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Introduction

We are pleased to announce the 2025 NUFS Teacher Development Symposium
Proceedings. This edition features two insightful and timely articles derived from presentations
at the fifth Teacher Development Symposium, hosted by the Centre for Language Education
and Development (CLED) at Nagoya University of Foreign Studies (NUFS) on January 18th,
2025. The symposium provided a valuable platform for educators and researchers from all
over the world to exchange knowledge, share experiences, and discuss activities relevant to
teaching English as a foreign language, as well as to engage in discussions on theoretical and
practical issues in language education.

The first article, by Brianna Cosenza, explores the implementation of debate in
university level EFL classes and provides examples of student feedback on the debate
activities that took place over the course of the year. Finally, the last article by Camilo
Villanueva discusses student beliefs on the effects of studying short stories and how it can
affect their English skills in speaking, reading, writing, as well as listening.

The Teacher Development Symposium Committee extends sincere gratitude to the
contributors who submitted their manuscripts and navigated the double peer review process, as
well as to the reviewers who provided constructive and insightful feedback. Additionally, the
call for papers for the sixth NUFS Teacher Development Symposium, scheduled for January
24th, 2026, has been announced on our website. We welcome proposals for Short Research

Presentations and Practice-oriented Presentations or Workshops.
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Debate in a Critical Thinking EFL Classroom
Brianna COSENZA
Nagoya University of Foreign Studies

Abstract
Debate is important for students to improve their language skills, such as listening,
developing content-based language, and fluency, as well as fostering critical thinking
skills by considering information from multiple points of view. This paper covers
the implementation of debate in a second-year university English class, beginning
with small, discussion-style class activities in the first semester leading up to a full
debate in the second semester. Lesson implementation as well as student feedback is

included to determine the value of debates from a student perspective.

Keywords: Critical thinking, Debate, EFL, English Education in Japan

Introduction

Debate has been used in classes to strengthen a variety of skills such as listening,
note-taking, teamwork, and research. However, it is also useful in sharpening critical
thinking skills such as analytical thinking, reasoned judgment, reflective thinking, and
decision-making. There are a variety of topics students can debate over, ranging from
serious to not-so-serious issues. When introducing debate to students, especially English
language learners, it is essential to start with easy topics for students to grasp the basic
skills and process of a debate.

Critical thinking falls under both lower and higher-order thinking skills as shown

in Bloom’s Taxonomy. While lower-order thinking focuses on the basics of learning
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such as remembering, understanding, and applying, higher-order thinking skills go
above memorizing information by requiring a more complex level of thinking. For this
writing, we will focus on two components of higher-order thinking skills: analyzing and
evaluating.

Analyzing refers to the breakdown of information where an individual can
recognize connections between each part of information and examine and question
information. This happens naturally in a debate by being presented with an issue on a
given topic and thinking about the information piece by piece. After analyzing,
evaluating comes into play by going off the information and making judgments based
on one’s criteria. Evaluation happens in debate when an individual must defend and
argue their point of view and position on a topic. Supporting reasons and evidence is a
must.

Literature Review
Critical Thinking and the Japanese Education System

Recently, changes in the Japanese education system have been moving from the
traditionally taught system of language teaching focusing on grammar, to a more active
style education system. In 2014, The Ministry of Education, Culture, Sports, Science,
and Technology (MEXT) implemented new standards of English education, stating that
classes are to be in English, with “a focus on presentations, debates, negotiations™
(MacWhinnie & Mitchell, 2017). The reason for these changes in the Japanese
education system is to strengthen critical thinking skills, not just in English classes, but
across all subjects. Prior research of ESL in Japan has shown that “collaborative
learning in pairs or groups, particularly during debate-type activities, intensifies critical

thinking” (Akatsuka 2024).
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Some scholars have argued that in the Age of Information and globalization, the
traditional Japanese education system is no longer viable. As information can now
spread rapidly and change constantly thanks to the advance of technology, education
must include the “development of critical thinking” (Dixon, 2017). Dixon notes that
critical thinking has been developed in the ‘West’, stemming from Greek, Judea-
Christian, and Enlightenment period influences, and these cultural and historical factors
are different from the ones of Japan. Due to this, we must consider how it is
implemented into the Japanese education curriculum.

Debate

There are many values to the use of debate in the classroom, including but not
limited to active and cooperative learning, facilitating discussion, and improving oral
communication skills. However, there are some limitations present, which Thomas
Budesheim and Arlene Lundquist explain in their publication. One of the limitations are
students bringing their biases into the debate, selecting and processing information that
only reinforce their beliefs (Budesheim & Lundquist, 2000). In addition, a practice
called “biased assimilation,” described as readily accepting information that supports
existing beliefs while being “skeptical and critical” of any information that contradicts
their own beliefs, can happen. With biased assimilation, additional problems can form,
such as if they argue a position that is aligned with their beliefs, they can grow even
more confident that their beliefs are the “correct” beliefs. Consequently, if students
argue a position that does not align with their beliefs, they can become less confident in
themselves, or switch their attitude to fit the opposing side.

Data has shown that the word “debate” has been gaining popularity in Japan

since the 1990s, as it has risen more throughout the 2000s. It has had a steady rise in
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appearance in mediums such as newspapers, rising to 349 mentions in 2003. This is due
to debate being recognized as “an important skill for Japanese to communicate
effectively in the globalized world” (Inoue & Nakano 2004). In fact, in 2009, MEXT
revised their guidelines for English education to follow an approach called
communicative language teaching (CLT). In the guidelines, they referenced improving
and increasing students’ debate skills (Maxfield, 2024, as cited in MacWhinnie &
Mitchell, 2017; O’Halloran, 2019).

Through their study, Inoue and Nakano writes that their participants reported
analytical and critical skills as a benefit of debate, as well as finding it beneficial for
their social life, knowledge and education, and English skills. 99.1% of the participants
reported that debating has improved their English, speaking, and communication skills
(Inoue & Nakano 2004). Students also responded that the debate was helpful for them to
know about current events in the world, and how they are able to find friends through
debating as well.

Critical Thinking Through Debate

Debate has been described as a “discussion activity that contributes to
improvement of aspects of critical thinking attitudes (Aoyagi et al., 2010). As such the
authors argue that, assigning students to a team that is opposite of their own position,
considering both sides and planning on counter arguments from the opposing team,
reflecting on their own thinking and views, as well as thinking logically, are all
characteristics of critical thinking. This is shown in the results of a 2007 study where
student participants were shown to have strong critical thinking attitudes (Tsuruda &
Yukura, 2007, as cited in Aoyagi et al., 2010).

Various critical thinking benefits come from the classroom debate. Boumediene
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et al. (2021) lists some of these benefits as argumentation, understanding contemporary
issues, fostering better judgement, and problem-solving skills. Students not only are
provided a way to practice argumentative skills, but a chance to understand more about
current worldwide issues and analyze and evaluate these issues. This in turn will
strengthen their judgement on issues, seeing the issue from all sides, rather than just
black and white. “Often at the beginning of the academic year, some debaters may
believe that only one side of a proposal is ‘correct’ on the basis of a quickly formed
opinion. But, after a few debates, they typically request an assignment on the other side
of the proposition. By the end of the year (or semester), after having argued on all sides
of the argument, they understand the importance of withholding judgement until a
sufficient amount of proof has been gathered and analysed (Boumediene et al., 2021)
Method

The Advanced Core English courses at NUFS are for students in the pluri-
lingual program (PLP). In this program, students study English plus one other language.
The two classes that participated in these lessons were both in the Japanese department,
and many of the participants were studying to become Japanese teachers. Between
levels B1 and B2, students were in their second year of study, and all came from the
Core English program in their freshman year. It is important to note that due to the
students being in the same class the prior year, they were familiar with each other and
did not have the hurdle of having group conversations and debates with unfamiliar peers.
Materials

The materials used in the course were a mix of original textbooks and
supplemental materials. The textbook, a work in progress titled Facing Changes:

Learning English Through Critical Thinking was written by current and former NUFS
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lecturers. Students used this textbook throughout the course. While this textbook has
eight units in total, just two units were focused on for this presentation: ‘Critical
thinking’ and ‘Immigration’.

