atestiguan Gregores y Suarez (1967)'?en guarani, donde los al6fonos nasalizados de
fricativas sordas se abren automdticamente produciendo aproximantes. Asi pues,
esperariamos que un aldfono abierto de /m/, consonante sonora en JA, se convirtiera en
un sonido no fricativo sino mas abierto, aproximante o incluso semiconsonante.

También es posible que, por motivos de fonética auditiva'®, cuando dos sonidos
nasales se produzcan en el mismo punto de articulacion exista una tendencia natural a que
el mas abierto desarrolle un segundo punto de articulacion que lo diferencie
acusticamente del otro, sobre todo si se encuentran en marcha procesos de fonologizacion.
Podemos adelantar como hipdtesis para explorar en el futuro que esta sea la causa de la
relativa abundancia en las lenguas del mundo de aproximantes de articulacion labiovelar
nasalizadas, representadas segin el AFI como <w>. Estos sonidos aparecen
documentados en varias lenguas, entre otras en un idioma del sur de Brasil, el kaingang
(Jolkesky 2009), en portugués europeo (Cruz-Ferreira 1995) y en shipibo, hablado en
Brasil y Pert y oficial en este ultimo pais (Valenzuela et al. 2001).

Seria posible -y hasta razonable en nuestro caso- postular un reforzamiento velar del
alofono abierto del fonema nasal labial /m/ del JA. Por tanto, lo que nosotros
representamos arriba como [m] se realizaria en realidad como [w], gracias a un proceso
automatico de reforzamiento velar provocado por motivos de fonética auditiva. El hecho
de la evolucion final del proceso sea /li/, esto es, una vocal nasal de articulacion posterior,
avala esta teoria: de no haber sido asi se esperaria que la etapa final del debilitamiento del
fonema nasal labial hubiera sido o bien una vocal central nasalizada o bien vocales
también nasalizadas de diferentes timbres, determinados estos por contexto de fonética
sintactica o de fendmenos especificos del idioma, como apuntdbamos antes.

Sospechamos que este reforzamiento velar debe de ser bastante usual en los procesos
fonéticos que experimentan las aproximantes en las lenguas del mundo. En espaiol
peninsular, por ejemplo, no es extrafio escuchar la realizacion /b/ en su al6fono abierto en
posicion interior, dentro del contexto apropiado, no como [B] sino como [BY], [y"] o [W],
esto es, como labial velarizada, velar labializada o labiovelar: la palabra abuelo, en
realizaciéon descuidada o no normativa, se pronuncia como [a'B¥uelo], [a'y“uelo] o
[a'welo], e incluso abajo como [a'B¥axo] o [a'waxo] (curiosamente nunca hemos oido

[a'yYaxo0]). Aunque menos infrecuente que en fonemas orales, también es posible oir, en

12 Ladefoged & Maddieson (1996:132).

3 El rasgo mas destacado de una consonante nasal es su nasalidad. Dos consonantes nasales necesitan
del mayor numero de rasgos diferenciadores para que su oposicion fonologica sea factible desde el punto
de vista auditivo. (Carmen Pensado Ruiz, comunicacion personal). Mas aun sucede asi cuando dos sonidos

nasales comparten el mismo punto de articulacion.
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habla de tempo répido, el fonema /m/ en posicion interior de palabra con una realizacién
abierta cercana a [W]. Por ejemplo, una palabra como amapola, también en tempo rapido,
se puede oir pronunciada no como el normativo [ama'pola], sino como [awa'pola], o quiza
mejor [awa'pola], con [a] ultrabreve de pronunciacion sorda o murmurada.

Si bien estas realizaciones estin obviamente influidas por el contexto fonico,
recordemos que aun no se ha determinado cudl es aquel en el que en JA aparecen mas las
realizaciones cerradas o las abiertas de los fonemas labiales orales. Seria interesante
investigar si el contexto labial o velar de las palabras que presentan un fonema labial nasal
en interior posteriormente desarrollan en los procesos de onbin un comportamiento de

alofono abierto o no.

4. Conclusion

Postulamos que en JA el fonema /m/ en posicion interior de palabra se realiza
mediante una pareja de al6fonos que presentan diferente apertura articulatoria, [m] y [m],
del mismo modo que sucede con el resto de los fonemas labiales, /p/ y /b/. El al6fono [m],
sufriria dos procesos automaticos de apertura y reforzamiento velar, el primero causado
por motivos articulatorios y el segundo, auditivos. La evolucion completa quedaria como
/-m-/ > [m] =>!* [W], con una etapa posterior [{i] en JMT a causa de la continuacién de
la tendencia de apertura iniciada en JA. El sistema fonético-fonologico del JA, por lo que
hace a las labiales en posicion interior, se representaria entonces como aparece en la tabla

siguiente:

Cuadro 4.

Consonantes labiales en interior de palabra

) Grado de
Fonemas Sonidos
apertura
+
ol [B]
[b] -
m +
o "]
["b] -
=> [w +
Py [m] => [w]

[m] -

14 => marca aqui un proceso automatico.
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Proponemos, por tanto, la siguiente interpretacion de los procesos de evolucion del
JA al JMT de los fonemas labiales /b/ y /m/ (simplificada a los fendémenos pertinentes a

nuestro estudio):

Cuadro 5.

Evolucion propuesta para labiales sonoras en el paso del JA al JMT

a. Alofonos abiertos (aproximantes)

L. /b/: /-bi-¢/ > [-MBi-C] > [-"B-C] > [-B-C] = [-w-C]> /-i-C/
2. /m/: [-mi-G/>  [-mi-C] > [-m-C]=> [-w-C] > /-8-C/
b. Aléfonos cerrados (oclusivos)

1. /b/: /bi-G/  [-™bi-C] > [-"b-C] > [-b-C] =~ [m-C]> J-N-C/
>

2. /m/; /-mi-¢/ [-mi-C] > [-m-C] > [-m-C] > /-N-C/
>

Fenomenos postulados:

1. (Apertura)'® > pérdida de vocal silabica > nasalizacion de consonante > sonorizacion
de C posterior / (apertura de la semivocal).

