
Speakeasy 
 

 

 

December 2016, Volume 28

Shifting from a 
High-Tech to a Low-
Tech Environment

Using Near Peer 
Role Models to 

Empower Students

Experiences of a 
Non-Native Speaker 

Teacher in Japan

Peer Assessment for  
Testing Speaking: 
Correlations and 

Attitudes



Contents 
Introduction 
Challenge and Change……………………………………………..……………………………………………..….….….…3 

Papers 
Shifting from a High-Tech Environment to a Low-Tech Environment………………….….……4 
 by Stephen Howes 

Utilizing Near Peer Role Models to Empower English Students………………………..…………12 
 by Daniel Hooper 

My Experiences as a Non-Native Speaker Teacher in Japan………………….……………….…20  
 by Johan Saputra Muljadi 

Peer Assessment for Testing Speaking: Correlations and Attitudes……………………….…24  
 by Ming Qu and Margit Krause-Ono 

Creative Nonfiction & Letters 
The Wagtail……………………………………………………………………………………………………………………….…….9  
 by John Larson 

Correspondence…………………………………………………………………………………………………………..………34  
 by Terry Dassow 

 

 
ISSN 1346-6798    Speakeasy Volume 28 (2016) 
Periodical: Annual    Date of Publication: December 2016 
Cover Photo: Stairs at Ikaho courtesy John Larson 

Submissions Editors: Raymond Hoogenboom, Barry Keith, Stephen Howes 
Copy Editor: John Larson 

Published by the Gunma Chapter of the Japan Association for Language Teaching 
Copyright © Contributors 2016. All articles contained herein are copyrighted by their 
respective authors and cannot be reproduced or distributed without permission. 

   



 

 

   By John Larson 

Adapting to change is one the defining 
characteristics of our species, yet at the 
same time change is a source of great strife 
in our lives. The challenges caused by our 
constantly changing lives, and the ways in 
which we overcome them, make us who 
we are. This 28th edition of Speakeasy 
contains a number of works that are, at 
heart, stories of challenge and change. 
      Stephen Howes writes about his 
previous school in Australia and the 
successes students and teachers have seen 
with the introduction of state-of-the-art 
digital teaching aids. He then compares that 
situation with his current school in Japan, 
which is generations behind technologically. 
His experience suggests that, in order to 
keep up with the pace of technology, 
Japanese schools will have to change, and 
change quickly.  
      John Larson (that’s me) offers up a 
piece of creative non-fiction about a 
teacher and a bird called The Wagtail. This 
light story with dark undertones takes place 
in a setting that most Speakeasy readers 
will find familiar. 
      Daniel Hooper reports the results of 
his study into the effectiveness of near peer 
role models: fellow learners whose relative 
proficiency demonstrates that language 
learning success is not out of reach. His 
results show that the current fetishization of 
native speakers as the most effective 
motivators for language learners needs to 
be rethought. 

      Johan Saputra Muljadi shares his 
experience as a non-native English speaker 
(NNS) teaching in Japan. Even though there 
are signs of hope, the challenges faced by 
NNS continue, often unnoticed by those 
lucky enough to be born in the “right” 
country. 
      Ming Qu and Margit Krause-Ono 
explore the attitudes of students toward 
peer assessment. In recent years, many 
classrooms have changed to this alternative 
method of assessment. By focusing on both 
quantitive and qualitative data, they gauge 
Japanese students’ reactions to peer-based 
assessment as well as the reasons behind 
the students’ opinions. This in-depth study 
is a must-read for anyone thinking of 
implementing peer assessment. 
      Speakeasy itself is not immune to 
change. This year Speakeasy has a new 
section: Correspondence. In this new 
section, we publish letters from Gunma 
JALT members who have moved on. This 
year, Terry Dassow starts our new journey 
off on the right foot. Terry is the person 
most responsible for Speakeasy’s recent 
rejuvenation. In her letter, she lets us know 
what she has been up to meantime, and 
how her experiences with Gunma JALT and 
Speakeasy led her, in part, to where she is 
today. She reminisces of times past, and 
tells us of her new life in her old home and 
the hardship and happiness that have borne 
her thus far. 
      Please enjoy Speakeasy 28.  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A Comparison Between a High-Tech 
Learning Environment and a Low-
Tech Learning Environment 

By Stephen Howes 

The education landscape has always seen change. It is a constantly evolving profession that 
has an enormous number of influences, whether they are societal or individual, pedagogical 
or policy-driven. Perhaps there has not been as great an influence to change as the 
technological advances of the past ten years though. As Gonzales and Vodicka (2012) state, 
the disruptive innovation that has been thrust upon us now aims to cause non-traditional 
changes to improve the education system. This paper aims to contrast technological change 
and its effects within one school in Australia and the limited use of technology in another 
school in Japan. It will describe, as experienced by the author, the education technology that 
exists in each school and the implications of each environment on student potential. 
 Brisbane Grammar School is a private non-denominational school with 
approximately 1700 boys ranging from Years 5-12 in Brisbane, Queensland, Australia. It has 
prided itself on its outstanding academic outcomes, the extracurricular opportunities it 
provides for students and the student welfare program embedded in the curriculum. 
According to their website (Brisbane Grammar School, 2015), the academic vision of the 
school is to achieve “national leadership in innovative, research-driven teaching and learning 
practice”. A strong emphasis is placed on providing the students and teachers with the most 
up-to-date resources available and on an education that reflects the traditional 148-year 
history of the school, but which nevertheless prepares the students for 21st century thinking. 
The facilities reflect this vision. The historic Great Hall, built around 1880 and adorned with 
elaborate stained-glass windows sits next to The Lilley Centre, built in 2010, with its modern 
glass and steel-framed architecture. More examples of this coexistence are seen throughout 
the school, including inside the classrooms. 
 In the period between 2008 and 2015, the time period the author was teaching at 
the school, the classrooms transformed from whiteboards and projector screens fixed to the 
ceilings to almost every classroom containing interactive whiteboards, and in some cases 
wirelessly connected. The Lilley Centre contains larger learning spaces that were designed 
specifically for collaboration, with tables seating six and an LCD screen at the end of each 
table for a student to display work. Furthermore, these screens could be controlled by the 
teacher of that class to display work from specific tables on the main screen. This style 
clearly supports Hattie’s (2009) notion that the teaching should be visible to the student, just 
as the learning should be visible to the teacher. The entire campus is fitted with Wi-Fi 
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connectivity and is managed by approximately 10 non-teaching staff in the Information 
Technology (I.T.) department. 
 In the first term of their school experience in Grade 7, the school provides each 
student with a tablet PC pre-installed with up-to-date software, security and insurance. The 
cost of the device is factored into each student’s school fees. The tablet PC, with a 
detachable screen and keyboard, was specifically chosen for its ability to maintain the 
traditional skills of writing (on a touch screen) and flexibility of switching to keyboard input. In 
addition, the stylus pen was specifically chosen to mimic a non-digital pen. All departments 
of the school were consulted on their desires, whether they be structural or digital, before the 
mass purchase and rollout of machines. The students were given a detailed orientation 
session when given their machines, as well as numerous follow up induction lessons in the 
subsequent weeks on the use of specific software and general maintenance. In addition to 
this, explicit lessons on digital citizenship were given during their student wellbeing class. 
 The rapid introduction of technology greatly influenced the pedagogical approach of 
teachers. Nevertheless, technology was not always used simply because it was available. 
The direction given by the leadership team was to use technology in an innovative way that 
benefits the learner, or do not feel compelled to use it at all. As per Senge (1999), learning 
to change is not the objective; changing to learn is the key mindset necessary. In most 
cases, teachers chose to adopt an innovative approach because of the unforeseen levels of 
motivation, creativity and enthusiasm from the learners. 
 On top of the existing framework for teaching that had existed pre-tablet 
introduction, the teachers developed new approaches to their teaching and learning, such as 
flipped and blended learning and design thinking. The software installed in the machines as 
well as beneficial sites discovered by the teachers (and students) enabled students to learn 
synchronously, at the same time as the teacher using the software, or asynchronously (e.g. 
at home). The result was an increase in connectedness within the class and with the global 
community at large, and an increase in personalised and self-directed learning. However, the 
depth to which the students understood and wanted to extend themselves further was the 
most encouraging outcome for teachers. With the ease of access to overwhelming sources 
of information, the path of their learning was seeing a greater emphasis in critical thinking 
and other complex reasoning processes such as justification, inductive and deductive 
reasoning, and analysing perspectives. Likewise, the formative and summative assessment 
instruments created by teachers were evolving creatively within the new landscape, such as 
book trailers instead of book reports, and video presentations via green screens instead of 
oral presentations. 
 Currently, the flow of technological integration has yielded the senior year students 
with an unexpected surprise. School policy dictated that students were to refrain from using 
their mobile phones at school. However to improve the Wi-Fi compatibility and robustness, it 
was decided that senior students would be permitted to use them on campus as a “Bring 
Your Own Other Device” (B.Y.O.O.D.). This has once again expanded the pedagogical 
implications of having another tool to utilize. 
 With the introduction of anything new, in particular technology-related, there is 
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scepticism. Changing what has been deemed successful practise for an extended period of 
time can produce feelings of disillusionment with many parents, teachers and in some cases 
students, as they struggle to maintain normality (Senge, 1999). However, the exit results of 
the 2014 cohort defied the sceptics and provided evidence in support of a learning 
environment that has successfully integrated technology. The 2014 cohort of students were 
the first group to experience their entire high school curriculum using tablet PCs. As seen in 
Figure 1, the “Overall Position” (OP) scores for the cohort were the highest achieved by the 
school in its 147-year history (until 2014). The OP is the rank given to the students based 
on their individual subject results relative to state benchmarks combined with their score in 
the mandatory Queensland Core Skills Test (QCST). A ranking score of 1 is the highest and 
24 is the lowest, and these scores are used to gain entry into specific courses at 
Queensland universities. Of the 250 students in the cohort, 29.7% achieved a score of 1 or 
2. Furthermore, 57.4% of the students achieved a score of “A” in the QCST (Figure 2). Both 
of these scores were well above the state average and BGS average. 
 

