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Abstract

In anticipation of educational reforms proposed for 2020 by the Ministry of Education,
Culture, Sports, Science and Technology (MEXT, 2016) with the integration and enhancement
of information and communications technology (ICT) and active learning in the classroom,
a transformation of lecture-based teaching practices will be considered for a course in British
culture. Preferred instructional formats from a constructivist perspective involve active learning,
where students participate in writing, explaining, and reflecting—processes seldom employed in
lecture-based teaching (Dufresne, Gerace, Leonard, Mestre, & Wenk, 1996). The lecture format
of instruction, a traditional method that has changed little from centuries past, is representative
of a substantial portion of teaching at universities in Japan. Typically, this involves students
passively listening to lectures and taking notes. This article will detail relevant research in
relation to teaching practices that may have a more desirable effect on student learning and
development. Aspects related to ICT will be introduced; in particular, the utilization of cloud-
based applications in education. In addition, studies investigating active learning will be
presented. The Action Research Process (Burns, 2009) will serve as a guide in the formulation of
a comprehensive plan of action for a university course on British culture.
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Introduction

In general terms, active learning involves
instructional methods aimed at engaging students
in the learning process (Prince, 2004). Rather than
dependence on passive input from teacher-centered
instruction, an active process of student-centered
learning is the definitive goal. Silberman (1996)
describes active learning as student involvement in

most of the work required to study ideas, engagement
in problem solving and applying what has been
learned. Bonwell and Eison (1991) mention the need
for students to be engaged in activities that are
meaningful and require them to think about the task
at hand. Taking this into consideration, the means
of promoting more student-centered learning can be
heightened with the integration of ICT. Specifically,

the utilization of cloud-based applications could
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enhance a variety of educational aspects pertaining
to active learning. Cloud-based applications refer
to software that are based primarily online and
offer a simultaneous sharing component—elevating
the ability for collaboration. Michael and Modell
(2003) compiled a list of active learning activities
that include the following: problem-based or case-
based learning; cooperative/collaborative learning/
group work of all kinds; think-pair-share or peer
instruction; conceptual change strategies; inquiry-
based learning; discovery learning; and technology-
enhanced learning. Many of the activities listed could
be readily integrated with cloud-based applications.
ICT skills that students either possess or are in
need of acquiring warrant the need to include these
components in the educational experience. An
investigation of familiarity with ICT in the daily
lives of students in a comprehensive study (n = 50,274
respondents from 161 institutions in 11 countries
and 43 U.S. states) revealed that over 92% of college
students owned at least two internet capable devices,
91% owned a computer, and 92% owned a smartphone
(Dahlstrom et al., 2015). The familiarity level
with these technological tools among students is
promising and may lead to ease in ICT accessibility
and integration in the classroom. Utilization of active
learning and ICT are a positive means of encouraging
student-centered learning and peer learning in
education. Applying cloud-based applications and the
decentralization of teacher-centered instruction are
a means of accommodating student needs to socially
interact, engage in participatory learning, and to be
actively involved in the creative learning process.

Action Research Process

This study will utilize a framework similar to
that of the action research process, a methodology
for assessing teaching practices. Action research
has been applied in the humanities since the 1940s

(Burns, 2005). Essentially, practitioners utilize
qualitative and/or quantitative methods to find
ways of enhancing their teaching while also
trying to solve challenges faced in the classroom

(Burns, 2009; Crookes & Lehner, 1998). A teacher-
researcher attempts to first identify problems in
the immediate teaching situation and to then take
the steps of conducting a preliminary investigation,

developing a hypothesis, planning intervention to
address problems, and then assess the results (see
Figure 1). Initial steps include problem identification
and preliminary investigation. These steps revolve
around discussions of university teaching practices.
In the stages consisting of Aypothesis and planned
intervention, the problem-solving means to handle
the concerns of traditional lecture-based teaching
will be presented along with a proposed plan of
action. In the final stage of the action research
process, this step will be partially fulfilled in this
investigation since actual implementation of the
targeted course is set for a future date. Nevertheless,
the proposed modifications in the utilization of ICT
and active learning were applied in related courses.
Questionnaire results and interviews from those
participants will serve as a substitute for formulating

the final stage of the action research process.

Figure 1. The Action Research Process
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The matter of lecture-based instruction

Enhancing intellectual engagement is one of
the main objectives of the college experience and
yet traditional lecture-based teaching, one of the
most widely utilized methods in the classroom, fails
to motivate students and meet university demands

(Smith, Sheppard, Johnson, & Johnson, 2005).
Moreover, lecture-based teaching has even been
described as being boring, irrelevant, and useless