2. (Apertura) > pérdida de vocal sildbica > nasalizacién-de-consenante > sonorizacion de
C posterior / (apertura de semivocal).

El paralelismo de la evolucion de la consonante oral y la nasal queda evidenciado en
las anteriores cadenas fonicas. Estos procesos paralelos dejan patente, a nuestro juicio, la
necesidad de proponer la existencia de [m] en la reconstruccion del sistema fonético del
JA.
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Abstract
Much attention has been paid to the TBLT approach’s impact on oral levels in the ESL
environment; however, TBLT writing does not seem to have been integrated into EFL
classrooms. This paper proposes ways to confirm the roles of the TBLT approach and
TBLT writing instruction in EFL based on the reviews of the literature concerning TBLT
theory and empirical studies. In addition, the paper suggests possibilities for future

research on TBLT writing instruction in EFL contexts.
Keywords: TBLT, TBLT writing instruction, English as a Foreign Language

1. Introduction

Theory and research in second language acquisition have emphasized cognitive
development involving the process of learners’ language acquisition and intake from
language input. The findings of this research often lead to pedagogical and practical
implications for teachers to refer to in real classroom contexts. In fact, the research results
have generated a variety of methods and approaches. Among them, Task-Based Language
Teaching (TBLT) has gained the worldwide attention of researchers and instructors (Van
den Branden et al., 2009), as the focus of second language teaching has shifted from
accuracy to fluency and communicative-based teaching. This instructional approach has
been guided and informed by both theory and empirical studies.

However, the field of English as a Second Language (ESL) has tended to show less
interest in writing using the TBLT approach. In particular, there are few cases in which
writing has been part of TBLT-oriented educational practice and educational research in
English as a Foreign Language (EFL) environments in Asia (Thomas & Reinders, 2015).

Although some research has provided evidence for the effectiveness of TBLT
writing, it is necessary to reconfirm the features of TBLT and its writing instruction,
helping EFL classroom instructors who have not encountered TBLT enhance their
awareness of the beneficial aspects it has for developing the quality of EFL writing

instruction.
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The paper starts with the definition of a task. This is followed by the presentation of
some empirical studies illustrating the effectiveness of TBLT. Then, the focus shifts to
TBLT in writing pedagogy, including several empirical studies on successful TBLT
writing instruction. Finally, the paper discusses the possibility of future research that

addresses whether TBLT writing instruction can be promoted in EFL environments.

2. Definition of a Task

Tasks are generally defined as activities which engage the participants as language
users by improving their ability to communicate in real-world contexts. A number of more
specific definitions of a task have been suggested (Benati, 2020; Nunan, 2004; Willis,
1996). This study draws primarily on Benati’s (2020) definitions: “tasks involve the
expression and interpretation of meanings” and “tasks have a purpose that is not language
practice” (Chapter 3, Section 3, para. 2). These definitions suggest that tasks help learners
to recognize the use of a foreign language as more important than language practice. Task-
based classroom activities are carried out through interaction among participants along
with the mechanisms for forming sequential processes, including meaning exchange.

Benati’s (2020) definitions are primarily based on five task features identified by
Ellis (2003). First, a task requires learners to use the target language to achieve a particular
goal or purpose. Second, a task involves both meaningful activities and language forms.
Third, a task invites learners to use language based on communication, motivating them
to participate in interactions. Fourth, a task uses one or more language skills. Fifth, a task
involves learners in understanding the use of the target language. In this way, TBLT is

constructed based on task involvement, rather than mechanical language practices.

3. General Concept of TBLT

3.1 TBLT and PPP

TBLT has been developed as an alternative to the traditional presentation-practice-
production (PPP) approach (Ur, 1996). PPP offers a simplified approach to language
learning based on the idea that instructors can present a predetermined teaching design
adding one stage to another. In this approach, an instructor teaches learners the
grammatical concept they need to successfully participate in the language activities. The
instructor presents an item of language explicitly to get across its meaning. This can be
done in a variety of ways, for example, using a text, a situation, or a dialogue. Learners
are then asked to join a controlled practice stage, where they may have to repeat phrases
or sentences through choral and individual drilling, filling gaps, or matching incomplete

sentences. These practices require learners to use language correctly and accurately.

50 R AR EEEHE 2 —



Effectiveness of Task-Based Language Teaching and TBLT Writing Instructions

Finally, the instructor requires learners to produce the language concept on their own.
Learners are given communicative activities such as role-play and pair work and are
expected to use the predetermined expressions and use the forms they have already
learned. This approach, often involving decontextualized grammar or vocabulary (Skehan,
1998), is possibly the most common pattern in many EFL classroom environments.

On the other hand, the essence of TBLT is that instructors give learners a task to
accomplish. Then the instructors give learners examples of the target language they can
use to complete the task and learners are then left to accomplish the task on their own.
With this method, the instructors give their learners a situation where they would have to
use the target grammatical items. While learners are doing activities, the instructors may
give them examples of language which uses the target grammatical item correctly, and
examples they might use to complete the task. Then the instructors give them the freedom
to use those examples as they complete the task. In opposition to PPP, pedagogic tasks
are characterized by five features: (a) meaning is primary, (b) learners achieve a particular
goal or purpose, (c) there is some sort of relationship with real-world activities, (d) the
assessment of task is in terms of a task outcome, and (e) language skills are also developed
(Benati, 2020, Ellis, 2003). With pedagogic tasks, the primary focus is on whether the

communicative purpose has been achieved, not the quality of the language.

3.2 TBLT Lesson

TBLT instruction aims at providing learners with natural contexts in which they can
use the target language rather than do the mechanical practice. In other words, TBLT
promotes communication and develops fluency by presenting and inviting learners to use
the target language in real operating conditions (Benati, 2020).