While a unit spans over seven classes and covers reading, listening, and writing
as well as an introduction class to the unit topic, a project in the form of a presentation
or discussion concludes each unit. In the critical thinking unit, this was a group
discussion that was called an ‘informal debate,” while the unit on immigration
concluded with a full class debate.

Semester One

The first unit of the course, critical thinking, started with a variety of pair and
group discussions about various topics. The point of this unit was to ease students into
critical thinking skills. One of the early class assignments was moral dilemmas. These
were a series of situations presented to students who had to discuss what they would do
in the situations. One example is the following: “You forgot your wallet and don’t have
money to buy lunch. You are very hungry. You see someone on the same train as you
drop 1000 yen.” Students would then think about the options they have — take the
money or return it to the owner. Students had to weigh what consequences might arise
due to their decision and explain their reasoning to their partner. During this unit,
students also worked on simple debate skills, such as agreeing and disagreeing by also
explaining their reasoning.

When moving onto the agreeing and disagreeing stage, students had expressions
in their textbooks that they could use. A supplement video from BBC Learn English was
also shown, where students listened to a conversation between two people and recorded

the phrases they heard. Taking this language, students moved on to partner discussion
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using statement cards. These cards had simple statements on them, for example “People
rely too much on technology,” “Learning English is difficult,” and “I love going out to
parties.” Simple statements like this allow students to practice agreeing and disagreeing
phrases as well as explaining their reasoning without having to prepare too much ahead
of time.

As the unit progressed, the class moved on to more complex discussion topics
using situations from the textbook. These situations also included some negotiation
skills. One exam from the textbook is as follows: “You are going for dinner with your
friend. You really want to go to an Italian restaurant, but your friend really wants to go
to a French one.” The situations listed got progressively harder, ending with a
negotiation for a salary increase where one student was the employee, and the other
student was the boss. Situations like these had students problem-solve and come to a
compromise.

Group Discussion

The reasoning for calling this a discussion rather than a debate in the class was
to not panic the students and put too much pressure on them during their first semester.
Since this was within the first two months of the year, it was important to have the
students get comfortable with group discussion.

The discussion, included in the textbook, was a situation about a fictional
university thinking of switching to online classes to combat low enrolment numbers.
The discussion had students taking on one of five roles: university president, first-year
student, international student, parent of a student, and lecturer. Students had to
determine the pros and cons of moving to fully online classes from the point of view of

their chosen role. In some cases, students could interview someone for their input (for
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example a student with the role of a first-year student interviewing an actual first-year
student at the university). The group would have to decide together if the university
should switch to fully online classes or not. This discussion happened in multiple small
groups of five students.

One student would present their research and view from their assigned roles
while the four other students in the group listened and took notes on a Pros and Cons
Graphic Organizer (see Appendix A). This chart had spaces for notes divided into pros
and cons, as well as a blank picture of a thermometer. After students listened to each
role, they would fill in the barometer according to how much they agreed with that
speaker. This would help students decide if they should choose online classes at the end
of the discussion. The barometer chart helped students analyze and synthesize the
information presented to them, which in turn helped them to understand the point of
view from the different roles.

Grading

Students were graded on their research and discussion for the assignment. One
class period was allotted for a research day. Students were given a simple research sheet
divided into three sections: facts, opinions, and questions to ask (see Appendix B). The
research paper was kept simple to not overload the students. Grading followed a rubric
divided into four categories: presentation of information, expression of opinion,
engagement with group members, and preparation (see Appendix C). Students were not
graded on the barometer chart as it was only used to help students take notes and aid in
the decision of the discussion.

Overall, students learned the basics of debate in this class project by thinking

and talking about information from different points of view to come to a decision. This

12
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also prepared students for the type of group discussion that would be done throughout
the rest of the year.
Semester Two

Taking place about halfway through the second semester, the class was in the
middle of a unit on immigration. Students spent prior classes talking about immigration
and the various terms, for example, ‘migrant’, ‘refugee’, and ‘asylum seeker’. Students
also did different reading and listening exercises in class. The unit concluded with a full
class debate as their unit project. Preparation for the debate spanned over three classes.
Preparation Class One

The first preparation class went over basic debate terms, as well as opening
statements and refutations. Additionally, debate language was provided in the textbook
for sequencing and expanding arguments, agreements, disagreements, referring to
research, and opinions/requests. Students debated simple topics in this first class, as the
focus was on opening statements and refutations over research skills. Topics included:
“McDonald's is better than Mos Burger” “Living forever would be wonderful” and
“Aliens may be living among us.” Students also had the opportunity to debate their own
ideas.

First, students watched a video from Speaking Schools Australasia on rebuttals
(Speakingschool, 2021). This video provided a clear and easy-to-follow demonstration
of how to rebut. The class discussed the parts of the rebuttal together. Following the
pattern from the video of “You said 1-2-3, this is wrong because a-b-c,” the students
practiced rebutting with some of the topics mentioned above. Students choose their
position based on rock-paper-scissors and one student prepared their opening statement

(see Appendix D). Then, each student got one minute to give their statements. While
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one partner was giving their statement, the other partner was taking notes so they could
form a rebuttal. Similar to opening statements, students had one minute to plan the
rebuttal and then another minute to present it.
Preparation Classes Two and Three

Preparation class two had students practicing a full debate with partners. First,
students watched a sample debate video on YouTube titled “Cats vs. Dogs Sample
Debate” (NanaCorea, 2014). This was a sample debate on a simple topic, “Cats make
better pets than dogs.” This sample video broke down each part of the debate into easy-
to-understand chunks. During the example, the video was paused after each section of
the debate allowing students to talk about what they heard. This video provided an easy-
to-follow example for the students who were participating in a debate for the first time.

For the partner debate in this class, the proposition was “English should be
taught in kindergarten.” Students used a planning worksheet to assist them (see
Appendix E). In similar manner to the previous class, they used rock-paper-scissors to
determine who got the affirmative and negative sides. Twenty minutes were allotted for
research time where students needed three reasons to support their position, and three
facts or statistics to support the reasons. Also like the previous class period, there was a
space for notes of the partner’s statement to use for refutation. Students got preparation
time for refutation as well before they presented what the opposing side said, and why it
was wrong based on their research.

Preparation class three was reserved for a research day. Students worked in their
teams. Each team had students in a certain role. The roles were: opening statement,
rebuttal, and closing statement. All students had to participate in the question-and-

answer portion of the debate. In some cases, there were two students in each role who
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worked together.
Class Debate

As the unit was on immigration, the proposition for the class debate was: “Your
country should accept more immigrants.” Since the class sizes were larger than usual,
there were four teams with two debates happening at once. Teams were between five
and six students. In the classroom, one group was at each end of the classroom with the
teacher in the middle monitoring. Desks were arranged in rows facing each other.

It is worth noting that debate can be confusing and can quickly become chaotic.
To combat this, slides were made ahead of time showing each part of the debate and the
time allotted. The order was as follows: opening statements, rebuttal prep and delivery,
defense prep and delivery, Q&A prep and delivery, and closing statement prep and
delivery. Time allotments were roughly seven minutes for statements and rebuttal
delivery with five minutes for prep time, and Q&A time allotment was between seven to

ten minutes. Following this schedule made the debate run smoothly without any

problems.