(Renner, 1993; Nandi, Chan, Chan, Chan, & Chan,
2000). Johnson, Johnson, & Smith (1991) state
that as a lecture proceeds, students’ attention to
the content being presented continues to decrease.
Additional criticism mentions the inability of lecture-
based instruction to foster higher-order cognitive



and attitudinal goals (Cashin, 1985; Frederick, 1999;
Renner, 1993). Moreover, alienated and superficial
approaches—often characteristic of traditional
lecture-based teaching—result in short-term
memorization of content (Green & Dorn, 1999). In a
comprehensive examination of results accumulated
from 225 research studies focusing on teaching
methods in STEM (Science, Technology, Engineering
and Mathematics) education, it was found that a
significantly higher percentage of students were
likely to fail in traditional lecture-based courses
than those enrolled in courses that integrated active
learning with failure rate differences estimated at
33.8% and 22.8% respectively (Freeman et al., 2014).
Additionally, Huba and Freed (2000) describe lectures
as being beneficial only to the professors who teach
the classes since the conditions for promoting
learning (e.g., actively seeking new information,
organizing it in a meaningful way, and explaining
it to others) are essentially the elements utilized in
giving a lecture. Mabry (1995) advises instructors to
relinquish some control for the benefit of students
who will learn more and will be able to retain

information longer.

Constructivism and Active Learning

Active learning is based on constructivism
which considers learning to involve a process of
making meaning from existing knowledge and
building on that knowledge for higher levels of
understanding. The concept of constructivism
does not explicitly provide directives on the means
of achieving these aims, but it can be deducted
that such results may come from an active
learning environment that promotes engagement
and interaction. Active learning does not refer
to simply doing activities; rather, students are
engaged in the process of reflection, evaluation,
analyzation, synthesization, and the communication
of information (Fink, 2003). Dufresne et al (1996)
state that students would benefit from learning
opportunities with new information or experiences,
and also mention the following as being suitable for
promoting student learning: (a) examine their own
ideas; (b) determine the extent to which the new
experiences make sense in relation to these ideas;

(¢) consider possible alternative explanations in

what they have experienced; and (d) evaluate the
usefulness of different perspectives. Establishing a
classroom format that can enable such interaction
would be a substantial change from traditional
mediums currently offered in lecture-based classes.
However, this is not to dismiss the importance for
guidance to be maintained in some context (e.g.,
Kirschner, Sweller, & Clark, 2006); rather, the
inclusion of an active learning component should
be considered as a means of solidifying knowledge
and understanding for students. As pointed out in
Bloom’s Taxonomy of the Cognitive Domain (Bloom,
Englehart, Furst, Hill, & Krathwohl, 1956), learning
1s not merely rote memorization; rather, it involves
analyzing and evaluating concepts, processes,
procedures, and principles. Nearly a half century
later, Anderson and Krathwohl (2001) introduced a
revised version of the Bloom' s Taxonomy (see Figure 2).
Bloom’ s Revised Taxonomy, a layout of
educational learning objectives, 1s parallel in its
perspective to many of the aims of active learning.
The taxonomy is arranged in hierarchical order with
each successive level being higher in complexity.
At the base of the taxonomy lies remembering.
This involves recalling or recognizing information,
ideas, and principles. Students may remember facts,
terminology, basic concepts, or whatnot without
necessarily having a grasp of meaning. The second
level includes comprehension, also referred to as
understanding in some versions of the taxonomy.
Here, students would be expected to be able to
comprehend and interpret information based on
prior learning. Demonstrating an understanding
of information could entail providing comparisons,
interpretations, descriptions, and so on. At the third
level is applying. Students at this level may select,
transfer or use concepts and principles to solve a
problem or complete a task. Again, learners may
refer to prior knowledge, identify connections, and
apply that information to the task at hand. The
fourth level is analyzing. Students would be expected
to have the ability to distinguish, classify and relate
information. The analyzing process may involve
examining more details within concepts, finding
evidence, and determining potential relationships,
causes, and effects. At the fifth level lies synthesizing.
Students may originate ideas and integrate them

into a plan or proposal. Essentially, students at this



Figure 2. Representation of Bloom’s Revised Taxonomy

b = The student can put elements together to form a functional whole, create a
new product or point of view : assemble, generate, construct, design, develop,
formulate, rearrange, rewrite, organize, devise.

= The student can make judgments and justify decisions: appraise, argue,
defend, judge, select, support, evaluate, debate, measure, select, test,

* The student can distinguish between parts, how they relate to

each other, and to the overall structure and purpose: compare,
contract, criticize, differentiate, discriminate, question,
classify, distinguish, experiment

* The student can use information in a new way:
ﬂm@ demonstrate, dramatize, interpret, solve, use,
illustrate, convert, discover, discuss, prepare

Remembern

* The Student can construct meaning from oral,
written and graphic messages: interpret,
exemplify, classify, summarize, infer, compare,
explain, paraphrase, discuss

» The student can recognize and recall
relevant knowledge from long-term
memory: define, duplicate, list,
memaorize, repeat, reproduce

Note. Adapted from “A taxonomy for learning, teaching and assessing: A revision of Bloom' s taxonomy of
educational objectives” by L. Anderson & D. Krathwohl (Eds.). 2001, New York: Addison, Wesley Longman, p. 215.