Figure 1: Brisbane Grammar School “Overall Position” (OP) scores in 2014 (BGS: 2015) 
 

Figure 2: Brisbane Grammar School’s Queensland Core Skills Test (QCST) results in 2014 (BGS: 2015) 
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 A common misconception amongst Australian students is that anything and 
everything in Japan uses the latest technology. However, the situation of technology-
integration in most schools in Japan has not kept up with the image perceived overseas. 
This common misconception is perhaps fuelled by their exposure to Japanese exports such 
as the brand of their electronics, the maker of their automobiles, or the adolescent hobbies 
of anime or video games. As Anthony Salcito, Vice President of Education for Microsoft 
Corporation’s Worldwide Public Sector organization states, “What intrigues me about Japan is 
that the country has a very technology rich society, but the school systems are technology 
resistant” (2010). 
 Tokyo Seitoku University Fukaya High School and Junior High School are private 
co-educational schools with roughly 800 students in total, on the same campus in Saitama 
Prefecture. There is limited use of modern technology within the school, with the school 
maintaining the traditional blackboard and chalk classrooms. There are two computer rooms 
with desktop machines running on outdated operating systems, and a couple of other larger 
rooms capable of using DVDs on larger screens. However, as of August 2015, there seems 
to be little discussion about whether to implement any 21st century educational tools in the 
classrooms and little to no consultation with the educational trends outside the walls of the 
campus. Furthermore, as a symptom of this environment, teachers are not encouraged to 
investigate or seek professional development in the area of education technology. 
 This school’s situation may not be considered an anomaly though. At a recent 
conference for the International Symposium on Learning Sciences, Professor Yuichiro Anzai 
(2015) honestly portrayed the current situation and issued a dire warning that the education 
system needs to change. Anzai (2015) was critical of the over-emphasis on rote learning, 
both in instruction and its effect on the validity and reliability of assessment. In general, it is 
feared that students are not being prepared for 21st century learning, and interaction in the 
future global and local society (Anzai, 2015). Encouragingly, there are reforms being put in 
place to change the assessment instruments, which will hopefully inspire a pedagogical shift. 
 The difference between the Australian school and Japanese school’s learning 
environments are quite noticeable. The Australian school is at the forefront of integrating 
technology in education and preparing their students for a 21st century society. The 
Japanese school has not reached that stage yet and moreover, will not change suddenly. 
The Australian school made incremental changes that integrated with the ordinary school 
experience. These incremental changes were made by a team that was willing to experiment 
and report its failures and successes honestly. The educators have to be learners along with 
the students. This situation offers the perfect opportunity to model the process of learning 
itself. However, above all, the leadership team of the school has to have a clear purpose for 
changing, and that purpose is to improve the education for students in order to prepare 
them for the future. 
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The Wagtail 
By John Larson 

My name is John. I’m a high school English teacher here in Japan. I’ve been in Japan for 
more than fifteen years. This is a true story, or it was when it happened anyway. It was years 
ago now, so god only knows what has happened to my memories meantime.  
 So anyway, I was teaching when the wagtail flew past my class. It was fifth period 
in late January, and class seven was a moist, smelly pocket of warmth. The oblique 
afternoon sun slashed through the curtains tinting everything orange. The kerosene heater 
ticked as its heat bled off. We were all warm and sleepy, the students and I. None of our 
hearts were really in it, which was fine for them as they had other classes. 
 The wagtail was a black smudge streaking past the white-frosted glass which 
separated the classroom from the hallway. As I saw it then it could have been anything, but 
somehow I knew what it was. Of course I knew it was a bird, but I think I might have even 
known it was a wagtail. Or maybe I didn’t know know, but later maybe, when I did know, it 
solidified my previous suspicions. How strange the way memory works when we’re doing 
other things. 
 Wagtails are small, and 
look a little like sparrows in shape, 
except for their long tails. They bob 
their tails up and down pretty much 
constantly when on the ground, 
hence their name. They spend a lot 
of their time on the ground, running 
here and there in search of 
whatever they are searching for. 
Most are brave enough to let people 
get close and see their stark black 
and white markings. I watch wagtails 
sometimes, when I see them. 
 I stopped teaching, 
dropped the chalk in the tray, and walked out into the hall without a word. Some things are 
more important. The crisp air hit my face and eyes. Most schools here, and for that matter 
most homes, don’t have central heating, instead heating only the rooms where people are. 
Not enough warmth to go around. I slid the door shut, turned left and saw the wagtail.  
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Pied Wagtail