Table 1

Debate procedure timetable

Team Prep 20 minutes

Opening Statements 7 minutes for each side
Refutation Prep 5 minutes

Refutation Time 7 minutes for each side
Defense Prep 5 minutes

Defense 7 minutes for each side
Q&A Prep 5 minutes

Q&A 7-10 minutes for each side
Closing Speech Prep 5 minutes

Closing Speeches 7 minutes for each side

15
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Grading
As was the case with the discussion in unit one, students received a research grade and a
debate grade (see Appendix F). The research grade was a shared grade between group
members, but the debate grade was individualized. Just like the discussion in unit one,
students had a research sheet that they had to turn in as part of the research grade (see
Appendix G). The research sheet was organized into opening and closing statements,
facts to support, possible rebuttals with facts to support, and questions. The students
chose their debate roles and worked on their respective parts, with all group members
handing in their research sheets together for a collective grade. The grading was based
on strong arguments and statements, evidence to support the statements, preparation for
possible opposing team arguments, refutation preparation, and possible questions to ask.
The debate score was based on statements and reasons clearly stated, eye contact,
appropriate volume, refutation to demonstrate listening skills, and teamwork.
Student Feedback

The day after the debate, a questionnaire was given to students to answer about
the debate and how they felt about the first-semester discussion preparing them for a full
debate. Thirty-nine students completed the questionnaire in class as volunteers. Students
were given statements in English and a Japanese translation. They were asked to select a
degree of agreement: strongly agree, agree, neutral, disagree, and strongly disagree.
There were nine statements for students to respond to. Additionally, there was a request
for comments from students. This feedback was used to find if the students found debate
beneficial, and if there are areas of improvement for the teacher.
Discussion

Appendix H shows the percentage of students’ agreement towards nine
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statements about the debate experience. The first two statements focused on the
relationship between the semester one discussion and the debate, with a majority of
participants agreeing that semester one was helpful in confidence and preparing the
students for the semester two debate. When given the statement “I felt more prepared
for the full debate after practicing the smaller debate topics,” 30.8% strongly agreed,
53.8% agreed while 12.8% were neutral and 2.6% disagreed. This shows that practicing

the basic skills followed by breaking down and practicing the parts of the debate in

small pieces is beneficial for students. Boumediene et al. (2021), states that this signifies

mental and emotional maturity, as students have a stronger understanding of how others
think. In these survey results, most students also found that the debate was beneficial in
helping students to think critically and from different perspectives with 23.1%% of
students strongly agreeing and 53.8% agreeing that their critical thinking skills
improved, while 20.5% were neutral and 2.6% disagreed. 50% of students strongly
agreed and 44.7% agreed that they learned to think from different perspectives, with
0.3% being neutral and none disagreeing.

When practicing rebuttal, 56.4% of students strongly agreed and 41% agreed
that it helped them understand different viewpoints better while 2.6% felt neutral about
it and 0% disagreeing. 50% of students answered that they strongly agreed and 44.7%
agreeing that they learned to think from a different perspective from the debate, with
5.3% being neutral towards it. These percentages were also the same when students
were asked about hearing their classmates’ arguments and seeing the importance of
listening and responding to others’ arguments. As for the whole debate format, 25.6%
strongly agreed, 66.7% agreed, 5.1% were neutral, and 2.6% disagreed that it helped

them think more critically about the issue.These results seem to be in line with both
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Inoue & Nakano (2004), as well as Boumediene et al. (2021) studies and findings that
students reported an increase in understanding of world issues, as well as of
contemporary issues.
Student Comments

Students were asked to write some comments in English or Japanese on how
they felt about the debate. The following are comments from students written in
English:
Table 2

Student comments written in English

“It was very difficult to express my opinions in English. When having discussions, I had to
be conscious of conveying my opinions in simple English because using difficult words and
grammar might not be conveyed well to others. It was especially difficult to think about
that.

1t was also difficult because we had to predict what kind of opinions the other party
would express and do some research regarding our own opinions. However, I think it was

1]

good because I learned that these things are very important in debates.’

“It was difficult to counter an objection. I felt that my English skills were insufficient and 1

was unable to express my thoughts well.”

“I felt that I gained deep thinking skills by listening carefully to different viewpoints and
thinking while comparing them. I also felt that I needed the ability to research and present

how to clearly communicate what the problem actually is.”

“I found it interesting to know the thoughts of different perspectives. I could enjoy about

18
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that.”

The following comments are translated into English from Japanese:
Table 3

Student comments written in Japanese with English translation

MEFDAENDDNEFELTLES EWS ZENEBE TV, 2ENZEL(EFTHS

EEFETALSCULTOWSTcARRVWDTEEZVWAERL Tz, |

“It happened that only certain people spoke. I felt that it would be better to make sure that

everyone has equal opportunities to speak.”

TEEAICENSS L. MFECEIEETIBRINE C TRRNNEB/TVE -

. FCEONDDLSTWEDNSTZDLIDT. TAXN—PIHIEEY IR

DHEFBADNBLOAMNRNRT WEB o1, |

“If there was a difference in English ability, the other party could not fully understand my
arguments and my rebuttals were not to the point, or conversely, I did not understand
myself, so I thought it would be easier to debate if the English ability of the class was the

same to some extent.”’

"Nt L. KETULI, TIH, BAGTERERMBULILCETIE YO

WNI2EB0DEBIMREI L EBVWET, |
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“It was difficult and hard work. However, I think my understanding of the topic was

deepened by exchanging opinions with everyone.”

"BAOEBERIEITEL. BOOINVN—TDER. HBFOIINVN—-TDER. K4 %

BERNB 1R BENLN -2, ZAROBMA/ANSHNEERALSE VI LR

ETHARYU B ELZERUTZ,

“I was able to broaden my perspective because I heard not only my own opinions, but also
the opinions of my group, the other group, and a variety of other opinions. 1 felt that it is

very important to see things from multiple perspectives.”

"BANEREWREBILTCTHATACLEFETHH LW ER LI, BiFwTIEL.

RUDHEFREH> THPAT S ENRBLERLI, |

“I felt that it is very difficult to explain my opinions logically. I felt that it is important to

’

explain with facts and evidence, rather than emotionalism.’

"TBREEZEFIBEELLC L3N, RBICEZ EENEZNhEZNTEHETES

SENFHRE2NEDT. BADEENMNEECESVWTLEWESE o1, |

“I was tempted to affirm the immigration issue, for example, but when I turned to refute it,

[ found it surprisingly easy to find references that made sense, and I could easily sway my
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decision.”

The feedback from students encourages the implementation of more debate in a
critical-thinking classroom. Students mostly had very positive experiences and it is
worth exploring more real-world debate topics such as immigration to have students
gain a deeper understanding and think critically about the issues in the society around
them. It is interesting that some student comments mention the importance of thinking
with facts rather than emotion, and being tempted to argue from their biased point of
view, which Budesheim & Lundquist, (2000) refer to as biased assimilation. However,
rather than focusing on that being a limitation as described in Consider the Opposite:
Opening Minds Through In-Class Debates on Course-Related Controversies, the
students were able to reflect on their own biases through the debate process, signaling a
personal growth for these students. You can also see this reflected in the survey results,
as 95% of responses agreed they learned to think from a different perspective due to the

debate.