A task-based lesson, according to Kim and Tracy-Ventura (2013), has three phases:
pre-task, the main task, and post-task. There are different kinds of performance based on
the types of tasks and phases. The pre-task phase provides preparatory activities for task
performance. This phase includes content-focused activities which engage learners with
the topic of the task. The instructor might allow for planning time and frame the task by
explaining procedures, outlining hoped-for outcomes, and/or providing background
knowledge. The instructor could also introduce tasks that allow learners to review familiar
and grasp unfamiliar vocabulary items. The main tasks can be performed in a whole-class
context, in pairs, in groups, or by learners working individually. During this phase, the
instructor should act as a facilitator.

According to Ellis (2009), the post-task phase provides an opportunity for a

repeated performance and encourages reflection on how the task was performed and
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attention to forms that proved problematic to learners when they performed it. In some
cases, learners repeat the task in front of their peers, possibly drawing on effective
expressions and more complex structures. Learners may also be asked to report in front
of the class about their task outcome. As such, in terms of TBLT theory, the task in which
learners are left to do process-oriented activities on their own makes learning authentic.
In TBLT, the language needed is not pre-selected practice, but rather it is drawn from the
learners with help from the facilitator to meet the demands of the activities and task (Ellis,
2003).

4. Empirical Studies on the Effectiveness of TBLT

There have been innumerable studies concerning the effectiveness of TBLT starting
when Doughty and Pica (1986) examined the effect of task types and participation
patterns (a teacher-fronted participation pattern and a group-interactional participation
pattern) on modification interaction, in which learners managed to communicate using
clarification request, confirmation checks, and repetition. The hypotheses of the study
were: (a) activities which required an information exchange would lead to more modified
interaction than those in which such exchange was optional; and (b) more modified
interaction would occur in the pair-work pattern than in the group situation, which would
in turn provide more opportunity for modification than teacher-fronted instruction.

Adult learners from six intermediate ESL classes participated in this research. Tasks
were employed to have learners exchange information. The study also added the pair-
work pattern to the variables as a group-interactional participation pattern. After
instruction with the teacher-fronted participation pattern, the group-interactional
participation pattern, and the pair-work pattern, the researchers transcribed learners’ acts
during the class activities from a recording device and compared several features of the
interaction. Data was analyzed using ANOVA to examine the statistically significant
interactions and differences among the prepared variables.

The study showed that classroom interaction generated more modified interaction
than teacher-fronted learning did. In addition, required-information exchange tasks
triggered more modification in student groups than teacher-fronted learning did. The
study provided new findings in terms of interactional patterns. These findings suggest
that conversational modification occurring during interaction is vital in second language
acquisition. More specifically, participation patterns as well as task types were found to
have a great influence on interactional modification during the conversation activity.

Decades later, TBLT was still being explored in terms of its positive effects. An

exploratory study concerning the positive effect of TBLT was conducted by Van den
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Branden et al. (2007). Their research aimed at understanding what learners actually do
when presented with a problem-solving task. Through classroom observation and analysis
of learners’ talk during task performance and their metatalk about their performance, the
study emphasized the importance of task roles, suggesting that a task-based instruction
for learner control of focal attention to a particular task type adequately helps the
classroom teacher easily identify and effectively address the specific areas of language
the learner has not adequately grasped.

More recently, the practical application of TBLT theory and research in classrooms
has emphasized helping learners to engage in meaningful, authentic, and interactive tasks
that promote fluency. For example, Zhang and Hung (2013) investigated the validity of
applying TBLT in large language classes. Pre- and post-written tests, oral tests, interviews,
and case studies were employed for data collection. Three main findings were reported:
(a) the experimental TBLT group was likely to have acquired significantly more language
than the control group which was given teaching treatments based on the PPP paradigm,;
(b) the experimental group seemed to show significantly better oral English performance
than the control group; and (c) the experimental group was more active and motivated
than the control group based on data collected from individual interviews. In other words,
at least, one recent study has shed light on the potential and practicability of the task-

based approach in large-sized classrooms.

5. TBLT in Writing Instruction

5.1 General Issue of TBLT Writing

Considering the key elements of TBLT, this approach appears to be mainly
“dominated by a focus on oral production” (Carless, 2012, p. 348), but task-based writing
has also addressed learner’s verbalized internal processes and language skills. Thus, it is
essential to understand writing as a cognitive process. The writing processes include
planning, translating a plan into a text, and reviewing (Benati, 2020). Planning includes
generating ideas, organizing ideas, and setting goals. Translating a plan includes
evaluation and putting ideas into words. Reviewing is necessary to ensure that readers
understand the meaning the writer intends to convey.

Macaro (2014) states that task-based writing is a pedagogical approach that, in
principle, attempts to reach the objectives of developing learners’ language skills and
moving toward the internal language system which unconsciously activates from implicit
knowledge rather than from explicitly-given rules or practices. In order to nurture writing
ability which meets these two demands, instruction is required that provides good task

designs and manipulated tasks which contain appropriate writing prompts. Dave and
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Willis (2007) list seven types of writing tasks that elicit learners’ linguistic system and
language skills. “Listing” is brainstorming and/or fact-finding. “Ordering and Sorting”
refers to activities such as sequencing story pictures and ranking items according to cost,
popularity, and positive aspect. “Matching” is using other skills such as reading or
listening with writing. “Comparing” gives learners opportunities to share ideas with peers.
“Problem-Solving” is often used in real-life situations, such as proposing ideas and giving
advice. “Projects and Creative Tasks” could be carried out by, for example, doing and
reporting a survey, producing a class newspaper, planning a radio show or designing a
brochure. Finally, “Sharing Personal Experiences” includes personal storytelling,

anecdotes, memories, opinions, and reactions (p. 58).

5.2 Process Writing Instruction

To complete the tasks mentioned in the previous section, TBLT writing instruction
needs to take into consideration several elements such as task prompts, attendant task
requirements, learners’ linguistic knowledge, their prior knowledge about topics, and the
availability of external support. According to Benati (2020), process writing instruction
is one typical approach to emphasizing such elements. He states that instructors must
clarify the communicative purpose of the written topic and make learners aware of their
readers by providing effective tasks for developing their writing skills. He also
recommends a cognitive-process approach using task-based prompts which engage L2
learners in exploring, consolidating, and developing writing objectives.