level have obtained the ability to build a framework
or pattern from a variety of elements and can relate
those elements into one. The sixth and highest level
of the taxonomy is evaluating. Students reaching
this plateau would have acquired the ability to judge,
critique, and assess. The evaluation process relates
to the ability to formulate opinions and assess the
validity of ideas or content based on evidence or a
set of criteria. As illustrated in Bloom’ s Revised
Taxonomy, many of the aspects described at each of
the successive levels are representative of the aims
of active learning—using existing knowledge and
building on that knowledge for a higher level of

understanding.
Activating learning in the classroom

A number of instructional approaches have
been suggested over the years, and many of these
may offer insight into ways of modifying lecture-
based teaching to include aspects of active learning.
In an investigation that reviewed research on
active learning, Prince (2004) presents several

recommendations for practitioners to consider:

...students will remember more content
if brief activities are introduced to the
lecture. Contrast this to the prevalent
content tyranny that encourages faculty
to push through as much material as
possible in a given session. Similarly, the
support for collaborative and cooperative
learning calls into question the traditional
assumptions that individual work and
competition best promote achievement. The
best available evidence suggests that faculty
should structure their courses to promote
collaborative and cooperative environments
---.Studies also suggest that students will
retain information longer and perhaps
develop enhanced critical thinking and
problem-solving skills, especially if PBL is
coupled with explicit instruction in these
skills. (p. 7)

Prince (2004) also mentioned that classes
should not omit individual student responsibility,
and that class activities should not necessarily be
entirely team-based. These recommendations can
provide some guidance in ways of integrating active
learning into the classroom, but each course will have
different demands and the course of action may vary
in each particular case. As such, considering a variety



of suggestions may offer insight into the needs of
instructors in different situations. In one study,
Felder (1997) describes a simple and short activity
that offers some resemblance to the active learning
component but in the form of a structured question-
answer period; an activity that he describes as being
suitable, even for some of the most introverted
professors. Likewise, Bonwell and Eison (1991) allude
to a similar perspective by suggesting question-
answer sessions but those that expand beyond yes-no
answers. They also recommend that such sessions be
periodically given between 10 to 20 minute intervals
as a precaution to avoid problems with the listening
attention span among students. Likewise, Smith

(2005) suggests periodic breaks during lectures to
allow students to engage and work together to process
information. Informal cooperative learning allows
students to become actively involved in understanding
the content that they are supposed to learn (Smith,
2005). The use of periodic intervals is also suggested
by Ruhl, Hughes, and Schloss (1980) but for reflective
discussions. They recommend a pause of two minutes
between 15 minutes of lecturing to allow students time
to engage in pairwork to discuss, reflect, and share
notes.

In approximately the same timeframe, a
similar reflective periodic pause in the lecture allowing
students time to reflect on content is suggested
by Brame and Biel (2015), but in this case they
recommend self-reflection specifically for reviewing
and adjusting notes. In essence, students should
attempt to write and review as much of the lecture
content from each previous lecture session. Among a
number of benefits, the routine and periodic timeline
allows students to double-check and clarify content,
and to also retrieve information from memory—
strategies suitable for enhancing long-term memory.
A similar short in-class reflective writing assignment
is suggested by Angelo and Cross (1993). The activity
attempts to keep students mentally focused on course
content, and also provides a means to elicit feedback
for the instructor so that a determination can be
assessed as to what students have comprehended from
the lecture. These suggestions could be particularly
helpful for EFL students enrolled in courses similar to
British Culture; those heavily laden with content.

Providing any sort of opportunity for students
to participate in class redirects learning from being

passive to being active. Essentially, maximizing an
active learning approach necessitates meaningful
conversation, interaction, reading, reflection, and
writing about the content, ideas, and issues of the
subject matter (Meyers & Jones, 1993). There are
many potential ways of getting students involved in
active learning, and these may consist of activities
such as the following: class discussion, cooperative
learning, problem-solving activities, experiential
learning, role-playing, peer learning, fieldwork,
computer-aided instruction, writing tasks, and so
forth (Houston, 1995). As for collaborative group
work (e.g., Johnson, Johnson & Smith, 1991), the time
factor should still be of consideration in the context of
in-class discussions since thoughts and opinions in real
time require an equal span of reflection and processing

(Tobin, 1986) . Regardless of the activity in question,
it is critical for students to have an adequate amount
of time to formulate their thoughts and opinions
before proceeding thereafter.

Integrating ICT as a mean of promoting
active learning

As previously mentioned, the utilization of
ICT in the classroom is one of the aims proposed in
the 2020 MEXT reforms that has also encouraged
methods in line with active learning. The use of
ICT in the classroom can be adapted in innumerable
ways, one of which is the inclusion of active learning.
ICT use varies among teachers, partially based on
their own abilities and the instructional purposes
of the class (Hung & Hsu, 2007; Mueller, Wood,
Willoughby, Ross, & Specht, 2008). Although ICT
and active learning have been commonplace in many
educational settings for some time, there have not
been any set definitive practices. Bransford, Brown,
and Cocking (2000) warn that the effectiveness of
ICT is dependent on how the technology is utilized
by teachers in the classroom. As such, a plan based
on curriculum objectives (active learning and ICT
integration), course content (British culture), along
with consideration of student abilities and needs will
be presented.