Conclusion

From the teacher’s perspective, students were observed to ask each other for
clarification on statements rather than relying on the teacher to prompt them. Students
who were regularly shy in class were observed to participate in the debate. However,
this could be due to grading criteria, as students who did not speak would receive a zero
for the debate grade. The teacher also observed that most of the discussion happened in
the defense portion of the debate as students had to go back and forth to support their

position. However, it is worth noting that discussion might only happen in the defense
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portion, as was the result for one class. More opportunities for debate are needed to
determine if discussion mainly happens in one section of debate or not. Additionally, the
teacher is not satisfied with the implementation of a group research grade as there is
always a possibility that one partner or role does more research than the other, leading to
an unfair grade for everyone in the group. So far, no students have voiced concerns over
the shared research grade. Further questions are needed to ask the students how they feel
about a shared debate grade.

There are some difficulties with having a large class size and dividing the class
into two separate debates as one group might outperform the other, as observed in one
class where one group was sitting in silence waiting for the other group to finish. Ideally,
further observation of debate in a smaller class size is necessary, however that may be
difficult to achieve as the number of teachers hired in university decreases while the
class size increases. In addition, as this took place over just one school year, only 42
students in total participated in the debate, with 39 volunteer questionnaire respondents.
Due to the small sample size, further participants are needed.

Notes on the Contributor
Brianna Cosenza is an EFL lecturer at Nagoya University of Foreign Studies.
Her interests include critical thinking instruction, literacy, and material development.
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Appendix A

Pros and Cons Graphic Organizer; from Stobaugh (2019,
https://www.solutiontree.com/free-repros)

Figure 5.12: Pros and Cons Graphic Organizer

Question or Statement:
Extent
Perspective Pros Cons Questions
Barometer
|

Fifty Strategies to Boost Cognitive Engagement © 2019 Solution Tree Press « SolutionTree.com
Visit go.SolutionTree.com/instruction to download this page.
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Appendix B

Discussion Planning Sheet

Issue (Topic)

Facts (Research)

Opinion

Questions to ask
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Appendix C

Research Rubric

4 3 2 1

Viewpoint Brings new All points are Most points Unclear and
viewpoints to clear and are clear disorganized
others. organized

Facts/Examples Brings extra facts | Many facts and | Some facts No support,
and arguments examples, and examples | no
not thought of, connection to to support. Not | connection
new information. | topic all have a to topic
All have a strong connection.
connection

Opinion All opinions are | All opinions are | Some opinions | Opinions are
strongly backed [ strongly backed | are backed up | not backed
up by research up by research by research up by
done, includes done done research
different done.
opinions that
others may have

Preparation Extra prepared, Well prepared Needs more Not Prepared
ready for preparation
different

questions and
points
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Appendix D

Debate Statements
Plan your position for the mini-debate topic.

Proposition:

Opening Speech

Refutation Speech
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Appendix E

Debate practice
Proposition: English should be taught in kindergarten.

Your position:

Three reasons for your position:

Three facts/statistics to support your reasons:

Refutation:

Make some notes while your partner gives their statement:
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Opposing side stated:

This is wrong because:
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Appendix F
Debate Rubric
Name:
Research Score: /10
Strong Arguments and statements 2 1 0
Data/facts to support arguments 2 1 0
Preparation to possible opposing team's arguments 2 1 0
Refutation Preparation 2 1 0
Questions for Opposing team 2 1 0
Debate Score: /10
Statements/Reasons clearly stated 2 1 0
Eye contact with opposing team 2 1 0
Appropriate volume 2 1 0
Refutation to demonstrate strong listening skills 2 1 0
Teamwork 2 1 0

TOTAL: 120
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Appendix G

Debate Planning Sheet

Circle which position you are on:  AFFIRMATIVE / NEGATIVE

Opening Statement:

Reasons: Support:
Opposing team's possible refutations to Support to overcome:
your team:

Refutation

Opposing team's points:

Facts to refute:

Questions for opposing team:

Closing Statement:
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Appendix H

Results of questionnaire to students about discussion and debate

1. Participating in small group discussions (Semester 1) helped me feel more

confident in expressing my opinions.

1L.INTI=TTDT 4 ZAhy¥ay (EXRF—1) &MU &..ident in expressing my opinions.

39 responses

@ L THYTIEES / Strongly Agree

® XU TIEES / Agree

© £55THAL/ Neutral

® 4 TIFES5454L/ Disagree

@ 2< Y TIRE B4 5%\ / Strongly
Disagree

P
Y

2. BN I —TTOT 1 AAhy¥avid,. B2BT 1 RN—NDOEHICEIL> o / The small

group discussions in the first semester were helpful for preparing me for the full debate.
39 responses

@ L THYTIEES / Strongly Agree
@ LTIEES [ Agree

O £55THRW [ Neutral

@ X TIFESKS54L/ Disagree

@ £< UTEEDZL5%\/ Strongly
Disagree
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B.TAR—NCEMUIHER, VT 1HL - oF U TDAFIHDELLIEERLTWS, /]

feel that my critical thinking skills improved as a result of participating in the debates.
39 responses

@ £ THYTIZE S [ Strongly Agree

@ LTIEES Agree

O £55THRW/ Neutral

@ ¥ TIEES54 5%\ / Disagree

@ < HUTREZLRS2L/ Strongly
Disagree

4 RFOHEIL, BLBZBERELID L BRI HDICIRII > oo / The practice of rebuttal helped
me understand different viewpoints better.

39 responses
@ £ THYTIZE S [ Strongly Agree
56.4% @ HTIEES /Agree
O £55THRW/ Neutral
@ ¥ TIEES54 5%\ / Disagree
@ < HUTREZLRS2L/ Strongly
Disagree

5.7 4R—FDDITTHEBLIECET, KBOT A R—NOERBNTELER U, /| felt more

prepared for the full debate after practicing the smaller debate topics
39 responses

@ £ THYTIZE S [ Strongly Agree
@ LTIEES Agree

© £55THIEL/ Neutral

@ 4 TIFES5HR5%L/ Disagree

@ &< Y TIFESL 5L/ Strongly

Disagree
30.8%
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6. TAR—hEFBL T, BLBEANSEZ DT EEZ AL, /|learned to think from a different

perspective through our debates.

38 responses

@ £ THYTIZE S [ Strongly Agree
@ LTIEES Agree

O £55THRW/ Neutral

@ ¥ TIEES54 5%\ / Disagree

@ < HUTREZLRS2L/ Strongly
Disagree

7. The debate format (researching, presenting arguments, and rebutting) helped me

think more critically about the issues.

7. 74 R—hOER (VY—F, FROKK, Kiw) (&, FIEIC D). ore critically about the issues.

39 responses

® S THYTIEE S/ Strongly Agree
@ 4 TIEE 3/ Agree

© £55THARL)/ Neutral
) ® YU TIEE S5 54) / Disagree

. el @ &< Y TIFE312540)/ Strongly

Disagree

B.TANR—RTIZAA—IDEREBMC LT, MBELDFRKERITZIENTE . /

Hearing my classmates' arguments during the debates helped me better understand the issue.
39 responses

@ S THYTIEES / Strongly Agree

@ L TIEES / Agree

© E55TH%4L / Neutral

® Y TRESHS5AL/ Disagree

@ 2< Y TIFEZR57L/ Strongly
Disagree
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9. The debates helped me see the importance of listening to and responding to others'
arguments.