In light of these elements, it is effective to design written tasks based on three
stages: pre-writing, writing, and language focus in order to improve L2 learners’ language
system and writing skills. Willis (1996) suggests that the process writing approach results
in learners’ improvement in formulating their ideas in a coherent way, using correct syntax,
grammar, and vocabulary.

The pre-writing phase is the stage that elicits learner background knowledge in
terms of both content and language. In this stage, the topic and tasks are introduced by
the instructor, who may also provide key expressions useful for achieving the tasks.
Learners are then encouraged to start brainstorming ideas. In doing so, the instructor
effectively creates a scaffold for learners to build their own meaningful understanding of
the topic. For example, if an instructor encourages learners to think of the most surprising
moment they have had recently, they can start with making a list of what has happened
to them and working in pairs to decide which of the events is most surprising. These
activities include “Listing” and “Ordering and Sorting” tasks.

The writing stage refers to the phase in which learners can communicate through
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writing tasks and writing freely. At first, they share their ideas without being concerned
about using key expressions or structures correctly. The instructor needs to be a facilitator
in this stage. Then, learners plan and receive form-focused instruction to improve their
language skills. Lastly, they report their ideas and their instructor shares feedback about
the ideas and language features used in their compositions. As an example of the
“surprising moment” activity, based on the lists and the sorting outline they have made
in the pre-writing stage, learners can tackle free writing, and then compare their writing
with other learners’ writing. In this stage, learners have opportunities to complete the
tasks of “Comparing” and “Sharing Personal Experience.” While writing, they may
receive advice from the instructor concerning rhetorical features as well as linguistic
features, allowing them to concentrate on adding details to support the point or eliminate
redundancies in their written texts.

The language focus stage is an opportunity to look closer at the specific language
features used during writing. The instructor may have learners try to write their own ideas
and may give them linguistic feedback. In the “surprising moment” activity, for example,
learners may be asked to write on the topic of “If you wanted to delight other people as a
surprise, what would you do?” In addition to engaging in the “Project and Creating” task,
learners can check for sentence skills such as grammar and usage. This stage is equivalent
to the traditional editing and proofreading stage.

This three-stage design takes a similar view to Kim and Tracy-Ventura’s (2013)
task-based lesson, mentioned earlier in the third section as a pedagogic task. As in TBLT
speaking, developing second language writing depends on advancing learner’s ability to
communicate with others through processes the instructor establishes. As mentioned in
the introductory section, pedagogic tasks of TBLT writing are different from those in
PPP; writing can be used to produce a text in a real-life context. Writing is a cognitive

process where language learners explore, consolidate, and develop specific objectives.

6. Empirical Studies on Effective TBLT Writing Instruction

Empirical studies into a range of variables should be done to promote TBLT writing
instruction in real classrooms. First, concerning writing as cognitive processes which
include planning, translating, and reviewing, Ahmed and Bidin (2016) conducted a quasi-
experimental study featuring pre- and post-tests, comparing and contrasting groups with
and without task-based instruction with the goal of assessing improvement in learners’
descriptive writing skills. Accuracy, complexity, and fluency were quantitatively
measured, and a questionnaire was also used to collect participants’ feedback after the
instructional phase. Results showed that most participants found the task-based writing
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approach effective because of the familiar, interesting writing topic and instructor’s
supportive manner. In addition, the experimental group showed better writing
performance in the categories of complexity, fluency, and accuracy than the control group.

Another empirical study concerning process writing including differentiated
instructions such as the task prompts, recasting, and external support using teacher-
student interaction was administered by Bantis (2009). This study attempted to answer
the questions of how task-based writing instruction can impact the degree of
differentiation of instruction and how task-based writing instruction can impact second
language acquisition. The instructor used various feedback methods through interactions
in an ESL writing class context using the topic of learners’ memory and imagination in
their daily lives. In addition, data was collected through transcripts of pre- and post-
conference and interviews. The finding of the study was that some learners were able to
handle more cognitively-challenging interaction through some specific feedback methods.
This means that there were various methods of effective instruction according to learner
types in task-based writing instruction. As for second language acquisition, the
participants successfully reformulated their own written interlanguage sentences into the
standard target language. Participants’ interests in the writing activities and writing
process remained the same or increased as a result of the task-based intervention, in which
there was corrective feedback from the instructor throughout the process writing stages.

To study the implementation of the framework of TBLT writing, including the pre-
task, task cycle, and language focus phases proposed by Willis (1996), Hanh and Tuan
(2018) investigated the effect of TBLT on learners’ writing performance and motivation.
Their quasi-experimental design was employed with a control group and an experimental
group. The experimental group was instructed through TBLT writing lesson plans. The
pre-task stage introduced learners to the topic; the instructor activated some topics related
to words and phrases. The task cycle stage asked learners to discuss the task with peers
and write their draft. The topics used were favorite place and hometown which learners
thought about in their daily lives. Then learners exchanged their writing, gave feedback
to each other, and reported their revised draft in front of peers. Finally, language focus
and practice were conducted. Data was collected from the pretest and posttest with results
indicating that the participants’ writing performances were improved in terms of all five
components: vocabulary, content, grammar, organization, and mechanics. Pre- and post-
questionnaires were also conducted. The findings indicated that the topic in the pre-task
stage positively influenced learners’ writing motivation.

In addition, Seyedi and Farahani (2014) examined the relationship between writing

and reading in the language focus stage of TBLT writing instruction, under the theoretical
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assumption that the interaction in TBLT instruction is the stepping-stone to acquiring both
comprehension and production. The study compared TBLT writing instruction and the
traditional writing instruction. Advanced ESL learners were asked to do graph
descriptions, email-writing, and argumentative writing. Process-oriented instruction was
adopted in the TBLT writing instruction and offered learners many opportunities to
display their thinking. The analyzed results, drawing on pre- and post-test reading and
writing test design, demonstrated the contribution of the interaction among learners and
with the instructor on the development of reading comprehension as well as language use

in writing performance.