 How’d you get in here, little guy? (All animals speak English in my book, even ones 
in Japan.) Someone had left a window open, or more likely a door, and the wagtail had no 
doubt just hopped his way inside. Inside: a place the wagtail didn’t even have a context for. 
He was here now though, and he knew it, and he wanted to get back to the somewhere 
else he was before, which I thought quite understandable. 
 I watched as he took a running, jumping start and bounded towards the trees, the 
sky, towards the distance he could see above and in front of him. Again and again he 
jumped, flew, and crashed into the window. Back on the floor, he looked confused, even a 
little embarrassed that there was something there, something he didn’t see or know about. 
How cruel a thing that glass was for him; showed him clearly where he wanted to go, and at 
the same time stopped him from getting there. 
 He had obviously been at this for a while in other parts of the school. He’d had this 
battle before and he was growing desperate, his mouth open, tongue out. He was tiring, and 
I didn’t know how much more fight was left in him. At the end of the hallway was an 
emergency exit, a sliding door. I would have to sneak past him twice; once to open it, and 
once again to get back behind to scare him out. I started to approach the wagtail, and he 
stopped his suicidal jumping game. He hopped and turned and stood there looking at me, 
tail bobbing. 
 Hey little guy, I’m trying to get you out of here. I gestured, my hands pressing 
down, calm down. He didn’t understand though. It’s okay. He hopped away as I advanced, 
one step, one hop, black eyes always meeting mine. Shhhh. Finger over pursed lips, I 
pressed myself against the windows of class eight like a fugitive in a prison break. Step, hop. 
 What the students must have thought I have no idea, but no one poked their head 
out the door to see. Was that strange? I don’t really know from strange anymore. Why was it 
me here, and not someone else? Out of all the hundreds in this hall, at least a few must 
have seen him fly by their classrooms. Was it strange then that the only stranger there was 
the only one trying to help another who didn’t belong? 
 Now there was nowhere for the wagtail to run, he was right up against the door. 
Once again he resumed launching himself at the windows, this time to escape me. Intent, I 
strode the last three steps and threw open the emergency exit, but as I slid the door wide, I 
felt the wagtail shoot past my shoulder the other way down the hall. I turned and watched 
him disappear up the stairwell. I sighed. 
 Up was easy for the wagtail, less so for me. I sprinted up flights, two stairs at a 
time, checking quickly left and right at each floor. I figured that after being denied the sky 
here at school for so long, he would fly as far and as fast as he could in that direction. 
When I reached the top of the stairs on the fourth floor my lungs and legs were burning and 
I was trembling from fatigue and excitement. I found the wagtail perched on a doorjamb at 
the end of the hall. I started opening windows. He watched. 
 Look, you can get out here. I stuck my hand out and felt the cold, dry air. See? I 
opened the windows while the wagtail watched. The hallway was otherwise silent. There 
were no classes going on up here right now. Don’t go bashing your head again. The winter 
wind blew in through each window as I opened them. The wind knew a way out 
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somewhere. Just go out one of these windows. Soon, they were all open and I backed 
slowly to the top of the stairs. Trust me, okay? With comic timing the wagtail cocked his 
head. I smiled. Did he understand? that I was a friend come to help? or was it the other way 
around after all? What in the hell am I doing here whispering to myself? The wagtail just 
waited. 
 I spread my arms wide. Ready?  
 My clap rang through the silent hallway, raced down the stairs, echoed down each 
floor, past the classrooms. The sound, like the wind, knew the way out. The wagtail took 
flight and everything slowed dramatically, or my memory slowed it down after. Funny how it 
doesn’t matter which. I saw the wagtail start to fly towards me. I raised my hands like a 
magical invocation, willing him to stop and turn. He did. The wagtail wheeled around in a 
perfect moment, right in front of one of the open windows. He saw. And I saw him see it. I 
can see him there still, frozen in the instant before his headlong plunge into emptiness and 
freedom. 
 I ran to the 
window to watch him 
fly, streaking out and 
up, swooping in 
reckless delight. I 
stood there leaning 
out, watching until the 
wagtail was gone, 
after he was gone. I 
stayed there leaning 
through the empty 
window with eyes 
closed, feeling the 
cold outside air rush past my face. 

Attributions 
Mead, Ann (2011). Pied Wagtail (edited). Retrieved Dec. 13, 2016. https://www.flickr.com/ 
 photos/15494309@N00/5347125122 

Wenniger, Sascha (2009). Willy Wagtail Take-Off (edited). Retrieved Dec. 3, 2006. https:// 
 www.flickr.com/photos/sufw/3485171819 
 

John Larson teaches English at Isesaki High School and serves various roles in 
Gunma JALT. As a student, he wrote for fun and as a columnist for his high 
school and college campus newspapers. He loves helping his students 
express themselves through their own words, written and spoken. 
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Success Closer to Home: Utilizing 
Near Peer Role Models to Empower 
English Conversation School Students 

By Daniel Hooper 

Introduction 
Within a range of learning theories from situated learning (Lave and Wenger, 1991) to the 
zone of proximal development (ZPD) and scaffolding (Vygotsky, 1978), social situatedness 
and self identity within a particular setting have been claimed to have a profound effect on 
students’ cognitive development. Furthermore, identity and self-conceptualization have been 
posited to lie behind the maintenance of student motivation (Dörnyei, 2005), potentially 
supplying the affective robustness required to endure the marathon of language learning. 
Bandura (1977) claims that vicarious modelling, or showing through the actions of others 
that something can be achieved, increases the chances that people will envision their own 
success and stay the course in whatever challenges they face. The notion of near peer role 
models (NPRMs) (Murphey, 1998) can be viewed as a by-product of these theories. 
NPRMs are figures who, through being similar in some manner to the learner, act as 
successful figures that provide encouragement, advice, and proof that success is possible. In 
an ELT context, NPRMs provide students with examples of successful L2 users sharing 
similar backgrounds to themselves, separate from the unattainable, and often daunting, native 
speaker construct (Cook, 1999). In Japan, native speaker English still rules (Honna & 
Takeshita, 1998), and nowhere more so than in the private conversation school (eikaiwa) 
industry (Kubota, 2011). 
 This study aims to investigate how eikaiwa teachers can, through presenting 
students with examples of Japanese NPRMs, provide attainable goals that empower learners 
rather than setting them up for failure. 

Review of Literature 
The utilization of NPRMs in the ELT classroom is grounded in a number of theoretical 
standpoints. The work of Bandura on self-efficacy and efficacy expectations greatly informs 
the approach as it rests on the idea of vicarious modelling affecting people’s beliefs and the 
notion that seeing others succeed in a task encourages us to persevere even in the face of 
hardship (Bandura, 1977). Showing gains made by others through “effortful coping behavior” 
(Bandura, 1977) demonstrates that downturns and stress are just temporary and that through 
perseverance people can eventually succeed in their goals. Vygotskian theory is also tied 
into the concept of NPRMs in that students are given models that are closer in level 
linguistically than the native speaker (NS) teacher to their zone of proximal development 
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(ZPD) (Murphey & Murakami, 1998; Vygotsky, 1978). Furthermore, an ethnically or 
linguistically similar role model can arguably improve scaffolding within learning as barriers 
created by the daunting and distant figure of the native speaker fall away, allowing students 
to “step into each other’s shoes” (Murphey & Murakami, 1998). Lave and Wenger’s (1991) 
community of practice (COP) model is also relevant in as far as NPRMs are successful and 
established members of a COP, i.e. Japanese English language learners that guide peripheral 
participants towards greater competence and inclusion in the group. A final important 
perspective is Dörnyei’s (2005) concept of the ‘L2 motivational self system’ and the notion of 
the ‘ideal self’ or ‘ought-to self’ being a powerful motivator for continued language study. 
This concept is tied into NPRMs as they provide real-life examples of how L2 proficiency 
could feature in their ‘ideal’ or ‘ought to’ selves. NPRMs are at the same time proving that 
these identities are realistic and achievable in contrast to an unattainable native speaker 
standard. 
 Cook (1998) claims that a reliance on the NS model sets students up to fail as 
even highly advanced bilinguals fell short when their grammaticality judgement was 
measured against a monolingual NS model (Coppieters, 1987). He also argues that 
variations in pronunciation or grammar should be viewed as “differences, not deficits” (Cook, 
1998, p. 194). ELT in Japan is arguably dominated by the native speaker construct. Honna 
and Takeshita (1998) claim that NS English is held up as the linguistic model by which 
English is judged in almost every Japanese teaching context, with non-native speaker (NNS) 
varieties being seen as substandard and flawed. According to Honna and Takeshita, students 
are led to believe that producing anything less than native level English represents failure and 
shame, and that communication in English is directed towards an extremely limited group of 
American or British speakers who ‘own’ the language. In their study, however, it was also 
found that sessions highlighting L2 users from NNS contexts and the communicative role of 
Japanese English produced encouraging reactions from Japanese student teachers such an 
increasing awareness of, and respect for, non-native varieties of English. 
 Arguably more than in any other educational setting in Japan, the image of the 
native speaker is idolized in the eikaiwa (English conversation school) industry. Kubota 
(2011) analyses the motivation behind students entering eikaiwa schools and claimed that 
much of the business model and motivation behind attending classes was based on a kind 
of ‘akogare’ or longing for the escapism provided by an exotic, i.e. mostly Caucasian NS 
teacher rather than any real concern for language acquisition. Based on this study, in order 
to provide a more educational focus to those who are actually interested in learning a 
language, eikaiwa teachers may need to work on changing the beliefs and values within the 
institutions that they work in. 
 The use of NPRMs can also be linked to practices in therapy and counselling for 
drug addiction recovery, where a counsellor will call in someone of a similar age to the client 
and a history of similar problems as an ‘expert consultant’. This approach has been found to 
be successful because the similarities between the two convince the client that success is 
possible (Murphey & Murakami, 1998). By presenting students with a role model of the 
same ethnic background successfully communicating in English, students feel that if it is 
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possible for the NPRM, then it is possible for them also. Murphey (1998a) also refers to a 
project involving NPRMs where students produced a video presenting ideas such as 
“Making mistakes in English is OK.” and “Japanese can become good speakers of English.” 
(Kushida, 1995). Student questionnaires distributed by the researcher show that the video 
was successful in changing ingrained student beliefs. A further study by Murphey and Arao 
(2001) showed the student-produced video to 115 Japanese university students. In a 
qualitative section of the study, where participants were asked to give their impressions of the 
video, 95% of comments received were positive. It was also found that the participants’ 
statements of surprise or envy at the NPRMs performances often “went from ‘they’ 
descriptions of the video speakers abilities and beliefs to ‘I’ statements of desire to be like 
them or behave like them” (Murphey & Arao, 2001, p7). 