9. T4 R—RMDBEMNFT. HADBRICEZMET. FNICEZ S Z...responding to others' arguments.

38 responses

® & THYTIEE S / Strongly Agree

@ L TIEE S/ Agree

© £55THRR/ Neutral

@ YU TRESMRS54L)/ Disagree

@ <Y TIEE3L540/ Strongly
Disagree
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Student Views on Short Stories in a Japanese University EFL
Creative Writing Class

Camilo VILLANUEVA,

Nagoya City University

Abstract
Literature use in the second language classroom is a neglected area of research and
teaching in Japan (Kuze, 2013; Takahashi, 2015) and elsewhere (Fogal, 2011 Hall,
2015a; Thorpe, 2022; Tsang & Paran, 2020), even though there is evidence that
Japanese learners are benefitting from its use (Armstrong, 2015; McNabb, 2013); such
benefits can be divided into language, culture, and personal growth according to the
seminal text by Carter and Long (1991). In this study, Japanese EFL university student
perceptions of using short stories in a creative writing class were investigated. Twenty-
five participants were surveyed on their perceptions, and all were in the third-grade of
university and English majors. The results showed that students believed that by
studying short stories they could increase their skills in speaking, reading, writing, and
listening. In addition, students grew to like literature over the course of the semester, as
determined by pre-test and post-test surveys. The findings indicate that literature should

be used more often in second language classrooms.

Keywords: Short Stories, Writing, EFL, English Education in Japan
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Introduction

For the last few decades literature has seen a renaissance in second language learning
(Takahashi, 2015). In the 19th century, literature was the only way that people learned
English in Japan. Natsume Soseki, the preeminent writer in Japanese, was sent abroad to
learn English and devoured literary texts in order to become an English teacher in
Tokyo. This was how language learning was done and English teachers made. However,
literature fell out of favor in the mid 20th century only to become popular again in the
1980s, and especially in the 1990s, when several researchers “noted that literary texts
can be used positively in L2 classrooms” (Takahashi, 2015). Part of the reason for this
more recent resurgence has been on the emphasis of authentic materials in the
communicative language teaching approach. Even so, the use of literature in second
language classrooms in current times in Japan has been neglected. This is due to the
association of literature study with the use of the grammar translation model of teaching,
an outdated way of teaching that is not looked upon kindly. There are reading classes for
Japanese university students, but they often focus on academic material rather than
authentic literary texts. However, the use of reading materials in writing classes is
minimal. The curriculum is segmented and not whole. Furthermore, many Japanese
teachers of English literature in higher education continue to use the grammar
translation model to teach their students.

Short stories are useful in second language learning contexts because students
can learn from authentic texts. Authentic texts are texts which are used in real life and
not created for instructional purposes. In addition, students learn about the cultures
presented. By analyzing the stories with a close reading, students can learn about the

intricacies and fine details of language. Finally, students can develop empathy from
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reading short stories; they look at characters more deeply and critically and empathize
with their struggles, thereby making language learning more enriching. Therefore, short
stories are very useful in the Japanese university classroom for second language
students. However, short stories are rarely used. Instead, simplified versions of novels,
sometimes heavily adapted, are often used in reading classes. There is much attention
paid to extensive reading these days in Japan. However, much of the essence of
literature is lost in reading such pared down versions of texts.

Another problem in the Japanese classroom is that it is also teacher-centered.
Most students sit passively waiting for the teacher to impart knowledge, much like
Freire’s banking system of knowledge transfer that has been described (Freire, 2018).
One way to make the classroom more student-centered is to have students take a more
active role in the classroom activities. Engaging students by asking them about their
own perceptions of the materials used can refocus the classroom on the students.

Literature Review

Literature in Foreign Language Classrooms

Literature is a highly undefinable word; as has been quoted by Roland Barthes,
“literature is what gets taught” (Carter, 2007). Literature, here defined as novels, short
stories, drama, poetry, and creative nonfiction, has historically been used in Japan to
improve English skills. The reason for it is that there are many benefits to using
literature to learn a language. Nasu (2015) states, “reading, both intensively and
extensively, is an efficient and effective means of acquiring a high degree of English
proficiency for both practical and academic purposes” (p. 231). Literature in the
language learning classroom became popular around the world in the 1980s (Gilroy &

Parkinson, 1996). Reading literature helps students achieve both in class and outside of
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class. Carter and Long (1991) cite three specific models that are embraced by teachers
as reasons for teaching literature: the cultural model, the language model, and the
personal growth model. The authors state that

Literature expresses the most significant ideas and sentiments of human beings

and teaching literature represents a means by which students can be put in touch

with a range of expression — often of universal value and validity — over an

historical period or periods. (2)
Concerning the language model, they argue that literary texts, being ‘made from
language’, provide teachers with a tool to highlight the nuances of language. Teaching
literature allows students to find a way into a text on their own accord, and the more
they interact with literary texts the more language they acquire and skills gained in
navigating them. The personal growth model involves students engaging with the text,
developing a rich understanding of the meaning of the text and a satisfaction from it.

Lazar (1993) examined reasons for using literature in the second language
classroom. She states that materials are motivational, as students are exposed to
“complex themes and fresh, unexpected uses of language” (p. 15). In addition, literature
provides access to a body of cultural knowledge and encourages students to acquire
language skills. She goes on to say that literature expands students’ awareness of
language and helps them with interpretation. She concludes that literature educates “the
whole person” (p. 19).

Hall (2015a) emphasizes “point-driven” reading (p. 190). Readers must be able
to understand the meaning, or the “point” of the story. Often, advanced readers will be
able to find the point but disengaged readers are unable to see the meaning of a story.

There is a clear distinction being made between the “point-driven reader” (p. 192) and
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others. Such knowledge into reading short stories requires further investigations.

Literature study is also often useful for students’ critical thinking and analytical
skills. For such reasons, Hall (2015b) states that “the reading and writing of literature
should be linked in any curriculum or syllabus [of creative writing]” (p. 19).
Kaowiwattanakul’s (2021) study of Thai university students found that literature
improved critical thinking skills and other language skills, such as reading.

There is little question that literature instruction belongs in the second language
classroom, though there are some criticisms against it; some argue there are not enough
empirical studies to demand its inclusion in second language curriculums (Edmondson,
1995). As Kuze (2015) notes while citing Belcher and Hirvela (2000) and Hirvela
(2005), “the main issue nowadays is s#ow literary texts can actually be used
appropriately and effectively in composition classrooms, rather than whether literature
can be used or not” (p. 184). Although there are criticisms of literature's inclusion in the
second language curriculum, there are far more voices calling for it based on the
growing evidence of its benefits.

Students’ perceptions of literature in FL classrooms

Understanding what students think about what happens in the second language
classroom can be illuminating and help decenter the teacher-centered classroom.
Additionally, learners’ views of using literature in the classroom have historically been
ignored but should be taken into account (Fogal, 2011; Hall, 2015a; Tsang & Paran,
2020). Bacha (2010) measured student perceptions of literature in Lebanese university
classrooms and found positive correlations between literature study and overall learning.
Baytar and Timugin (2021) found positive attitudes in Turkish students toward

improving their language and creativity. Alkhodimi and Al-Ahdal (2019) studied
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student perceptions of literature in the EFL classroom and found that most of the
students thought literature was “fun” (p. 261). Ushironaka (2023) found that students'
perceptions of literature were more positive after its implementation. Soy et al. (2023)
looked at a Cambodian university and student perceptions of literature and found that
they were favorable toward it. Hasan and Hasan (2019) also looked at student
perceptions, but in a Kurdistan university, and found equally favorable attitudes toward
it. lida (2024) looked at Japanese university students’ perceptions of haiku and found
positive correlations. Covarino (2018) studied Italian learners of FL in England and
found that motivation increased, but it was complex and based on a number of factors,
for example students’ background knowledge.