In the past quarter century, there has been a
gradual shift away from teacher-centered instruction
and more towards student-centered learning. An
indirect effect of this change has redirected learning



from being primarily passive-input driven to active-
output driven. The added element in the equation
is ICT which has the potential to have a significant
impact in the learning process. In organizing such
tasks, merely assigning students into groups does
not guarantee that collaboration and peer interaction
will materialize. Some planning and guidance will
be needed to avoid the advent of individual isolation
within groups rather than the goal of cooperation
among group members (see Table 1). Smith (2005)
states that structuring cooperation among students
1s vital for group work to be truly collaborative.
Johnson et al. (1998) advise teachers attempting to
organize cooperative learning groups to consider
the following: (1) specify the aims of the task; (2)
layout the structure, e.g., group size, assignment
of students to groups; (3) explain the task and the
need for cooperation to achieve the task; (4) monitor
interaction and progress in each group and intervene
when needed; (5) evaluate learning outcomes
individually and collaboratively.

Taking these aspects into consideration, a
collaborative group assignment utilizing ICT in the
form of cloud-based applications may fulfill many of
the aforementioned concerns. The integration of ICT
technologies into learning may alleviate some of the
challenges and issues commonplace in pair and group

Table 1. Comparison of Learning Groups

activities alone. For instance, cloud technologies have
become increasingly utilized in educational settings.
Cloud-based applications such as the Google Suite
for Education offer a means to engage in a direct
and effective communication channel, anonymity in
eliciting feedback, accessibility in sharing content,
and the monitoring of student progress. In essence,
the utilization of cloud-based applications in the
classroom provide teachers with the means of
creating an active learning environment.

Several cloud-based applications from the
Google Suite platform were selected for utilization
in a course on British culture for both individual
and collaborative assignments. There are multiple
applications within the education-based version
of Google Suite, and those under consideration
for the course include the following: Gmail, Drive,
Calendar, Vault, Sheets, Forms, Docs, Slides, Sites,
and Hangouts. A gradual introduction of cloud-based
applications and brief training sessions should be
integrated into several classes prior to initiation of
the ICT collaboration assignments. In regard to the
applications within the Google Suite platform, a brief
description of features, capabilities, and planned use
in the project will be presented. Gmail will be used
primarily for direct communication. Gmail addresses
will be shared among group members. The cloud-

Traditional (Less Structured)

Cooperative (More Structured)

Low interdependence. Members take responsibility only
for themselves. Focus is typically on a single product
(report or presentation) .

High positive interdependence. Members are
responsible for their own and each other’ s learning.
Focus is on joint performance.

Individual accountability only, usually through exams
and quizzes.

Both group and individual accountability. Members
hold self and others accountable for the quality of
work.

Little or no attention to group formation (students
often select members) . Groups are typically large (4-8
members) .

Deliberately formed groups (random, distribute
knowledge/experience, interest) . Groups of small (2-4
members) .

Assignments are discussed with little commitment to
each other’ slearning.

Members promote each other’ s success, doing real
work together, helping and supporting each other’ s
efforts to learn.

Teamwork skills are ignored. Leader is appointed to
direct members’ participation.

Teamwork skills are emphasized. Members are taught
and expected to use collaborative skills. Leadership role
is shared (e.g., rotation) among all members.

No group processing of the quality of its work.
Individual accomplishments are rewarded.

Group processes quality of work and how effectively
members are working together. Continuous
Improvement is emphasized.

Adapted from “Pedagogies of engagement: Classroom-based practices,” by K.A. Smith et al., 2005,

Journal of Engineering Education, 94 (1), p. 94.



based storage application Drive provides users with
the option of both storage capabilities and ease of
accessibility in shared-storage content. Therefore,
this application will be of importance for students
in accessing and sharing class materials along
with contributing to collaborative assignments.
The use of Calendar will primarily assist students
in scheduling a time to work together on tasks
requiring simultaneous contributions among
group members. Vault is a standard application
within Google Suite. It is primary an archiving tool
that will be of importance for maintaining data.
Similarly, the spreadsheet application Sheets will be
used by the instructor to share links with students
and organize data. Student use of this application
will be optional. Forms will be used to evaluate
student progress by collecting periodic feedback via
questionnaires and quizzes. This application will also
allow the instructor to monitor the collaborative
environment of each group. Docs is a word processing
application, and it can be an effective tool for all
writing assignments; collaborative and individual
alike (for further discussion see Fewell & MacLean,
2016). As for the application Slides, it will be used
for creating presentation slides and for pair and
group presentations. Additionally, the instructor
will use the application for class presentations
and to share presentation slides with students.
Google’ s website platform Sites will be limited to
sharing links and course content. The multifaceted
video-conferencing, phone and chat application
Hangouts will be introduced in class training
sessions, and students will be encouraged to utilize
its capabilities to maintain communication channels
with group members. However, student utilization
of this tool will be optional. In addition to these
applications, the SNS platform Google Communities
will be used by the instructor and students as the
primary communicative medium for class-wide

announcements.