Methods 
Context and Participants 
 This study was conducted in a small private conversation school located in Gunma 
Prefecture, north-west of Tokyo. The participants in this study numbered 10 Japanese adult 
students attending one of three separate evening conversation classes that meet for one 
hour-long lesson per week. Participants ranged in age from early twenties to late fifties, 6 
females and 4 males. The students had studied at the school from a period of six months to 
three years. Their estimated proficiency levels ranged from beginner to intermediate. This 
estimate is based on the set textbook being used in each case and the level of graded 
reader the participants felt comfortable with during their extensive reading homework. 
However, it should be noted that, due to the lack of formal assessment and the school’s 
internal policy of placing students in mixed level classes, this estimation was largely based 
on the researcher’s subjective impressions. 
 There were six NPRMs whose interviews were filmed for participants to watch. Four 
videos were made featuring both students and NNS (Japanese) English teachers from the 
school. They agreed to film the videos on the understanding that they would not be 
uploaded to any online video sites and that they would be only shown to students and used 
for this study anonymously (pseudonyms were used for this study). Two more NPRM videos 
were kindly provided by Harumi Ogawa from Iwate University. 

NPRM videos 
Mari and Kimiko –  Japanese English conversation school teachers 
Tetsuo and Haru – Japanese English conversation school students 
Rie – a Japanese EFL student at Iwate University 
Liz – a Canadian student studying Japanese and Law at Iwate University (talked in Japanese 
about her own Japanese study) 
Total: 5 Japanese learners of English, 1 Canadian learner of Japanese 
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Data Collection 
The video participants were asked to relate their experiences or opinions on different areas 
of their own language study. Their responses were recorded using the researcher’s smart 
phone and then saved onto a laptop for ease of display in class. 
 Over a three-week period, students were shown two short videos per class as a 
listening and then discussion activity. After viewing the final two videos, students were given 
a questionnaire to complete focusing on their impressions of the video participants. The 
questionnaire was written and completed anonymously in Japanese and later collected and 
submitted for professional translation into English. The rationale for this decision was that use 
of Japanese was likely to provide richer and more authentic responses from the respondents 
than having them complete the questionnaire in English. The questionnaire included the 
following questions as well as a section for unsolicited student responses to the videos: 
1. What were your impressions of the videos we watched? 
2. What from the videos could you apply to your own learning? 
3. What did you learn about making mistakes in English? 
4. What do you think about Japanese people’s ability to use English? 
5. Which person was most impressive to you, and why? 

Findings 
Question 1. What were your impressions of the videos we watched? 
The responses to this more general question were divided into two main themes. The 
majority of students expressed admiration towards both the NPRMs’ linguistic proficiency and 
their confidence when using English. 
“They all look so amazing just because they can speak English.” 

“I was jealous that everyone enjoyed talking.” 

“I was impressed that Japanese people looked very confident when they talked and they 
had no preconception that they couldn’t speak English. They were good role models.” 

The second theme observable from several students’ responses was a questioning of the 
idea that English needs to be spoken perfectly or to an NS standard in order to be a 
communicative tool. 
“No one speaks fluently when they start learning a new language. But I’ve realized that if you 
use it every day, you get better.” 

“It doesn’t really matter if the sentence is perfectly correct or not. People understand you. I 
think it is the same thing as foreigners speaking Japanese.” 

Question 2. What from the videos could you apply to your own learning? 
In terms of practical ideas for learning English, several responses displayed an interest in 
engaging in diary writing in the future, an idea provided by Mari in her video when she 
stated how much it had helped her improve in the past. 
“I want to write a diary like Mari said. And I want to express what I want to say only with the 
words that I use.” 
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“I listen to music and watch movies almost every day, but I want to try to write a diary in 
English next.” 

Many respondents also claimed that they intended to alter the way they thought about 
language learning in the future. This included adjusting their attitude towards mistakes and 
perfection, the need for perseverance or daily study, or trying to enjoy their language 
learning more. 
“I want to try to focus on having people understand me rather than trying to use perfect 
grammar to talk. And also it’s important that we talk, listen and read in English on a daily 
basis.” 

“Regardless of age or experience, I think it’s important to enjoy learning and continue doing 
it. Taking the initiative is the key.” 

Question 3. What did you learn about making mistakes in English? 
The majority of respondents stated that they learned that mistakes are not something to be 
afraid of, that other people don’t really care about second language speakers making 
mistakes, or that mistakes could be used as learning opportunities. 
“I learned that the important things are to learn from mistakes and that I should not worry so 
much.” 

“We don’t have to worry about making mistakes so much. We should not be too afraid 
when we talk. We are not a native speaker; it is normal that we make mistakes.” 

“Making mistakes makes me strong. No one really cares when you make mistakes, just like I 
don’t.” 

“Most people said that ’you should not be afraid to make mistakes’ and ‘there is no problem 
when you make mistakes.’ I want to use it as a chance to learn more when I make a 
mistake next time.” 

However, one student displayed some hesitation regarding the idea, exhibited in most of the 
NPRM videos, that we should stop caring about making mistakes when we speak. The 
student stated that this would be a difficult thing for them to do. 
“They tell me ‘Don’t be afraid to make mistakes!’, but it is not easy.” 

Question 4. What do you think about Japanese people’s ability to use English? 
A key theme that emerged from the responses to this question was a reexamination of the 
belief that those studying EFL need to have perfect grammar or resemble an NS in order to 
be effective English users. An over-emphasis on grammar by Japanese students was also 
highlighted in Rie’s NPRM video and by one of the respondents. 
“Everyone seems to be stuck with the idea that they have to speak English with perfect 
grammar, and lots of people think that they can’t speak English because of it. People in the 
video were great.” 

“It is almost impossible to sound like a native speaker, but I can get close to that.” 

“Like Rie said, they care about the details of grammar rules too much and that’s why they 
can’t speak fluently.” 
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Some respondents also emphasized the need for actual practice using the target language in 
order to improve and questioned the commonly held belief that Japanese people cannot 
become fluent English speakers. 
“Lots of Japanese people think that they can’t speak English and they don’t want to try, but I 
think there is a potential that they can become fluent if they study hard.” 

Question 5. Which person was the most impressive to you and why? 
The NPRMs that were found to have been selected most by students were Liz (4 
respondents), Kimiko (3 respondents) and Tetsuo (2 respondents) with one respondent 
stating that they found every NPRM to be impressive.  Liz offered students a counter-
perspective in regards to learning a foreign language as they were able to see that, although 
her Japanese contained grammatical errors, she was able to communicate effectively. 
“Her Japanese wasn’t perfect but I understood what she wanted to say. It makes me feel like 
my English is fine too.” 

“It was Liz. It was a good opportunity in that I could see myself learning English from the 
opposite point of view.” 