Literature is also motivating and can be instructive in helping students’
awareness of the language on the page (Arboleda & Garcés, 2019; Lazar, 1996). It can
help students understand other cultures (Rezaee & Farahian, 2011). Using literature in
the target language can also create empathy in students (Sellers, 2021). In the seminal
study of student perceptions by Martin and Laurie (1993), they found that students of
French thought literature in the language classroom irrelevant to their goals of oral
proficiency. This is in conflict with what has been found in this study. In addition,
studies have shown that students prefer to read short stories in second language
classrooms (Tevdovska, 2016). Liaw (2001) looked at Taiwanese students’ perceptions
of short stories and found positive perceptions of the short stories analyzed.
Literature in creative writing classrooms

Literature is often used in the creative writing class as models for students to
emulate. Short stories are used in the creative writing workshop for fiction writers.

Poetry is used for poetry workshops. And examples of creative nonfiction are used in
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nonfiction writing classes. Unfortunately, there is very little research into the efficacy of
such models just described. Villanueva (2024) examined the critical paper in the
creative writing classroom. Students read literature and wrote about craft elements in
various short stories. Such critical papers enhanced student learning. However, literature
use in creative writing classrooms is an area that requires further research.

Broekkamp et al. (2009) studied the connection between literature reading and
creative writing. They found that there is a positive correlation between what they
define as good reading and good creative writing. Maloney (2019) used travel writing in
his creative writing class to improve the depth and imagery of student writing.
Japanese student perceptions toward short stories

Kuze (2015) is one of two studies focused on Japanese students’ perceptions of
short stories. She looked at groups of 16 to 20 university students. She described
classroom procedures, evaluated student writing, and analyzed student perceptions
toward the short stories and the activities. She used the following two research questions
(Kuze, 2015, p. 185):

1. How do EFL students in composition classes respond to writing activities
based on short stories?
2. What are these students’ perceptions of literature-based writing?
Her participants were English writing students in their second year, and she studied the
students over four academic years. The level of her students was TOEFL 500-530 and
were part of an international program at her university. Thus, the contexts were quite
similar to this study.
Kuze (2015) used a Likert scale from 1 to 5 to gather information regarding their

attitudes toward the stories. She also used questionnaires to find out their general
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perceptions: “student impressions of literary materials in English classes; perceptions of
literature-based writing in composition classes; and perceptions of the effects of
literature-based writing on English ability” (p. 190). The findings of the first two were
overwhelmingly positive (89.3% and 86.6%, respectively) and the findings of the third
were ‘effective’ (84%) (p. 190-192). Kuze’s (2015) study shows how effective short
stories are in writing classes and how well they are perceived by students. This is an
area which requires further attention and research.

Kodama (2023) looked at 35 non-English majors at a university in Japan in order
to determine increases in critical thinking. His results showed that critical thinking
increased after students’ exposure to reading short stories. In addition, he looked at
student perceptions and found that students enjoyed reading the short stories.

Literary materials in Japan

Literary materials have been gradually excluded from English teaching
curriculums in Japan (Kuze, 2013; Takahashi, 2015), even though there is evidence that
Japanese learners are benefitting from its use (Armstrong, 2015; McNabb, 2013). One
of the issues is that literature is associated with the grammar-translation model (Kuze,
2015; Maley & Duff, 2007), an outdated form of teaching that is at odds with the
communicative method. Even today, university teachers teaching reading are likely to
employ the grammar-translation model as their main method of teaching. In addition,
literature is also seen as too difficult for second language learners. Texts which are too
difficult are not enjoyed as much by language learners (Collie & Slater, 1987). Some
argue that literature should be introduced earlier in the curriculum (Byrnes and Kord,
2002).

Walsh (2021) used an abridged version of Pride and Prejudice by Jane Austen
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to teach first-year high school students in Japan. He found that there was no
improvement in language or cultural acquisition through the use of such literary
material.

Research question

What are Japanese university EFL students’ perceptions of using short stories in
the creative writing classroom?

Method

This study was based on Hall’s (2015a) text which has a guide for research in
language education, entitled “attitudes toward literature” (286). In addition, a similar
study in Japan, by Kuze (2015), was used as a basis for this study.

In the author’s teaching contexts, for the most part, he is free to do anything
regarding the writing process, in this case, with creative writing. However, grade
inflation is an issue at his university, so the class coordinator suggested implementing
more strenuous academic-style writings, of which the assessment can be more
monitored and aligned to standards with rubrics. Therefore, critical essays about
literature were implemented. Such essays were a part of the author’s own MFA creative
writing program experience. The critical essay can be illuminating when it comes to the
creative process in many ways. This is the reasoning behind implementing the critical
essay into the class and the impetus for this study. One critical essay was implemented
into the syllabus, due at the end of the course.

The course also consisted of several short stories used as the basis for students to
understand critical aspects of creative writing, for example, plot, setting,

characterization, and theme. Table 1 lists the stories that were studied.
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Table 1

Week  Title and author

Comment

2 “The Umbrella Man” by Roald Dahl

3 “The Egg” by Andy Weir

4 “A Hen” by Clarice Lispector

5 “The Necklace” by Guy de
Maupassant

6 “Neighbors” by Raymond Carver

7 “Reunion” by John Cheever

8 “Story of an Hour” by Kate Chopin

9 “Give it Up!” by Franz Kafka

10 “Fat” by Raymond Carver

11 “The Blind Dog” by R.K. Narayan

Introduction to fiction; understanding
characterization through description

Introduction to characterization through
dialogue

Introduction to characterization through
action

Focus on setting; more examples of
characterization

Focus on dialogue; more examples of
characterization

Focus on action; more examples of
characterization

Focus on theme
Focus on setting and flash fiction

Focus on description, framed narratives,
dialogue

Focus on meaning and theme

The teaching approach used the language-based and reader-response approaches

as described in Van (2009). Reader response includes “attention to the role of the reader

and a process-oriented approach to reading literature,” while the language-based

approach “emphasizes awareness of the language of literature, and it is a basic stage for

EFL learners” (p. 7). Students engaged with these approaches through looking at

language and finding meaning.

Literature assignments

In an example of the first literature assignment, students were assigned a reading
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by Roald Dahl, “The Umbrella Man,” where two strangers meet on the street. They
were tasked with reading the story and then having a discussion about it using a
literature circle. The students then created their own story of two people meeting on the
street. Students were assigned similar literature assignments throughout the course that
were connected to creative writing assignments.
Surveys to students

The students were asked several questions regarding their perceptions of using
short stories at the beginning of the semester (pre-test) and at the end of the semester
(post-test). Survey questions were adapted from Kuze (2015). These data collection
methods were used in order to understand student perceptions which helped the author
answer his research questions. In addition, the author collected a mixture of quantitative
and qualitative data, but the qualitative data was only obtained with the post-test. Such
rich data provided insights into the research questions. Interview data with students was
not included at this time since it was beyond the scope of the study.
Table 1.

Questions asked to students

# Question

Ql What is your name?

Q2 How old are you? (post-test only)

Q3 What is your gender? (post-test only)

Q4 What is your first language? (post-test only)

Q5 How good are you at English? (Likert scale: Beginner— Advanced) (post-test
only)

Q6 What was your most recent TOEFL score? (post-test only)
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Q7

Q8

Q9

Q10

Q11

Q12
Q13

Ql4
Q15
Q16
Q17

Q18

Do you think studying short stories in this class can help improve your speaking
skills? (Likert scale: Not at all—Yes, definitely)

Do you think studying short stories in this class can help improve your writing
skills? (Likert scale: Not at all—Yes, definitely)

Do you think studying short stories in this class can help improve your reading
skills? (Likert scale: Not at all—Yes, definitely)

Do you think studying short stories in this class can help improve your listening
skills? (Likert scale: Not at all—Yes, definitely)

Do you think studying short stories in this class can improve your awareness of
other cultures? (Likert scale: Not at all—Yes, definitely)

Explain why or why not. (post-test only)

Do you think studying short stories in this class can improve your general
education? (Likert scale: Not at all—Yes, definitely)

Explain why or why not. (post-test only)
I like reading short stories in Japanese. (Likert scale: Not at all—Yes, definitely)
I like reading short stories in English. (Likert scale: Not at all—Yes, definitely)

I liked the writing activities in this class. (Likert scale: Not at all—»Yes,
definitely)

Explain why or why not. (post-test only)

Participants and the Research Context

This study was approved by the Murray State IRB authority. All participants

were recruited from the author’s 3rd-year creative writing classroom. Because of this,

there was a high likelihood that students felt pressure to participate in the study (bias);

however, students were informed that participation was voluntary and they could opt out

at any time without penalty to their grade. No incentives were given to participants. All

names of participants are given as pseudonyms.