British culture, active learning, and ICT

The objectives of the British culture course
are to provide students with an overview of general
cultural and historical aspects of the United
Kingdom. In addition, a number of contemporary

political and social issues will be introduced to

students. The course textbook, Britain for learners
of English (O Driscoll, 2009), will be utilized for the
duration of one academic semester. The textbook
contains a substantial amount of content that can be
especially challenging for EFL learners. As a result,
the course will maintain a lecture-based component
but will be modified to enhance aspects pertaining
to active learning and ICT utilization. In order to
enhance active learning, the format of traditional
teacher-centered lecturing will be minimized to some
extent. A substantial amount of content encompasses
aspects of British culture, and avoidance of lecture-
based teaching entirely would be counterproductive.
Lecture slides embedded with interactive components
such as short questions or discussion topics may
provide students with opportunities to actively
participate in lectures. Additionally, the use of QR
codes could direct students to related lecture content
or even be utilized to gather immediate feedback

(e.g., Google Forms) from the audience. Several
previously mentioned suggestions on modifications
of lecture-based teaching will be utilized in the class;
specifically, routine set intervals for reflection and
discussion (e.g., Ruhl, Hughes, & Schloss, 1980).
Although these brief intervals may provide students
with opportunities to engage in active learning, there
are also secondary benefits in terms of information
gathering and double-checking content—critical
strategies for EFL learners. Faust and Paulson (1998)
have accumulated a list of active learning activities
that could supplement a lecture-based university
classes (see Table 2). Some of the activities include
individual work while others include pair and
group work. Instructors will need to determine the
suitability of each activity in terms of course and
learning objectives.

Certainly, a variety of factors such as those
pertaining to the content being addressed, time
considerations, as well as teaching and learning
preferences may dictate the choice of active learning
assignments to be integrated in a particular class.
There are numerous class activities that can be
integrated into lecture-based classes and may
hopefully alleviate student boredom from the
monotony of prolonged one-way directed speech.
Any opportunity to add diversity in the presentation
of class content with the element of active learning
should be pursued. As such, many of the activities



presented (see Table 2) will be integrated in the
course, British Culture, to more closely engage
students in the active learning process.

One of the major projects in the course
that will accommodate various aspects of the ICT
component (through the utilization of several
cloud-based applications) is the completion of a
multifaceted collaboration project. In an attempt
to maximize student exposure to ICT technologies
while promoting an active learning environment, the
collaboration assignments will extend throughout
the duration of the course and should assist students
in better understanding content—aspects of British
culture—while also improving ICT skills. In sum,
the first activity will consist of collaboration
encompassing the preparatory stages of reading,
writing, and reflection. Preparation for each
class encompasses students interacting via cloud-
based applications to complete reading and writing
assignments. Online communicative interaction may
assist students in aspects pertaining to peer learning
and reflection of assigned content. In the in-class
portion of the assignment, students reflect further
on lecture content in periodic group discussions.
The next stage involves the preparation for student
presentations. In preparation, students work together
to create presentation content in Google Slides.
Thereafter, presentations will be assigned to students
within their respective groups and later to the entire

Table 2. Techniques of Active Learning

class. The general structure of the activity consists
of three primary stages that include the following:
preparation, implementation, and feedback. During
the preparation stage, several applications will be
utilized as the communicative mediums, including:
Google Communities, Sites, and Docs. Additionally,
in-class explanations will be supplemented with
the use of Slides to present information concerning
aspects of the project and provide other relevant
information to students. The utilization of multiple
communication applications are also intended
to familiarize students more with cloud-based
applications, adhering to the administrative aims
of ICT enhancement and also reducing potential
misunderstandings throughout the duration of
the project. As a means of ensuring adequate
preparation for planned group discussions in the
project, students are required to upload notes and
outlines of weekly discussion topics in a cloud-based
folder before each class. Preparatory assignments
will involve student submissions of written work in
Docs and the uploading of other related materials
via Drive. Students are encouraged to collaborate
in preparation of discussion activities. Nearly all
Google Suite applications are integrated with tools
for collaboration, but the exclusive communication
application Hangouts can be especially effective for
students to coordinate work and share information
with one another.

Activity

Description

Example Activities

Individual Exercises

Individual activities that provide instructor with feedback
on student understanding and retention of material.

Daily journal; Reading quiz;
Brief written response

Question & Answer
involvement and comprehension.

Tweaking questioning techniques which increase student

Students summarize peer s
answers; Students create quizzes

Immediate Feedback

Instructor stops periodically to give quick tests of the
material to assess student retention.

Respond with hands raised after
questioning during lecture

Critical Thinking
presented to the class.