7. Current Challenge to Implementing TBLT Writing

The literature reviewed shows that TBLT on process writing instruction may
contribute to learners’ improvement in writing performance. While the TBLT approach
has been used successfully in ESL contexts, it is reasonable to think that there have been
obstacles to implementing TBLT writing (Thomas & Reinders, 2015). Some EFL
institutions even downplay its role in their instruction for at least two reasons: instructors’
perception and social reasons.

Most of the previous studies concerning TBLT have dealt with the enhancement of
learner performance and learner perceptions of TBLT, but instructors’ comfort levels with
TBLT is one challenge to the adoption of the approach. In particular, TBLT writing
pedagogy seems to be difficult to implement in real EFL contexts, as we recognize it from
the fact that less research has been conducted on how TBLT writing inferences the written
output in EFL learners. One study concerning instructors’ perception of TBLT (Luo &
Xing, 2015) included a questionnaire given to middle school EFL instructors in China.
The result showed that lack of training in TBLT, lack of authentic materials, and few
opportunities for retraining in TBLT were ranked high among the reasons for the
hesitation to conduct TBLT. In a similar vein, a survey conducted in Vietnam (Viet et al.,
2015) demonstrated that many instructors believe that an explicit focus on forms should
occur before TBLT in the sense that language knowledge is fundamental for task
completion.

Additionally, there are several contextual obstacles stemming from EFL-specific
social reasons such as class size, class length and exam-oriented expectations of teachers.
One study by Rahman et al. (2018) revealed that instructors are asked to conduct
deductive lessons about writing or grammar because of exam-based educational systems
in which they need to rush to finish the lesson by the time tests focusing on deductive

knowledge are conducted. Therefore, memorization and mechanical practices are still
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found to be common in classrooms, mainly due to the pressure of exam results and the
requirements set by institutions’ policymakers. In light of the limitations inherent to many
EFL contexts, the possibility of TBLT implementing conditions, test development, and

administrative innovation must be the focus of further research.

8. Future Possible Research on TBLT writing

8.1 Future Research on Implicit Knowledge

As can be seen in the findings mentioned above, the TBLT approach to writing
instruction has been advocated, but it still demands continued evidence-based research in
EFL contexts. As most previous studies have been lacking in longitudinal research, it has
yet to be determined if TBLT writing instruction can develop learners’ implicit knowledge,
in turn, having a positive impact on production. It is necessary to do longitudinal research
concerning the proper task types, the sequence of explicit instruction, and the form of
intervention by instructors. It is recommended that further study be conducted through

replications in other EFL environments.

8.2 Future Research on Instructor Perspectives

Another limitation of the previous studies is that there are few indications of the
fact that the implementation of TBLT writing requires a great deal of preparation by EFL
instructors, especially in creating writing task activities. In-depth analyses of EFL
instructor perceptions will contribute to a deeper understanding of their viewpoints on the
challenges of TBLT writing instruction, through individual interviews, case studies, and
action research that encourages them to reflect on their experiences and gives them
opportunities to improve teaching. It would also be beneficial to provide a thick
description in educational articles about EFL teacher training toward TBLT writing
instruction, so that effective techniques of TBLT writing instruction will be disseminated

among EFL contexts.

8.3 Future Research on Administrative Innovation

Even if TBLT writing instruction is to bring about a paradigm shift, administrative
innovation surrounding curriculum is usually difficult to introduce. Gradual intervention
of TBLT writing instruction and keeping evidence-based research will be available in EFL
contexts. For example, a hybrid curriculum in which TBLT writing syllabi could be used
alongside PPP may result in meeting the needs of institutional policies or learner
performance. It would be possible to examine the effectiveness of a TBLT writing

approach which is supplemental with PPP focusing on declarative knowledge. Such
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research will be key to understanding whether learners can enhance implicit writing
ability as well as explicit knowledge that will also help them raise their exam scores.
Regarding the traditional exam-based society, it would be beneficial to examine
ways to establish an approach that incorporates both TBLT writing and norm-referenced
tests that focus on explicit knowledge. Exam cultures in EFL contexts such as China,
Korea, and Japan are proceeding to create more appropriate norm-referenced tests that
reflect communicative-based pedagogy. Nonetheless, there is still much trial and error in
the test development which fits the TBLT writing pedagogy. It is recommended that

researchers and instructors continue to investigate the validity, reliability, and feasibility.

9. Conclusion

This paper summarized how TBLT could be applied to writing pedagogy, citing
several studies investigating this possibility. The primary advantage of TBLT is that it
provides learners with meaning-focused contexts which include real-world activities and
authenticity. When the instruction adopts modified interaction and classroom interaction
with task activities instead of relying solely on explicit teaching and mechanical practice,
TBLT can help learners develop target language ability. Similarly, in TBLT writing
instruction, if tasks are provided that draw on the areas of learners’ needs and interests,
and if effective feedback is provided through process writing stages; the target language
is meaningfully used by learners in the process of achieving the tasks. The literature also
shows that TBLT writing provides a motivational environment in which learners can
advance their language skills.

Regarding EFL contexts, the paradigm of foreign language pedagogy has shifted
towards learner-centered learning and language use for a communicative purpose. If the
benefits of the process writing approach are acknowledged among EFL instructors and if
more research results concerning TBLT writing are seen to be relevant to curriculum
development and test development, TBLT writing instruction is likely to gain traction in
EFL contexts.
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Abstract
In 2020, the global COVID-19 pandemic forced many educational institutions to
implement online courses with short preparation time and limited resources. In order to
deal with the issues regarding technology, Internet access, and potential personal and
societal problems related to COVID-19, many of these institutions required teachers to
create asynchronous (on-demand) online courses and activities. While preparing for these
types of courses can be difficult for teachers of any subject, second-language teachers
face further challenges when preparing asynchronous courses because often the focus in
language education is on face-to-face (pair and group) communicative activities. In this
paper, after introducing the teaching context, textbook, and students, the authors present
two different types of asynchronous online listening activities using Microsoft Forms and
Google Forms and discuss the results of using these activities with approximately 180
students in eight courses during the 2020 spring semester in Japan. The results and
suggestions for improvements and incorporating the activities into face-to-face teaching

are also discussed.
Keywords: English, second language acquisition, listening, online, asynchronous

1. Introduction

In 2020, the global COVID-19 pandemic forced many educational institutions to
implement online courses with short preparation time and limited resources. In order to
accommodate teachers and students with limited access to technology and the Internet,
and to be more flexible regarding potential personal and societal problems related to
COVID-19, many of these institutions required teachers to create asynchronous (on-
demand) online courses and activities.