Kimiko was chosen by students because of her excellent pronunciation and the outgoing 
and positive attitude she exhibited towards studying and using English. 
“It was Kimiko, because her pronunciation was great and easy to listen to.” 

“Kimiko seemed to have fun in the video. Her facial expressions were like those of foreign 
people. If everyone thinks ‘I don’t care at all’, we can be more positive about speaking 
English.” 

“I was impressed that Kimiko was quite adventurous as she started learning English because 
she wanted to talk to foreigners.”  

Finally, Tetsuo was highlighted as an impressive NPRM by respondents due to his 
persistence in working on his weak points in English and his personal drive and interest in 
learning the language. 
“Tetsuo kept doing a listening lesson repeatedly because he was not good at it. It’s great 
that he knows his weakness and continues practicing.” 

“He was very driven. He taught me that it was very important to take the initiative and take 
action to learn English.”     

Conclusion 
In examining the student responses to NPRM videos, the findings strongly support the 
potential value of peers, over a native speaker model, being utilized to inspire and advise 
students on their language learning. NPRMs served to facilitate a questioning of the validity 
and practicality of NS competence as a learning goal whilst also offering a more viable, 
achievable alternative for students to work towards. In relation to Lave and Wenger’s (1991) 
COP model, the speakers in the videos acted as ‘old timers’ that offered advice and 
encouragement to students acting as legitimate peripheral participants in a wider group of 
successful Japanese English speakers. 
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 Liz, as a Japanese as a Foreign Language learner, was found to have had a 
significant impact on many of the respondents in the study by opening their eyes to an 
alternate perspective on the role of communication and mistakes when learning a language. 
They were able to see themselves in Liz and, in a position of power as native Japanese 
speakers, were able to experience first-hand how, even without perfect grammar, effective 
communication is achievable in an L2. Furthermore, hearing their Japanese peers, already 
proficient in English, reassuring them that mistakes were not something to be feared seemed 
to resonate with students as they heard the same message repeatedly from NPRMs of 
different ages and backgrounds. 
 Additionally, several of the respondents were able to take not only inspiration or 
motivational support, but also practical suggestions on how they could improve their English. 
Watching movies, using English on a daily basis, and diary writing were some of the NPRMs’ 
suggestions that respondents stated an intention to adopt in the future. There is arguably 
great value to students in these types of practical suggestions as they are able to see clear 
proof of success through the NPRMs’ English proficiency. 
 The major limitation of this study was the extremely limited number of participants. 
However, this was mainly due to the nature of eikaiwa classrooms being highly regulated, 
and it is perhaps unlikely that a much larger-scale study is possible due to institutional 
concerns such as requirements related to the minimum amount of textbook usage in class. 
Also, the participants were students taught regularly by the researcher and, to a certain 
extent, may have been indirectly swayed into stating what they thought the researcher 
wanted to hear despite the surveys being anonymous. Finally, this study provides only short-
term reactions to NPRM videos and fails to investigate whether the positive effects found in 
the survey data would be present months or years later. Addressing these concerns in future 
studies would go some way to giving a fuller picture of the value NPRMs have, not only in 
university and eikaiwa classes, but in other areas as well. 
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My Experiences as a Non-Native 
Speaker Teacher in Japan 

By Johan Saputra Muljadi 

Who are non-native speakers? 
According to the Dictionary of Language Teaching and Applied Linguistics (2010, p.397), a 
non-native speaker (NNS) is “a language user for whom a language is not their first 
language.” The Cambridge dictionary defines it as “someone who has learned a particular 
language as a child or adult rather than as a baby.” I was raised in Indonesia until I was 10, 
then moved to New Zealand for the next 10 years of my life. Am I a non-native speaker? 
Taken from the definitions above, the answer would be yes. But from my possibly prejudiced 
point of view, I consider myself a native speaker. Although I only spent the last three years of 
elementary school in New Zealand, I completed both secondary and tertiary education there. 
If a person such as myself who has spent most of his or her formative years in an English 
speaking country is still regarded as a NNS, it begs the question of whether the title Native 
Speaker matters in the classroom. 
 In an interview with Dr. DeKeyser (2016) on the topic of age and its effects, he put 
great emphasis on the importance of native speakers’ roles in teaching children. 
“This is because, given that what children have to learn and can learn very well is 
pronunciation, that’s precisely the time you need a native speaker. Then, once people are 
really advanced and they learn more sophisticated aspects of grammar and pronunciation, 
you don’t need a native speaker; you need somebody who knows the language well and 
who knows how to teach it.” 
 I definitely agree with this statement. If I had not spent my childhood in New 
Zealand, my pronunciation would not be as clear as an Indonesian who had never lived in 
an English speaking country. However, there are millions of non-native speakers who can 
speak English just as well as I. One article I found, written by Wilson from reallyenglish.com, 
was about a Polish teacher whose colleagues were surprised at how proficient her English 
was and mistook her for being British. Even this blog post, which is very sympathetic to the 
plights of NNS teaching English, erroneously conflates fluency with nativeness. Where this 
teacher is from is irrelevant. The only thing that matters is that, “a good language teacher, by 
definition, will be proficient in the language they are teaching.” (Wilson, 2016). 

My 8 years working experiences in Japan as a non-native speaker 
My first employment was in 2009 as an Assistant Language Teacher (ALT) 3 days a week in 
a small town called Tokigawa, Saitama prefecture. I was there for one academic year through 
a dispatch company called Heart. ALT work is more lenient than eikaiwa (English 
conversation schools) and juku (cram schools) in their requirements: usually requiring a 
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non-specific university degree, but no teaching experience. The catch is that prospective 
ALTs usually need to own a car. I accepted the position in order to change my student visa 
to a working one and bought myself a car. In 2010, I landed a full-time ALT job in Takasaki 
City in Gunma prefecture, this time through a different dispatch company called RCS. In 
2011-2014, I worked as a full-time direct-hire ALT for Maebashi City before moving back to 
Takasaki City to work as a full-time direct-hire ALT for another year. One of the main 
differences between working for a dispatch and a direct hire is the workload. A direct-hire 
ALT communicates with all levels of municipal government and may have duties above and 
beyond that of a dispatch ALT. When I was a direct-hire ALT in a Junior High School in 
Maebashi City, I had such responsibilities as assisting with the annual English speech 
contest, assisting with the annual summer events and attending monthly confabulation 
meetings with other ALTs. Other benefits of being a direct-hired include higher salary, paid 
holidays, and being included in the insurance and pension systems. Susatyo (2015), who is 
also an Indonesian ALT, had written an inspiring message to NNS teachers, “If you’re 
thinking of pursuing a career in teaching English, just do it. I know it won’t be easy and will 
be challenging, but think about the impact you will make on others: your students and fellow 
educators.” This was taken from the TEFL equity advocates blog; a blog that focuses on 
creating equal employment opportunities for native and non-native English speakers in ELT. I 
truly recommend reading the “teachers’ success stories”, they are very motivational to remind 
ourselves to never give up. 

The importance of having qualifications 
Qualifications are one way to overcome the prejudice against non-native speakers. 
Fortunately, many programs like the Trinity College TESOL Certificate and Diploma are 
available in Japan through a various providers such as Shane English School in Tokyo. In 
my circumstance, finding quality work was very difficult. This was because job advertisements 
in Japan often use the terms “native speaker” or “native English speaker”. This requirement 
creates frustration to people like me whose first language is not English. The majority of 
private institutions such as eikawa or juku are usually very strict on their hiring policies. On 
the website ohayosensei.com (retrieved September 16, 2016), there are employers such as 
the Sakura English Conversation School in Hyogo Prefecture that use the phrase “teach 
American English”, GEM school in Kagawa Prefecture preferably requires a “North American” 
and Berlitz strictly desires a “native fluent English speaker.” The first two are specifically 
searching for teachers who are American or Canadian, and the third one could be 
interpreted as looking for a teacher in which English is his or her first language. After 
completing a bachelor’s program in TESOL, I was offered an interview with Shane English 
School as an eikaiwa teacher and the British Council Tokyo as an elementary school 
teacher. Surprisingly, for an NNS, both employers were happy with my performance in each 
interview. I chose the British Council Tokyo position because of better career prospects in 
the years ahead. This experience shows that while I do not have what my peers certainly 
have, an automatic recognition that my English is good enough, my qualifications somehow 
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compensated for that. 