Begin group discussions of lecture material before it is

Inquire with questions or quizzes
beforehand

Share/Pair Place students in pairs to provide opportunities to share | Discussion; Sharing notes; Peer
views, hone debate skills, and so forth assessment

Cooperative Place students in groups of 3 or more, present problem- | Role playing; Panel discussions;

Learning solving tasks Visual lists

Adapted from “Active learning in the college classroom,” by J.L. Faust, & D.R. Paulson, 1998,

Journal on excellence in college teaching, 9 (2), 3-24.



In the actual implementation of the project,
the initial framework will consist of group work.
Students are to be placed in groups of three. The
participants in each group are randomly changed
every few weeks. In the activity, students are
assigned content from the corresponding textbook
chapter and class lecture. For instance, several weeks
into the semester the focus of the lecture is on the
topic of political life. In the course textbook, Britain
Jfor Learners of English (O Driscoll, 2009), the topic
encompasses a full chapter with subsections covering
the following: public attitudes toward politics,
style of democracy, constitution, style of politics,
political party system, and modern situation.
Subsequently, the activity would require students
to focus on assigned readings in the textbook prior
to each class and prepare a short written summary
of each subsection. The written summary will be
completed with the use of the writing application,
Docs. Students may seek assistance from one
another while undertaking this assignment, but
each student will be responsible for submitting an
individually written summary. The extent of this
assignment merely consists of an outline with key
concepts and terms from each subsection. Reading
and writing assignments prepare students for group
discussions that will be assigned at periodic intervals
throughout the class lecture. Based on student input
in the discussions, peer feedback will be elicited via
Google Forms to ensure individual responsibility in
preparation and to encourage participation among
all group members. The component of peer learning
is integrated throughout the activity. Additionally,
feedback available to the instructor in Forms can
readily provide information on class and student
progress along with information on the retention of
course content. The in-class procedure of the activity
basically consists of structured group discussions
with student rotation (e.g., turn-taking) to provide
opportunities and equality in the amount of talk
time among participants. At the conclusion of
each timed discussion, students submit feedback
via Google s survey application Forms about their
partner’ s performance on the topic with scores set on
a scale from 1 to 10 (high). The option of submitting
comments will also be available. On a periodical
timeline, the instructor will share anonymous

comments and scores with students individually.

The presentation assignment consists of preparing
slides in collaboration with other group members,
conducting presentation sessions within the group,
and ultimately giving a group presentation to the
entire class. Presentation slides will be created
collaboratively with each group member contributing
to the project within a structured layout. This
includes instructions on the number of slides to be
created per student and a sample model for groups
to follow. Additionally, students will be required
to write a script in the presentation notes section
of the Slides application. As a means of developing
presentation skills, short in-group presentation
sessions will be integrated in the course with
students using individual smartphones, tablets, or
laptops to display presentation slides. Following each
presentation, group members will rate one another
by submitting feedback (via Forms) on student
performance in terms of content and delivery. The
weekly assignments will prepare students to more
adequately evaluate class content, interact and learn
collaboratively, enhance presentation skills, improve
ICT learning, and so forth. It should be mentioned
that these assignments are a preparatory step for
students to achieve one of the most challenging of all
class assignments—conducting a full presentation.
All students will be required to complete this task
in front of the class, and the weekly assignments—
with the use of structured peer feedback—will assist
students in this endeavor. The full class presentation
will be conducted by members of the group, each
sharing an equal amount of work and responsibility
in the preparation, creation, and implementation of
the presentation. Feedback on individual participation
and contributions to the project will be elicited via
Google Forms from other group members. Likewise,
Forms will serve as the feedback mechanism for the
class audience in rating the quality of performance
in group presentations. The presence of a continual
and active communications channel that is integrated
throughout all phases of the activity, via cloud-based
applications, adds to the dimension of engagement,
interaction, and responsibility in the learning

process.



Results and Conclusion

In following the step-by-step process of the
action research model (Burns, 2009), the final step
was partially fulfilled in this investigation since
implementation of the targeted course is set for
a future date. Since the proposed ICT and active
learning modifications in the lecture-based course
British Culture have been applied in several other
related courses, questionnaire results and interview
comments from participants in those classes may
serve as indicators on the viability of the proposed
activities. Results from an investigation of discussion
activities with a similar collaborative/ICT structural
framework, but with the added component of pair
work, offer some insight into the potential of the
proposed modifications (see Table 3).

Table 3. Students’ Reported Learning Experience with
Pair/Group Work

Statistics

About Pair/Group Work
Count | Mean | *SD

1. Commonly used in my English 98 3.70 0.90
language classes

2. Tenjoy pair/group work 98 3.86 0.95

3. Pair/.g_roup work is useful for 98 116 0.89
practicing English

4. Tuse mostly English during pair/

group work 97 3.72 | 1.01

5. I slow down my speech to help 98

others 350 | 107

6. Others slow down their speech

to help others 97 3.77 | 0.84

* SD = Standard Deviation

Note. Reprinted from “Improving feedback and interaction
for university EFL oral communication activities using cloud
applications,” by G. MacLean & N. Fewell (in press), Proceedings
of the APLX 2017 International Conference on Applied Linguistics,
Taipei, Taiwan: APLX .