For synchronous (live) online courses, teachers and students interact with video
conferencing websites and software, such as Zoom, Microsoft Teams, WebEx, etc.

Asynchronous online courses allow students to access and complete the educational
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activities when and where they can.

While preparing for these types of courses can be difficult for teachers of any
subject, second-language teachers face further challenges when preparing asynchronous
courses because often the focus in language education is on face-to-face (pair and group)
communicative activities. Due to the communicative goals of language classes, it can be
quite challenging to create meaningful asynchronous alternatives that preserve a sense of
authentic communication in an online environment.

In this paper, the authors will present and discuss the use of online forms (Microsoft
and Google) to create asynchronous online listening activities based on the Topic Talk
textbook (Martin, 2006). Each unit in the textbook consists of 13 questions on a common
topic and a multiple-choice listening activity based on an audio recording of a native
English speaker asking the questions and another native English speaker answering.
While the audio recordings are authentic, many speakers answering the questions are
difficult to understand or give very minimal answers, making it difficult for lower-level
English learners.

The goal was to create additional asynchronous online listening activities that
exposed students to recordings that were easier to understand and richer in content. The
authors also wanted to create a system that is easy for teachers and students to use given

the above concerns regarding technology and COVID-19.

2. Method
2.1 Participants
A large university in Kanagawa Prefecture (hereinafter University A)
Course: Elective speaking class (two sections, each once a week)
Students: 40 in total (mixture of English levels, majors, all years in school,
Japanese/international)
Course goal: Increase students vocabulary and communicative skills through
synchronous and asynchronous activities

Attendance: Based on activity completion

A large university in Hokkaido Prefecture (hereinafter University B)

Course name:  Foreign Language Communication - English (required language
requisite, six sections, each once a week)

Students: 141 in total (mixture of English levels, majors, ~95% 2nd year students,
all Japanese nationals)

Course goal: Increase student fluency in the four skills with a focus on listening and
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speaking
Attendance: Based on completion of textbook homework by deadline
2.2 Materials
Textbook: Topic Talk (Martin, 2006)
Content: Units based on common topics: food, sports, family, etc.

Each unit consists of 13 questions
One unit listening activity based on audio recording

Audio recordings and transcripts provided online

2.3 Course activities

2.3.1 University A
Zoom (Zoom, n.d.) class (optional): call and response, students write own answers,
partner practice in breakout rooms (two times), dictation (optional
attendance/ungraded)
Flipgrid (Flipgrid, 2020) mobile application: After viewing teacher video,
students created own videos asking and answering questions (20% of grade)
Microsoft Forms (Microsoft, n.d.) online listening activity (20% of grade)
Google Forms (Google, n.d.) quiz (20% of grade).
Quizlet (Quizlet, 2020) mobile application: flashcards of wunit content
(optional/ungraded)
Microsoft Forms final test: 30-question multiple-choice test based on 143

questions (40% of grade)

2.3.2 University B

Zoom (Zoom, n.d.) class: Each week at students’ class time a 40-minute optional
Zoom lesson was held. The Zoom classes were comprised of:

o Warm-up activity (contextual question(s))

o Textbook - listen and repeat of thirteen topical questions with vocabulary

and grammar explanations when necessary

o Break-out rooms with partner/group practice of Q&A.
Quizlet (Quizlet, 2020) mobile application (optional): Students were given access
to flashcards with each week’s topic questions and example answers.
Flipgrid (Flipgrid, 2020) mobile application (required): Each week students were
required to make a “selfie” video of themselves answering written questions

related to the last week’s topic. (A teacher’s video was provided as an example.)
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o Google Forms (Google, n.d.) quizzes (required): Each week students were
required to complete listening comprehension assignments via Google Forms. See

section 2.5 for more details.

2.4 Online listening activities at University A

2.4.1 Authentic and appropriate content creation

Audio recordings were created for the listening activities. A native English speaker
asked the 13 questions and appropriate follow-up questions while another native English
speaker provided longer answers with greater content. Both focused on speaking as
naturally as possible while monitoring pronunciation, enunciation, and intonation.

Recordings were approximately 10 minutes in length.

2.4.2 Learning management system

For this course, Microsoft Teams (https://teams.microsoft.com) was used as the
learning management system (LMS). Using the Assignment function, a Microsoft Form
with bilingual instructions was created for the weekly activity with 14 inputs. A URL link
to the audio recording was included in the instructions because, unlike Google Forms

(Google, n.d.), audio/video files cannot be embedded in a Microsoft Form (Figure 1).

Figure 1.

Creating a Microsoft Teams assignment

WS2 Wod Maw 11 T 20NE

=

£ New assignment

Unit 12 Extra bstening activity

2020: Manday)

VB 2030 Monday ] All students

Cor't assign to students added to this class in the future. Edit
Time due
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As the LMS organizes students based on Japanese names in kanji or student
numbers, the first input required students to type their names in English. The subsequent
13 inputs were labelled “Question #1,” “Question #2,” etc. (Figure 2). Students were
instructed to summarize the answers they heard as best they could (no right or wrong
answer). Subsequent weekly activities were easily made by copying the first activity and
changing the URL links and active/deadline dates.