The context is a major foreign language university in central Japan from the
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2024-2025 school year. Twenty-five, third-year students were surveyed on what they
think about using short stories. Most of the students had TOEFL scores of around 500,
which is an intermediate level.

All of the students belonged to the university’s Department of British and
American Studies. Their first language was Japanese except for three students whose
first language was Tagalog. The gender ratio was around 50:50 women to men. The
students all would have taken two years of academic writing courses prior to enrolling
in Advanced Writing.

In the academic writing courses, students learned how to compose academic
essays but no creative writing was done. Creative writing classes in Japan are rare,
either in the L1 or L2. Students were asked if they had ever taken creative writing
before. None had ever been tasked with writing poetry or fiction in their K-12
education, nor at university.

Results
Pre-test
Quantitative data

The descriptive statistics for Q5 to Q10 are listed in Table 2. The questions
about whether writing and reading can be improved by studying short stories were
overwhelmingly positive. The question for whether listening can be improved was

neutral. The results for speaking were significantly positive.
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Table 2
Descriptive Statistics for Q5 to Q10

writing speaking reading listening

Valid 25 25 25 25
Missing 0 0 0 0
Mean 4.160 3.640 4.160 3.120
Std. Deviation 1.491 1.036 1.573 1.201
Minimum 1.000 2.000 1.000 1.000
Maximum 5.000 5.000 5.000 5.000

Note. Likert scales were employed for these questions. A score of 1 was least in

agreement and 5 was most in agreement.

The descriptive statistics for Q11 to Q17 are listed in Table 3. The results for
improved cultural awareness and general education by studying short stories were both
significantly positive. The results for the students’ enjoyment of reading literature in

Japanese and English were both neutral.

Table 3
Descriptive Statistics for Q11 to Q17

cultural general reading in reading in

awareness education Japanese English
Valid 25 25 25 25
Missing 0 0 0 0
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Mean 3.880 3.720 3.160 3.000
Std. 1.509 1.339 1.248 1.000
Deviation
Minimum 1.000 1.000 1.000 1.000
Maximum 5.000 5.000 5.000 5.000
Note. Likert scales were employed for these questions. A score of 1 was least in
agreement and 5 was most in agreement.
Post-test
Quantitative data

The descriptive analysis for Questions 5 to 10 is depicted in Table 4.
Table 4
Descriptive Statistics for Q5 to Q10

English ability speaking writing reading listening

Valid 23 23 23 23 23
Missing 0 0 0 0 0
Mean 3.043 3.522 4.435 4.391 3.522
Std. Deviation 0.976 0.994 0.728 0.722 1.123
Minimum 1.000 2.000 2.000 3.000 1.000
Maximum 4.000 5.000 5.000 5.000 5.000

Note. The students rated the following on a Likert scale from 1 (least agreement) to 5

(most agreement): Ability to speak English, their belief that studying short stories can
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help their speaking, writing, reading, and listening skills, respectively.

Twenty-three students answered the questions. The question which asked about
the students’ English level was 3.043, which is intermediate on the Likert scale (1-5).
The questions about speaking skills and listening skills being improved from reading
short stories was slightly higher than average (both were 3.522). The questions
regarding writing and reading ability being improved from reading short stories were
significantly higher than average (4.435 and 4.391, respectively), thus showing a
positive correlation.

The descriptive statistics from Q11 (regarding cultural awareness) to Q17

(interest in class’s writing activities) are depicted in Table 3.

Table S
Descriptive Statistics for Q11 to Q17

cultural general reading in  reading in interest in

awareness education Japanese English writing

activities
Valid 23 20 20 20 23
Missing 0 3 3 3 0
Mean 4.130 4.050 3.600 3.500 4.087
Std. Dev 0.626 0.759 1.142 1.147 0.900
Min 3.000 3.000 2.000 1.000 2.000
Max 5.000 5.000 5.000 5.000 5.000

Note. Likert scales of 1 (least agreement) to 5 (most agreement) were used for the
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following questions: Does reading short stories improve cultural awareness and general
education, respectively? Do you like reading literature in Japanese and English,

respectively? Did you enjoy the writing activities in this class?

Regarding cultural awareness, students were positive that reading short stories
improved in this area (4.130). In addition, overall general education was positive
(4.050). The questions about whether students liked reading stories in Japanese and in
English were slightly positive (3.600 and 3.500, respectively). Finally, students
generally liked the writing activities in this class (4.087).

Kendall’s Tau Correlation between the questions about liking reading in
Japanese and English are depicted in Table 4. The results show a positive correlation

between these two questions.

Table 6
Kendall's Tau Correlations for Q15 and Q16

Variable reading in Japanese reading in English
1. reading in Kendall's Tau —
Japanese B
p-value —
2. reading in English Kendall's Tau 0.745 —
B
p-value <.001 —

Note. A p-value of less than “0.05” shows a positive correlation.

Qualitative data

Q12, 14, and 18, asked for qualitative responses.
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Cultural awareness

Q12: Explain why or why not for Q11 (Cultural awareness increased as a result
of studying short stories).
Table 7

Why or why not does cultural awareness increase as a result of studying short stories

Comment No.
Positive 15
Neutral 1
Negative 0

There were 16 responses to Q12, as depicted in Table 7. All but one were
positive, while one was neutral. One student, Masaki, reported the neutral score for Q11,
how cultural awareness is increased from studying short stories. He stated that the
“stories which were introduced in this class were filled with the author’s creativity and
not necessarily the culture of their country.” Of the positive statements, another student,
Yusuke, gave a positive response to the question, and he reported that “because reading
the short stories, I could feel another lifestyle and thoughts of other cultures.” Hiro also
gave a positive response, and he stated that “if [ examine the content of the novel and
the historical background, I can understand the culture and society of that time.” A
Tagalog native speaker, DJ, stated the following:

I think that by reading short stories from other countries, we can understand

what the differences are of each culture. Maybe some of these we can’t

understand because we have different values as well, but I think reading short
stories can help us understand each culture.

Several other students also reported positive comments about reading short stories and
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improving their awareness of other cultures.
General education

There were 12 responses to Q14, as depicted in Table 8.

Table 8
Why or why not does general education increase as a result of studying short stories

Comment No.
Positive 10
Neutral 2
Negative 0

Q14: Explain why or why not for Q13 (general education increased as a result of
studying short stories). One student, Kenji, reported that since the main theme of the
class was stories, his overall improvement in general education was moderate. Another
student who gave a somewhat neutral response, Hiro, stated that only his writing skills
improved. Kaori reported that “to learn about short stories is an interesting way to
improve writing and reading skills.” DJ also thought that reading short stories helped
him improve his overall general education. Akihito also had a positive response, stating
that he got “new perspectives that we didn’t know.”