The table displays questionnaire results of
students who participated in an EFL university
class utilizing pair/group discussion activities that
likewise integrated collaboration and ICT cloud-based
applications from the preparatory stages onward. As
for the statistics listed in the table, a brief description
will follow. Data were derived from the questionnaire
results of students (n=98) who participated in

pair/group discussion activities. Participants
replied according to the extent of agreement or
disagreement with each statement in typical Likert
format. Specifically, the selection of responses
ranged from answer choice 1 (an indication of strong
disagreement) to answer choice 5 (an indication of
strong agreement). As for individual items, the first
was in reference to pair/group activities in other
L2 classes. The second item (3.86) attempted to
measure the extent of perceived enjoyment of pair/
group activities. As for the third item, it referred to
the usefulness of the activities (4.16), and the fourth
item was in reference to L1 versus L2 use in the
activities. Finally, the last two items were related to
observed speech adjustments (3.50 self; 3.77 others).
Better insight was perhaps gathered from interview
comments with the majority of participants providing
positive responses about the activity. However, some
students mentioned concern with the unfamiliarity of
pair/group work. (MacLean & Fewell, in press)

The abovementioned discussion and group
presentation activities utilized content similar to those
planned for the British Culture class; in particular,
those concerning current issues and aspects of culture.
Likewise, the ICT component consists of cloud-based
applications from the Google Suite platform to provide
students with additional opportunities to collaborate
outside of class and to offer feedback to one another.
The relative success of the discussion activity in a
related EFL course may be attributed to several
factors. For instance, the distribution of content
and directives streamlined via several cloud-based
applications—Google Communities, Docs, Sheets, and
Sites—offers less likelihood for student confusion of
assignment tasks. In addition, the systematic routine
of evaluation in using the cloud-based application
Forms along with the anonymity in feedback ensures
individual responsibility in completing assignments.
Moreover, students are able to make improvements
based on peer feedback, and the available information
also provides the instructor with a reliable source on
student progress. As such, as similar layout will be
utilized in the British Culture course.

The basis for following the framework of the
action research process is to systematically analyze
and reflect on teaching practices. A content-laden
course, such as British Culture, that is traditionally
taught in a predominantly lecture-based format could



benefit with some of the suggested modifications. An
active-learning element and the integration of ICT
cloud-based applications offer much in possibilities to
improve the learning experience of students. Cloud-
based technologies have only been recently applied in
EFL settings, and innovative practices will need to
be pursued to tap the potential of these applications.
Modifications and adjustments of traditional
teaching practices should be attempted in order to
find more effective and beneficial ways for helping
students to learn and obtain educational objectives.

References

Anderson, L., & Krathwohl, D. (Eds.). (2001). A
taxonomy for learning, teaching and assessing:
A revision of Bloom’s taxonomy of educational
objectives. New York: Addison, Wesley
Longman.

Angelo, T. A., & Cross, P. K. (1993). Classroom
assessment techniques: A handbook for college
teachers. San Francisco, CA: Jossey-Bass.

Bloom, B., Englehart, M. Furst, E., Hill, W,
& Krathwohl, D. (1956). Taxonomy of
educational objectives: The classification of
educational goals. Handbook I: Cognitive
domain. New York: David McKay Company.

Bonwell, C., & Eison, J. (1991). Active learning:
Creating excitement in the classroom. (ASHE-
ERIC Higher Education Report No. 1).
Washington, DC: The George Washington
University. Retrieved from http://files.eric.
ed.gov/fulltext/ED336049.pdf

Brame, C. J., & Biel, R. (2015). Test-enhanced
learning: the potential for testing to promote
greater learning in undergraduate science
courses. CBE-Life Sciences Education, 14 (2),
1-12.

Bransford, J., Brown, A., & Cocking, R. (2000). How
people learn: Brain, mind, experience, and
school. Washington, DC: National Academic
Press.

Burns, A. (2005). Action research: An evolving
paradigm? Language Teaching, 38 (2), 57-74.

Burns, A. (2009). Doing action research in English
language teaching: A guide for practitioners.
New York: Routledge.

Cashin, W. E. (1985). Improving lectures. Manhattan:
Kansas State University.

Crookes, G., & Lehner, A. (1998). Aspects of process
in an ESL critical pedagogy teacher education
course. TESOL Quarterly, 32 (2), 319-328.

Dahlstrom, E., Brooks, D.C., Grajek, S., & Reeves, J.

(2015). ECAR study of undergraduate students

and information technology. Retrieved from
https://library.educause.edu/resources/2015/8//
media/24ddclaa35a5490389baf28b6ddb3693.ashx

Dufresne, R. J., Gerace, W. J., Leonard, W. J.,
Mestre, J. P., & Wenk, L. (1996). Classtalk:
A classroom communication system for active
learning. Journal of Computing in Higher
Education, 7 (2), 3-47.

Faust, J. L., & Paulson, D. R. (1998). Active learning
in the college classroom. Journal on excellence
in college teaching, 9 (2), 3-24.