Employers’ preferences in Japan 
Even in present-day Japan, non-native speakers are still treated as second-class citizens in 
English teaching. Holliday (cited in Houghton and Rivers) defines this trend saying 
“in English language education, racism is revealed increasingly where the discrimination 
against ‘non-native speakers’ is connected to skin colour. Hence, non-White teachers are 
taken for ‘non-native speakers’ even if they were born and brought up with English as a first 
or only language; and white teachers who do not have this background can pass easily as 
‘native speakers’” (2013:20). 
 However, some jobs advertisements I found on the JALT website are more flexible 
and open. Rikkyo University for example, uses the phrase “applicants of any nationality are 
welcome to apply” (English Instructor – Rikkyo University, Tokyo, 2016) and Tokyo University 
of Science uses the phrase “native speaker proficiency preferred” (English Instructor, Tokyo 
University of Science, Kagurazaka Campus, Tokyo, 2016). Tamagawa Academy and 
University is also committed to provide equal opportunities to non-native English teachers 
according to the TEFL equity advocates. From these observations, such postings seem to be 
more common, and it is very relieving to see. Nevertheless, the frustration continues. Native 
speakers still have more choices compared to non-native speaker teachers. I find though, 
more companies are changing their recruiting requirements such as Shane English School 
Japan which used to recruit only speakers from Australia, Canada New Zealand, South 
Africa, UK or USA. Now, it only requires an honours degree taught in English from an 
accredited university. This shows that race is no longer the major issue that some teachers 
may perceive it to be. This is a great development because according to Wikipedia, only 
about 5.52% of the world’s population are native English speakers. Therefore, non-native 
speakers can fill gaps in the job market in Japan. I certainly hope that this trend will 
continue. Employers should realize that experience and professionalism are more important 
than the employee’s L1. 

Future challenges for non-native speaker teachers 
Regardless of whether a teacher is a native or non-native speaker, there are always 
challenges ahead. Perhaps we non-native speaker teachers have to take a step back and 
continue with the basics. Mastering a language is a lifelong journey and I always motivate 
myself with a quote from Harmer (2007, p.423), “one of the best ways of reflecting upon our 
teaching practice is to become learners ourselves again.” If you are a non-native speaker 
but you are confident in your English proficiency, I would strongly recommend studying 
towards a qualification. For example, a certificate, a diploma or even an MA in TESOL. Just 
because we are non-native speaker teachers, does not mean that we are incapable of 
matching our fellow native speaker teachers. Always remember to keep on developing; it is 
important to you as well as for your students. 
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Peer Assessment for Testing Classroom 
Chinese Speaking in a Japanese 
University: Correlations and Attitudes  

By Ming Qu and Margit Krause-Ono 

Introduction 
According to Falchikov (1995), peer assessment is a process in which a group of individuals 
grades their peers and which may or may not involve a set of criteria by teachers and 
students. In recent years, peer assessment has been increasingly used as an alternative 
method of assessment in language learning classrooms. Most researchers believe that it is 
an effective tool for encouraging students’ learner independence and autonomy. Also, 
teachers can shift their teaching methodology to more students-centered activities by using 
peer assessment. Numerous studies have been conducted on peer assessment, but only a 
few studies have focused on Japanese language learners. The question therefore remains as 
to whether peer assessment is really an effective tool for language learning in Japan, 
particularly in the field of teaching Chinese as a second foreign language. In order to answer 
this question, this paper focuses on two points associated with peer assessment: the first one 
is how reliable is the correlation between peer ratings and teacher ratings, and the second 
one is the Japanese students’ attitudes towards peer assessment. 

Problems with previous studies 
Issues of correlation between peer and teacher ratings  
 A number of studies have been conducted with regard to the correlation between 
peer and teacher ratings, with some of them indicating that there is a high correlation 
between the two (e.g. Hughes & Large, 1993; Brammer & Taylor, 2001; AlFallay, 2004; 
Shimura,2006; Fukazawa, 2009). However, some studies also indicated that there is no 
strong correlation between peer and teacher ratings (e.g., Jafapur, 1991, Freeman, 1995). 
 Hirai (2011) indicated that the reasons for the conflicting results involve differences 
in assessment conditions and students’ characteristics among these studies. She compared 
the results from nine previous studies on the correlation between peer and teacher ratings, 
and showed that there appeared to be three points related to the correlation. The first one is 
that there is a tendency toward higher correlations when students rated a peer’s performance 
after discussion rather than when students assigned a rating without engaging in prior 
discussion. The second is that the correlation is higher when using the mean score 
(averaging all the scores of the participants) than when using a single score. The third point 
is that correlation appears to be related to anonymity. Under anonymous conditions the 
correlation between peer and teacher ratings is higher. This is because anonymity helped 
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reduce the anxiety felt by raters regarding potential accusations of excess severity by their 
peers. With regard to the prior discussion, Hirai (2011) used a rating scale which was 
developed by teachers, and a detailed explanation which was given to students. In this study, 
the students collaborated with the teacher in making a rating scale in order for them to 
understand the rating scale more thoroughly.  
 Beside the above three points, the kind of rating scale used is also expected to be 
related to the correlation between teacher and peer ratings. A study which was conducted by 
Shimura (2006) used a rating scale which included eight categories: good posture, clear 
voice, good eye contact, good gestures, clear explanation, good visuals, good analysis, and 
good organization. She focused on the contents of the presentation and body language. This 
differs from Fukazawa (2009) and Hirai (2011) who focused more on linguistic aspects, such 
as grammar, pronunciation, vocabulary, and fluency. These studies used different rating 
categories, therefore the results on the correlations between the students and the teacher 
were also different. The previous studies didn’t shed light on every category, and only 
calculated the whole score for the rating scale. When considering the correlation between 
the student and teacher ratings, we need to clarify which of these categories have a high 
correlation and which categories have a low correlation. Therefore, in this study, the rating 
scale used was divided into three sections: body language, presentation content, and 
linguistic aspects. The correlation of each category between the students and teacher ratings 
was calculated. 

Issues of Japanese students’ attitudes towards to peer assessment 
 Peer assessment has received much attention in the field of language teaching in 
recent years, but in Japan, this idea is still novel, especially in the field of teaching Chinese 
as a second foreign language. Traditional testing, such as paper tests, is still dominant. 
Alternative assessment methods, such as portfolios, peer / group oral tests, and peer 
assessment are not widely used in language teaching classrooms in Japan. Some previous 
studies addressed the attitude of students to peer assessment (e.g. Azarnoosh, 2013; Wen, 
2006; Peng, 2010, White, 2009), but they did not focus on Japanese students. Simon 
(2014) focused on the attitude of Japanese students, and conducted an online survey of first 
year students enrolled in oral communication classes at a private Japanese university. The 
results revealed that Japanese students were broadly accepting of peer assessment, which 
was perceived as being a valuable language-learning tool. Simon (2014) only performed the 
survey once, after students had experienced peer assessment activities, and only quantitative 
data was used in his study. In order to gain a more complete picture of the attitude of 
Japanese students, an understanding of their attitude both before and after experiencing peer 
assessment is needed. Furthermore, in order to clarify what the students think about peer 
assessment, qualitative data should be used. Therefore in this study, results both before and 
after experiencing the peer assessment activities, as well as the significance of any changes 
in attitude between the pre-survey and post-survey were analyzed. Furthermore, a semi-
structured group interview was conducted for collecting qualitative data on the students’ 
attitudes towards the peer assessment activities. 
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The purpose of this study 
This study aims to broaden the knowledge of peer assessment by exploring which 
categories in the rating scale have high correlation coefficients and which categories have 
low correlation coefficients between the student and teacher ratings. By performing the 
survey twice, before and after the students experienced peer assessment, it was hoped that 
the students’ attitudes towards peer assessment would be clarified, and the changes of the 
students’ perceptions would be revealed. This study answers the following questions and 
sub-questions: 
RQ1: To what degree does peer assessment correlate with the teacher’s assessment? Which 
categories have high correlation coefficients and which categories have low correlation 
coefficients? 
RQ2: To what extent do students change their perceptions after experiencing peer 
assessment? What are the reasons for their changes in attitude? 