Figure 2.
Student view of Microsoft Form

163 Wed Now 1 0%

( Extra listening activity: Vecabulary Bullding (VB 2020: Manday)

2 Computar [l Mabile

Extra listening activity
(VB 2020: Monday)

., when you suamit this form, the ownar wil be able to 566 your name and emall adcress

* Required

1. Please write your name in English. S T EBTEEALLET.

2. Question 1 (Summarize the answer, ZAEEHL T, )*

Once an assignment became active, students received an LMS notification that it
could be accessed. After opening the assignment, students could click on the URL link in
the instructions to hear the audio recording and type their answers in the form. Students
could listen to the audio file as many times as they wanted and then submit the assignment

when finished.

2.4.3 Management and assessment

Using the teacher controls of the Microsoft Teams assignment, it was possible to
easily sort student work into completed, late/incomplete, and not submitted categories.
By clicking on a student name, it was possible to quickly scroll through the summarized
answers for a subjective assessment of completion, as well as provide appropriate

feedback in the feedback function on the screen.
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2.4.4 Deadlines
To discourage students from waiting until the end of the semester to complete
activities, all activities had deadlines of one week for full points and an additional week

for half points.

2.5 Online listening activities at University B

2.5.1 Authentic and appropriate content creation

At University B, two listening activities were prepared for students each week
using Google Forms (Google, n.d.). Both activities were multiple-choice quizzes. The
first activity included a link to the textbook’s listening track which followed a question-
answer format. The questions in this activity copied the textbook’s set of 13 questions
with multiple choice answers.

The second listening activity (called Extra Listening) was a quiz which used an
authentic-like conversation between two teachers as a prompt for questions. The videos
were recorded on Zoom (Zoom, n.d.) with background music added using a video editing
application, uploaded to YouTube, and finally embedded in the Google Form that
included questions related to the video (Figure 3). The conversation was conducted in a

natural as possible manner without using a traditional question prompt format (e.g.,

“Question number 1, ....; Number 2, ....”; etc.).
Figure 3.
Embedded YouTube video in Extra Listening using Google Forms
®
Topic 1Extra listening |D m)
2
— , T
= Leftalign
_ ]
= Centeralign
(3]
E Right align =
| e |
M Change
i Remove

Rehearsal before recording the Zoom call was kept to a minimum to allow the
conversation to be as spontaneous as possible. One step which was done before starting
each recording was to consider the kinds of questions that may not be appropriate to ask

or would not facilitate an interesting response. These were largely subjective value
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judgements but were made to keep the dialogue going without awkward breakdowns in
conversation. Videos were limited to approximately (but usually under) 10 minutes in
duration to keep it at a length that would not be overbearing for students or become a
detriment to their concentration.

Students were asked 10 multiple-choice or checklist questions related to the content
of the conversation (Figure 4). Many answers were relatively easy to identify by students
because they asked for specific information that was directly mentioned in the
conversation. Some answers, however, required more understanding of nuance and
context, such as past situations that had changed, or the meaning of a colloquial phrase

based on the vocabulary, tone, or gestures.

Figure 4.

Example of an Extra Listening multiple-choice question

@ What does David mean when he says "I'm the [ @® Muttiple choice ¥
baby"?
He means that he is immature. X
He means that he is the favorite child. X
He means that he doesn't like his sisters. X
He means that he is the youngest. v X

Add option or add "Other"

m

Answer key (1 point)

@ Required ‘ :

2.5.2 Learning management system

Both listening assignments, along with speaking assignments and other course
content were provided to students via Google Drive using weekly assignment/materials
folders (Figure 5). Students were given written announcements each week on their
university LMS regarding their weekly assignments and a link to each week’s homework
folder.
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Figure 5.

Homework folders using Google Drive

M.. > Foreignlan.. > Foreignlang.. > 02.Missions (... =~ B
Folders Name
B 1:EE (58118-150) B 2:8E (5818H-22H)
B3 3BE (5A25H-29H) B 4:EE (6A18-50)

2.5.3 Management and assessment

Assessment of assignments was straightforward because correct answers could be
determined and set by the teacher prior to making the assignments accessible to students.
The assignments were always tested prior to administering to check that there were no
errors made when creating them. After submitting an assignment, students could receive
feedback as to their grade, which questions they got correct, and which questions they got
wrong. It was also possible via an option in Google Forms (Google, n.d.) to notify
students of the correct answers to missed questions after submission, but this feature was
turned off to mitigate possible cheating.

Students’ scores on individual assignments were viewable to the teacher via an
option in Google Forms (Google, n.d.) that allows the user to export all responses to a
Google Sheets spreadsheet (Figure 6). Scores from all assignments for every student
throughout the semester were manually compiled into a gradebook using Microsoft Excel.
This process was admittedly time-consuming, and with access to Google Classroom, this
would have been an unnecessary extra step since Google Classroom can be set up to

automatically compile grades for registered students.

Figure 6.
How to export all responses to Google Sheets (spreadsheet document)
Questions  Responses (ED Total points: 10
135 responses —
PRRO—
Summary Question Individual
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2.5.4 Deadlines

Deadlines were not enforced initially in this course due to the stressful conditions
for students who were suddenly moved into an online learning environment. For the first
week there was limited homework assigned to give students an opportunity to adjust to
the online learning environment. Until week 3, attendance was not checked. Starting from
week 3, the textbook listening assignments were used as a measure of checking
attendance and they needed to be completed by midnight every Friday night for full
attendance points to be given. Beyond textbook homework for attendance, students were

given the freedom to complete assignments according to their schedule and convenience.

3. Results
3.1 University A

For this course, 11 units from the textbook were completed with the above activities
for each unit.

Of the 67 registered students, 51 completed all or some of the online listening
activities. Most non-submissions were due to missed deadlines. If students had problems
with technology or issues and contacted the teacher, arrangements were made for late
submissions. In some cases, it was not possible to communicate with the students to
determine the problem.

Of the 51 students, the following shows a breakdown of scores (100% completion

equals a full 20% of total course grade):

38 students scored 20-16%
6 students scored 15-11%
3 students scored 10-6%

2 students scored 5-0%

3.2 University B

Twelve units were completed during the course of a (shortened) thirteen-week
semester. Students were given one week to adjust to the online environment before the
textbook homework and all other related homework were assigned.