Felder, R. M. (1997). Beating the numbers game:
effective teaching in large classes. In American
society for engineering education annual
conference, Milwaukee, WI. Retrieved from
http://wwwd.ncsu.edu/unity/lockers/users/
f/felder/public/Papers/Largeclasses.htm

Fewell, N., & MacLean., G. (2016) . Integrating online
collaborative writing and communication in
EFL: interaction, feedback and group-based
learning. In M. Pinto, & D. Shaffer (Eds.).
Proceedings of the KOTESOL International
Conference 2016, Seoul, Korea: KOTESOL.

Fink, L. D. (2003). Creating significant learning
experiences: An integrated approach to
designing college courses. San Francisco, CA:
Jossey-Bass.

Frederick, P.J. (1999). The lively lecture: eight
variations, In Pescosolido, B.A. and Aminzade,
R. (Eds.) Field guide for teaching in a new
century, Thousand Oaks, CA: Pine Forge
Press, 62-71.

Freeman, S., Eddy, S. L., McDonough, M., Smith, M.
K., Okoroafor, N., Jordt, H., & Wenderoth, M.
P. (2014). Active learning increases student
performance in science, engineering, and
mathematics. Proceedings of the National
Academy of Sciences, 111 (23), 8410-8415.

Green, C. S., & Dorn, D. (1999). The changing
classroom: The meaning of shifts in higher
education for teaching and learning. In B.A.
Pescosolido & R. Aminzade (Eds.), The social
worlds of higher education: Handbook for
teaching in a new century, Thousand Oaks,
CA: Pine Forge Press, 59-83.

Houston, J. E. (Ed.). (1995). Thesaurus of ERIC
Descriptors (13" ed.). Phoenix, AZ: Oryx
Press.

Huba, M. E., & Freed, J. E. (2000). Learner centered
assessment on college campuses: Shifting the
focus from teaching to learning. Community
College Journal of Research and Practice, 24

(9), 759-766.

Hung, Y. W., & Hsu, Y. S. (2007). Examining
teachers’ CBT use in the classroom: A study
in secondary schools in Taiwan. Journal of



Educational Technology & Society, 10 (3), 233-
246.

Johnson, D.W., Johnson, R., & Smith, K. (1991).
Active learning: Cooperation in the college
classroom. Edina, MN: Interaction Book
Company.

Kirschner, P. A., Sweller, J., & Clark, R. E. (2006).
Why minimal guidance during instruction
does not work: An analysis of the failure
of constructivist, discovery, problem-based,
experiential, and inquiry-based teaching.
Educational Psychologist, 41 (2), 75-86.

Mabry, C. H. (1995). Using cooperative learning
principles in BI. Research Strategies, 13 (3),
182-185.

MacLean, G.R, & Fewell, N. (in press). Improving
feedback and interaction for university
EFL oral communication activities using
cloud applications. Proceedings of the APLX
2017 International Conference on Applied
Linguistics, Taipei, Taiwan: APLX.

MEXT (2016) Overview of the Ministry of Education,
Culture, Sports, Science and Technology in Japan.
Retrieved from http://www.mext.go.jp/en/about/
pablication/ _icsFiles/afieldfile/2017/02/15/
1374478 001.pdf

Meyers, C, and T. B. Jones. (1993). Promoting active
learning. Strategies for the college classroom.
San Francisco: Jossey-Bass.

Modell, H. I., & Michael, J. A. (1993). Promoting
active learning in the life science classroom:
defining the issues. Annals of the New York
Academy of Sciences, 701 (1), 1-T.

Mueller, J., Wood, E., Willoughby, T., Ross, C., &
Specht, J. (2008). Identifying discriminating
variables between teachers who fully
integrate computers and teachers with limited
integration. Computers & Education, 51 (4),
1523-1537.

Nandi, P. L., Chan, J. N., Chan, C. P., Chan, P., &
Chan, L. P. (2000). Undergraduate medical
education: comparison of problem-based
learning and conventional teaching. Hong
Kong Medical Journal, 6 (3), 301-306.

O’ Driscoll, J. (2009). Britain for learners of English.
Oxford: Oxford University Press.

Prince, M. (2004). Does active learning work? A
review of the research. Journal of Engineering
Education, 93 (3), 223-231.

Renner, P. (1993). The art of teaching adults.
Vancouver, BC: Training Associates Ltd.

Ruhl, K. L., Hughes, C. A., & Schloss, P. J. (1987).
Using the pause procedure to enhance
lecture recall. Teacher Education and Special
Education, 10 (1), 14-18.

Silberman, M. (1996). Active learning: 101 strategies

to teach any subject. Boston: Allyn and Bacon.

Smith, K. A., Sheppard, S. D., Johnson, D. W,
& Johnson, R. T. (2005). Pedagogies of
engagement: Classroom-based practices.
Journal of Engineering Education, 94 (1), 87-
101.

Tobin, K. (1986). Effects of teacher wait time on
discourse characteristics in mathematics and
language arts classes. American Educational
Research Journal, 23 (2), 191-200.