Methods 
The university 
This study was conducted at a university in Hokkaido, Japan. For second-year students, the 
study of a second foreign language is an optional subject, and it is taught according to the 
CEFR A2 level. This study was conducted among second-year students.  

The participants 
 Eighty-two Japanese students participated in this study. They belonged to three 
classes taught by the researcher. The participants’ majors included information technology, 
engineering, and science. 

The presentation 
 The students were asked to give a presentation on introducing their hometown, 
family members, and themselves by PowerPoint. The presentation was assessed by the 
teacher and peers at the same time in the class. Students were asked to fill out the score 
sheet which included seven rating categories, scored from 1 to 5, with 1 being poor and 5 
being excellent. A sample of the score sheet is shown in Table 1. 

Table 1: Score Sheet 
Creating the rating scale 
 The students were involved in developing the rating scale together with the teacher. 
They suggested more than ten rating categories at first, including facial expression, voice 
quality, content, fluency, design of the PPT file, organization, pronunciation, accuracy of the 

学籍
番号

氏名 発音 文法 語彙 流暢さ 発表内容
PPTの構
成

ボディー 
ランゲージ

佐藤 1 2 3 4 5 1 2 3 4 5 1 2 3 4 5 1 2 3 4 5 1 2 3 4 5 1 2 3 4 5 1 2 3 4 5

清水 1 2 3 4 5 1 2 3 4 5 1 2 3 4 5 1 2 3 4 5 1 2 3 4 5 1 2 3 4 5 1 2 3 4 5

鈴木 1 2 3 4 5 1 2 3 4 5 1 2 3 4 5 1 2 3 4 5 1 2 3 4 5 1 2 3 4 5 1 2 3 4 5
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grammar and vocabulary, natural expression, posture, and so on. Finally, seven categories 
were decided upon: pronunciation, grammar, vocabulary, fluency, content, design of PPT file, 
and body language. In the next stage, the students were asked to discuss the points to be 
rated within each category. The final rating points for each category are shown in Table 2. 

Table 2: Rating points for each category 

Instruments and procedures - Five-point Likert scale survey  
 A five-point Likert scale survey was used to investigate the attitude of Japanese 
students to peer assessment. It was created by the researcher based on Wen, Tsai & Chang 
(2006) and Peng (2010). It contains six statements about peer assessment. Students were 
given five choices for each statement (refer to Table 3), and were asked to choose one of 
them. Furthermore, the participants were asked to fill out the five-point Likert scale twice to 
allow comparisons to be made. The pre-survey was conducted two weeks before the 
speaking test. The five-point Likert scale used in this study is shown in Table 3. 

Table 3. Five-point Likert scale 

Instruments and procedures - Semi-structured group interview 
 Semi-structured group interviews were used to explore the reasons for the 
changes. Students were divided into five groups, with each group consisting of 4~5 students. 

Pronunciation: 2 points 
1. easy understanding 
2. no Japanese-influenced sounds

Presentation content: 1 point 
1. interesting, attractive to audience

Grammar: 2 points 
1. wide range of structures  
2. accuracy of the grammar 

Design of the PPT file: 1 point 
1. good organization

Vocabulary: 2 points 
1. sufficient range of vocabulary 
2. accuracy of word choice

Body language: 3 points 
1. eye contact  
2. good posture  
3. good gestures

Fluency: 1 point 
1. comfortable, natural speed

Please choose one of the following choices for each statement. 
1 strongly agree   2 agree    3 neutral    4 disagree    5 strongly disagree

1. Peer assessment is helpful to students’ learning. (1  2  3  4  5)

2. Peer assessment allows students to understand more about the teacher’s requirements. 
(1  2  3  4  5)

3. Peer assessment activities motivate students to learn. (1  2  3  4  5)

4. Peer assessment helps students develop a sense of participation. (1 2 3 4 5)

5. Peer assessment can encourage autonomous learning. (1  2  3  4  5)

6. Students are qualified to assess their classmates’ performances. (1 2 3 4 5)
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They were asked to discuss the positive and negative points of peer assessment first, and 
then answer questions from the teacher. The questions were: “What do you think of peer 
assessment?” “What are the good points and bad points?” “Did you change your attitude 
before and after experiencing peer assessment?” “If you changed your attitude, what is the 
reason?”   

Instruments and procedures - Analysis 
 Microsoft Excel (2000) was used for analyzing the data. Descriptive statistics were 
calculated first, and then a Spearman's correlation analysis was conducted to explore the 
correlation between the peer rating and teacher ratings. Finally a t-test was conducted to 
explore the significance of changes in attitude pre-survey and post-survey. 

Results 
The correlation between students’ and teacher ratings  
 Table 4 presents the descriptive statistics for the peer and teacher assessments. 
Other than pronunciation and body language, the mean score of peer rating for each 
category was slightly higher than those of the teacher. This indicated the ratings by the 
students tended to be more lenient, while those for pronunciation and body language tended 
to be stricter. The standard deviation (SD) for vocabulary, grammar, and fluency were slightly 
lower than those of the teacher, this indicating that the teacher rated the presentations across 
a wider range, while students rate their peers within a narrower range in these categories. 

Table 4. Descriptive statistics for peer and teacher assessments 

 In order to investigate what degree peer assessment correlated with the teacher’s 
assessment, the Spearman's correlations analysis between peer and teacher’s assessment 
was conducted. The results are shown in Table 5. The results revealed that there were high 
correlation coefficients for pronunciation, presentation content, design of the PPT file, and 
body language, while the correlation coefficients for vocabulary, grammar, and fluency were 
low.  Body language had the highest correlation coefficient (r = .42), while vocabulary had 
the lowest correlation coefficient (r = .17). 

Students Teacher

M SD M SD

Pronunciation 3.79 0.43 3.90 0.22

Vocabulary 3.51 0.23 3.16 0.31

Grammar 3.61 0.20 3.27 0.26

Fluency 4.01 0.41 3.85 0.42

Presentation content 3.40 0.24 3.38 0.20

Design of the PPT file 3.96 0.31 3.87 0.26

Body language 3.77 0.25 3.80 0.24
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Japanese students’ attitudes towards peer assessment 
To what extent did students change their perceptions after experiencing peer assessment 
activities? 
 In order to investigate the Japanese students’ attitudes towards peer assessment, 
especially the extent to which students change their perceptions after experiencing peer 
assessment activities, a t-test analysis was conducted. Table 6 gives the descriptive 
information and scale score differences between the students’ ratings pre-survey and post-
survey. 

 The results of the t-test revealed that students’ responses were higher than the 
neutral score (3.00) both pre-survey and post-survey. In the pre-survey, the mean score 
was 3.41, while the mean score in the post-survey was 4.06. Thus, it can be said that, the 
students reacted positively both before and after experiencing the peer assessment activities. 
The standard deviation for the pre-survey was much higher than that for the post-survey, 
indicating that the range in student attitude was wider before experiencing peer assessment 
than after. The mean score increased from 3.41 to 4.06 (t (81) = 6.41, P < .01), showing 
that the Japanese students’ attitudes towards peer assessment became significantly more 
positive after experiencing the assessment activities. The effect size was calculated to 
examine the significance of the score differences between the pre- and post- surveys, the 
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Categories rs

Pronunciation  .41*

Vocabulary .17

Grammar .21

Fluency .21

Presentation content .37*

Design of the PPT file .40*

Body language .42*

Note *p<.01

Table 5. Results of correlation analysis

Pre-survey Post-survey N=82

Mean SD Mean SD t d

3.41 0.63 4.06 0.30 6.41** 0.96

Note **p<.01

Table 6. Descriptive information and scale score differences between the students’ ratings 
between pre-survey and after survey
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value of the effect size was 0.96, which is considered to be large enough according to 
Cohen’s (1988) definition.  