Writing activities
There were 19 responses to Q19, about why or why not students enjoyed the

writing activities in this class. The results are depicted in Tables 9 and 10.
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Table 9
Why or why not did you enjoy the writing activities in this class

Comment No.
Positive 15
Neutral 3
Negative 1
Table 10

Themes of why students enjoyed the writing activities

Theme No.

Making stories was fun 6

They enjoyed reading the writing of their 1

peers
Can improve their English skills 2
They enjoyed the quizzes 1
They could talk with their classmates 1
They enjoyed reading short stories 1

They enjoyed writing a story with ChatGPT 2
They had freedom to create 1

They could use their imagination 2

Fifteen of the comments were positive, three were neutral and two were
negative. The positive themes were divided by theme (see Table 10). Most of the
students stated that it was fun to write the short stories (n=6). One student, Nobu, said
that he didn’t like reading short stories but he loved to write them. Two students (n=2)

stated that they could use their imagination. Kenji said that “We mainly wrote short
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stories in this class, and it was fun to write about things I imagined in my head.” Yoko
had a similar opinion. She said, I am not good at writing essays on difficult topics, but I
enjoyed the stories in this class because they were written with imagination.”

One of the activities in the class involved writing a story with ChatGPT. Two
students stated that they enjoyed that activity. Yuuki said,

I made an original story a little bit more casually than in other writing classes. In

making a story with ChatGPT, I had fun. I had never used ChatGPT. I was

looking forward to using it and I think it is a good way to get skills and learn

vocabulary. I could create an original story with Al read it, find new words, and

SO on.
Ann had a similar experience. She said that with using ChatGPT, it was “interesting to
see different stories emerge.”

Discussion

Literature is not only what gets taught in the language learning classroom
(Carter, 2007), but it is the reading, “both intensively and extensively, [that makes it] ...
an efficient and effective means” of learning a language (Nasu, 2015, p. 231). In this
study, it is shown that reading literature helps students inside the classroom (Carter and
Long, 1991). And as Lazar (1993) states, students are exposed to “complex themes and
fresh, unexpected uses of language” (p. 15). Students in this study found the stories new
and interesting. They could experience other cultures. As Yuto stated, “through reading
the short stories I could feel other lifestyles and thoughts about other cultures.”
Student perceptions of literature

This study also shows the importance of finding out what students are thinking

about literature. Learning is not just about depositing information into students’ minds
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(Freire, 2018). It’s about actively engaging students in the learning process. And part of
this is finding out what students think about the learning process. As others have stated,
learner views have historically been ignored but should be taken into consideration
(Fogal, 2011; Hall, 2015a; Tsang & Paran, 2020). Here, it has been shown that much
can be learned from student perceptions of using short stories in class. For one, students
generally like using short stories. They did not especially like reading short stories in
either their L1 or L2, but by the end of the semester that had changed. Basically,
students enjoyed reading short stories and this goes along with findings by other
researchers (Baytar & Timugin, 2021; Covarino, 2018; lida, 2024; Ushironaka, 2023).
Literature in creative writing classrooms

Although there are few research studies of using literature in the EFL creative
writing classroom, this study could fill in some of the gaps. Maloney (2019) showed
how using literature improved his students’ writing skills. Here, the qualitative findings
support that students perceived their writing skills to be improved from using short
stories.
Approaches to teaching literature in foreign language classrooms

Since the 1980s, literature in the second language classroom has focused on
student-centered tasks (Harper, 1988). This study is in line with the traditional way
literature has been taught since its renaissance. Students have responded well to the
activities. They enjoyed the writing activities very much and stated that they learned
much from them. Since the late 1980s, Collie & Slater (1987) stated that the goal of
using literature in second language classrooms was to integrate both language learning
and literature into the communicative approach. This study focused on such approaches

and reinforces previous findings that literature can be utilized to facilitate student
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learning (Khatib & Nourzadeh, 2011).
Implications of three major findings

The aim of this study was to investigate student perceptions of studying short
stories in the Japanese EFL university creative writing classroom. There were three
major findings with implications that can contribute to the existing literature in TESOL.

First, students had a general overall positive image of the use of short stories in
the Japanese EFL university creative writing classroom. They tied the use of short
stories to their learning. All of the results of the questions were 3.5 or above. The
questions for improved writing and reading abilities were overwhelmingly positive. It
must be noted that students tied the study of short stories to their overall learning. This
finding is significant because literature has historically been ignored in teaching English
in Japan over the last century. It is not a matter of if we should be teaching literature
anymore in Japan. It is a matter of how to approach student learning of literature. As
shown in this study, the method of using short stories in a creative writing course to
analyze various elements of plot, characterization, setting, and so on, has led to overall
student learning, with a focus on the four skills of reading, listening, speaking, and
writing. More studies should be done to reinforce the findings here. However, the results
for the pre-test were already very high. Some of this could have been because the data
was gathered in the second semester of the creative writing class. Students had already
got a positive impression of using short stories in class, since nonfiction “stories” were
used in the first semester. Future studies should have a pre-test before any type of
literature is introduced to the class. In addition, a larger sample size is needed to confirm
that the findings of this study are accurate.

The second major finding was that students’ enjoyment of reading short stories
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in English and Japanese increased, pre-test to post-test. Students' interest in reading
literature in both their L1 and L2 increased significantly. The pre-test results were
neutral, but by the end of the semester, students stated that they enjoyed reading
literature in both their L1 and L2. This was especially true of the data analysis of
reading in English. Furthermore, analysis of the post-test correlation resulted in a high
degree of correlation in the answers of the two questions. Students who like to read
Japanese also like to read in English. The post-test results were very revealing, in that it
shows that if students study literature they will most likely learn to love it. This finding
is perhaps the most important in the study. Future studies should focus on if this is the
case, as this shows how important literature is, not just in the second language
classroom, but in education in general.

The third major finding was with ChatGPT and Al One of the activities used in
class was to create a short story using ChatGPT. The students really enjoyed it, and a
surprise finding was that this was the writing exercise most enjoyed by students.
Although it is not in the scope of this study to discuss ChatGPT and writing, this finding
shows that more research should be done in this area. Students enjoyed using ChatGPT
and more work needs to be done to find out how it leads to student learning. The use of
Al in higher education is a hot topic at the moment, and future research into using
ChatGPT as a collaborative writing tool could prove informative.

Other findings include the reading-writing connection. As has been shown in
this study, students enjoyed reading the literature in the class and also enjoyed the
writing activities. This shows that for writing classes, it is important to have readings for
students. Students will not only want to read but also this will tie into their writing

ability. Every EFL teacher, especially those in Japan, should consider including
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literature in all of their writing courses, as this study has shown that such materials are
beneficial to students. And EFL students in Japan should be using literature in their
classes.
Conclusion
This study shows that literary texts should be a part of the Japanese university
EFL curriculum. The focus of this study was on the creative writing classroom, and how
literature can be incorporated into it. Students showed a great interest in using short
stories, and they could connect their learning of literature with cultural awareness, their
overall general education, and most importantly their speaking, reading, writing, and
listening skills. Furthermore, they were more motivated to read literature after studying
the short stories. Thus, this study shows the importance of literary texts in the university
EFL curriculum
Limitations
There are known problems with questionnaires as a main source of information,
for example prestige bias and acquiescence bias (Dornyei, 2003). Bias could be a part of
this study in that participants were recruited from the researcher’s creative writing class.
In addition, the number of participants was very limited.
Notes on Contributor
Camilo Villanueva is an EFL Lecturer at Nagoya City University. He has an
MFA in creative writing from Concordia University, St. Paul, and has a Doctor of Arts
from Murray State University in English pedagogy and literature. His research interests
include using creative writing and literature in the second language classroom.
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