Actotal of 141 students were registered for this course. Completion of these listening
activities was relatively successful with only twelve students failing to complete over
50% of the activities. In addition, a survey was given to students to obtain feedback on
the course. One of the questions in the survey asked respondents how satisfied they were

with Extra Listening activities from a scale of 1 (not satisfied at all) to 10 (very satisfied!).
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Below are the respondents’ scores:

Figure 7.

Student survey responses to satisfaction level of Extra Listening activities

40

30

20

10

31 (30.4%)

22 (21.6%) 21 (20.6%

13 (12. 70/14 (13.7%)

0(?%) 0((|)%) o«l)%) 0((|)%) 1(1|%)

1 2 3 4 5 6 7 8 9 10

Out of a total of 102 responses, only 1 respondent gave the activities a neutral score

of five. The remaining 101 respondents rated the activities as a satisfying experience, with

over 70% of the scores in a high satisfaction range of eight to ten (74 responses).

Part 2 of the survey question asked students to explain the score they selected in

part 1. Some notable patterns in responses were linked to the conversations in the

activities appearing to be “realistic” or “authentic.” Some students pointed out the ability

to play back the audio as many times as needed to understand as a positive aspect. Some

students appreciated the video format as they were able to see the faces of the two people

talking. Other students mentioned that the difficulty level seemed “just right.” Below are

comments from students that describe some additional perceived benefits (with English

translation):

Japanese: “Rifargs & Tl <, ::nﬁ@tljﬁﬁo HAREHEEONDEESL
AOFRTnEmoanicd

English: “Because you have to find words that are naturally spoken in the
conversation, not the number.”

Japanese: RAEREDOXRA T 4 TIREEFEOREALBL 2L i) A=
DB %ETH ETC—FNB O LS s T,

English: “I thought that listening to the native pronunciation of English
between teachers would be the most powerful way to practice
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listening.”

Japanese: “Textbook listening DJSHREE L THE TE2nnb, 7
English: “Because [ was able to practice as an applied problem of textbook

listening.”

Japanese: D ERIZTHZERSEEFEHTE NG, 7
English: “Because [ was able to study independently without worrying about

my surroundings.”

4. Discussion
4.1 University A
While the majority of students were able to successfully complete the Microsoft
Forms (Microsoft, n.d.) listening activity, with some accurately transcribing the entire
answer, there were some problems and areas of concern, despite bilingual instructions

and demonstrations in Zoom classes:

e Students wrote the answer in Japanese.
e Students wrote their own, personal answers to the questions.

e Students wrote only keywords or fragments.

Similar problems occurred in other course activities, especially with the Flipgrid
(Flipgrid, 2020) mobile application activity. To mitigate these problems, the following

changes are suggested:

e More direct and timely feedback to the students about problems and
improvements. While perhaps time consuming, an LMS messaging
function can provide easier communication with students.

e Narrated and/or annotated videos of screencasts showing students how to
complete activities on both smartphones and computers. Links to these

videos could be easily shared with students as part of the feedback.

In terms of improving the Microsoft Forms (Microsoft, n.d.) listening activity, one
suggestion would be to create recordings of English speakers from different countries and
cultures that would expose students to different accents and world views on the same
topics. However, the most important lesson learned from transitioning this course and

other courses into an online format is the importance of simplicity in design. For this one
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course, both the teacher and students had to learn how to use and switch back and forth
between many different systems (Zoom, Microsoft Teams, Flipgrid, Google Forms, and
Quizlet). In terms of teaching, the logistics and time required to manage student accounts
and passwords, troubleshoot problems, assess work, provide feedback, etc. between all
these systems was at times overwhelming. While there were no direct complaints from
students, it is assumed their experience was similar.

Based on this experience, it is highly recommended that teachers try to minimize
the number of systems as much as possible. Ideally, this would involve designing the
course within the university LMS and creating synchronous and asynchronous activities
that function within that LMS.

4.2 University B
While the multiple choice/checklist questions mitigated some of the above issues

mentioned in the University A context, there were some notable areas of concern:

e Students were not able to see the correct answers to missed questions (due to
turning off the option to avoid cheating).

e Students had limited writing opportunities in the online course.

Students were not given any feedback when missing questions on the Google
Forms (Google, n.d.) activities. The lack of transparency in the evaluation process is
something that could have been easily overcome in a face-to-face context but was not
well addressed in the first semester of this course. It was noticeable that the students that
got low marks on early assignments to a great extent continued this pattern until the end
of the semester. There was little opportunity to communicate with these students if they
did not attend the optional face-to-face Zoom lessons.

There is a possible solution to the above issue, as Google Forms (Google, n.d.) has
an option to add feedback to each question prior to publication of the assignment. Students
can then view the feedback after submitting an assignment to understand why they might
have missed the question. However, implementing this feedback puts a burden on teachers
to predetermine what students may not hear correctly or misunderstand. Another possible
issue is implementing such feedback could be a time-consuming process that might not
be considered worthwhile for teachers with limited time to devote to anticipating

(potential) issues.
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5. Conclusion

Overall, the authors feel successful in creating systems that allowed efficient and
effective incorporation of asynchronous online listening activities into online courses in
less-than-ideal circumstances. However, as pointed out in the discussion, there are
definitely opportunities for improvement.

Looking to the future and the possibility of returning to face-to-face teaching next
semester, it is obvious that some elements of online teaching could be valuable additions
to regular courses. Online listening activities as described above could be used to easily
create and assign listening practice homework using authentic audio and video recordings
that are directly related to course content and goals and that are designed specifically for
student levels. In this way, the more passive activity of listening practice could be done
outside of class, and more in-class time could be used for active or communicative
activities. Another advantage is that students would be able to listen to the recordings as
many times as they want and in a quieter environment. While the sudden transition to
online teaching due to the COVID-19 situation has been stressful and challenging at times,
it has forced educational organizations to explore new technologies and techniques,

creating new opportunities for teachers and students alike.
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