Reasons for changes in students’ attitudes  
 In order to explore why students changed their attitudes to peer assessment and 
other points related to this assessment form, semi-structured group interviews were 
conducted. 
 The students’ answers were divided into two categories: positive responses and 
negative responses. More than 80% of the students gave positive responses, with less than 
20% of students giving negative responses. Positive responses included four aspects: peer 
assessment is helpful to learn more about speaking ability and understanding the criteria 
more fully; peer assessment is motivating; peer assessment is useful for identifying their 
strong points and weaknesses; and peer assessment is interesting and gave the students a 
strong sense of participation. Negative responses included three aspects: peer assessment is 
difficult - especially when assessing vocabulary and grammar; peer assessment is boring 
and soon the students felt bored; and the peer assessment is troublesome so some students 
said they think it is a waste of time.       
     A list of student comments can be found in the unabridged version of this paper at 
https://goo.gl/Ahfw5K. 

Discussion 
Correlation between the students’ and teacher ratings 
 In this study, seven rating categories were included in the rating scale, and the 
correlation coefficients were calculated for every category between the students’ and teacher 
ratings. The results revealed that four rating categories (pronunciation, presentation content, 
design of the PPT file, and body language) had high correlation coefficients, while three 
rating categories (vocabulary, grammar, and fluency) had low correlation coefficients.  
 Except pronunciation, the rating categories with high correlations coefficients were 
all categories related to the content of the presentation and body language. The rating points 
were very clear; there were three rating points for body language - eye contact, posture, and 
gestures, so a decision was easily made. There was only one point for presentation content 
and the design of the PPT file. It is assumed that the content, design of the presentation, and 
body language were easy to judge, hence these categories had high correlation coefficients. 
Pronunciation is a rating category that focuses on linguistic elements of the presentation, with 
the rating points involving the use of Japanese-influenced sounds, and ease of 
understanding. It appears the students were able to distinguish between good and bad 
pronunciation very well, even though their own pronunciation of Chinese may not be 
adequate. When creating the rating scale together with the students, a lot of examples of 
what is good Chinese pronunciation were given, for example, the blade-palatal sounds, such 
as “zh” , “ch”, “sh”, and “r”,  bilabial sounds, such as “b” and “p”, and compound finals, 
such as “ang”, “eng”, “ing”, and “ong”. It is difficult for Japanese learners to pronounce 
these sounds, but they can judge good pronunciation when listening. Therefore the 
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pronunciation category also had a high correlation coefficient. 
 On the contrary, the data indicates that it was difficult to judge the rating categories 
related to vocabulary, grammar, and fluency. These three categories had low correlation 
coefficients. Vocabulary and grammar focus on linguistic elements, it is possible that the 
students are incapable of identifying errors because they lack the language knowledge 
necessary to identify them. The results of the semi-structured group interviews also revealed 
that some students felt it was difficult to make judgments regarding vocabulary and grammar. 
In this study, the participants were in their second year of Chinese classes, and they were 
taught according to the CEFR A2 level, so it is possible that the students’ language 
proficiency was not high enough to assess a wide range of vocabulary and structures, 
accuracy of the grammar, or words choices. Nelson & Carson (1998) conducted a study on 
peer assessment of English writing, and pointed out that a lack of language proficiency in a 
second language affects peer review, as learners cannot review their peers’ writing 
appropriately because of their low proficiency. The same problem appears to exist in peer 
assessment of second language speaking. Language proficiency level is an important factor 
that influences the correlations, particularly in those rating categories which are related to 
linguistic elements. In Japan, there are a limited number of advanced students in second 
foreign language classes, and low level students cannot give presentations using a second 
foreign language. Therefore, in this study, only the data for intermediate level students were 
analyzed, which is a limitation to the study that needs to be resolved in the future.  

Japanese students’ attitudes towards peer assessment 
 This study clearly showed that Japanese students held a positive attitude towards 
peer assessment both before and after experiencing peer assessment activities, with the 
mean score increasing significantly after experiencing the peer assessment activities. 
Furthermore, the standard deviation for the pre-survey was much higher than that for the 
post-survey, indicating that the students’ attitudes ranged widely before experiencing the 
peer assessment, but narrowed after experiencing the peer assessment activities. The results 
of the semi-structured group interviews showed that more than 80% of the students 
responded positively regarding the peer assessment. The positive answers included 
comments that peer assessment is helpful, motivating, useful, and interesting, while the 
negative comments suggested peer assessment is difficult, boring, and troublesome. Both 
quantitative and qualitative data showed the Japanese students had generally positive 
attitudes towards to peer assessment.  
 With regard to the negative comments regarding peer assessment, the students 
possibly felt it was difficult as they lacked sufficient language knowledge to make judgments 
using the rating scale. While there were some students who felt it was boring and 
troublesome, this may have resulted from the procedure used in this study. The students 
were asked to assess more than 20 peers in one class, and this may have left them feeling 
bored and burdened. Hirai (2011) asked students to record their speaking on tape in a 
language lab, and assess the student next to them only. This procedure may result in the 
students having less negative feelings toward the assessment task.  
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Conclusion 
The results of peer assessment are often influenced by the contexts and circumstances in 
which peer assessment is administered. Therefore, it is necessary to pay great attention to 
explaining the procedure. Language proficiency level is an important factor that influences the 
correlation between the students’ and teacher ratings, particularly in those rating categories 
which are related to linguistic elements, so for the students whose language proficiency is 
low, maybe the peer assessment for linguistic elements should be avoided. The teachers 
should know that not every student likes peer assessment, so peer assessment activities 
should be short and easy. If students demonstrate an enjoyment and a willingness to assess 
their peers, the peer assessment activity can be a useful tool in students’ language learning. 
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Dear Members of Gunma JALT, 
 As I write this letter from Wisconsin, America, the maple trees are turning yellow 
and red. Whenever October arrives, I think back to the time I somehow, impossibly, got 
sunburned at Tsukasawa Chugakko's sports festival in Takasaki. This carries me to thoughts 
of Gunma and my life as an Assistant Language Teacher (ALT). 
 I joined JALT in 2012, eager to develop a broader understanding of foreign 
language education systems in Japan. Sessions on cooperative learning strategies and 
peace education in language teaching kept drawing me back to our monthly JALT sessions. 
Despite holding an Adolescent English Language Arts teaching certification from the state of 
Wisconsin, it was truly my time exploring ELL teaching with JALT that developed my 
confidence. Before I knew it, I was moving beyond the typical role of an ALT. 
 In 2013, I joined Barry and Harry in managing the Speakeasy. As the Web & 
Design Editor, I flung the Journal into cyberspace where archived editions can now be found. 
I also drafted proofs and spearheaded negotiation to establish style norms, resulting in the 
succinct, modern format you now see. We exchanged many emails to determine 
sequencing, copy placement, formatting, column usage, and color integration, among other 
details. Writing author bios was the easy part of editing the Speakeasy! 
 After the release of Volume 26 of the Speakeasy in 2014, I returned to the States 
and began working as a high school College Writing teacher at a school for Hmong 
students. I might have retained, even built my writing skills while editing the Speakeasy and 
participating in Nanowrimo, but my ability to communicate at a quick pace in a culture where 
the speaker bears the burden of creating clarity had definitely waned. Struggling to explain 
classical rhetoric to kids, I realized I needed to retire from editing. I'm glad to see the 
Speakeasy continuing on strong.  
 Recently, I have moved into the field of copy editing. It is a bit of a surprise to me 
that my one-year stint as Web & Design Editor turned into something much larger. As it turns 
out, learning Japanese was much more fun and considerably tougher than memorizing the 
style and formatting rules I now use in my new position. Hyphens still trip me up, though. 

 I'm grateful to Gunma JALT for supporting my 
growth. I'd like to send a warm osewa ni narimashita to 
John Larson, Barry Keith, and Harry Meyer. May the 
Speakeasy continue on, creating connection and 
bringing vibrancy to the English Language Educator 
community in and around Gunma. 

Terry Dassow 
Copy Editing Consultant 
America 
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