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ABSTRACT 

Students’ motivation for learning is enhanced when they receive feedback, and it is critical 
that it be given in a timely fashion. However, in large-sized classes for language learning, 
this is a difficult task for instructors. The study was conducted to investigate the 
effectiveness of implementing formative assessments in an introductory Japanese class 
through the use of no-cost Student Response Systems (SRS) to provide timely feedback 
and monitor their progress of learning. The authors also explored correlations between 
timely feedback using no-cost SRS and student’s academic performance. Using a mixed-
methods approach, the impact of student disposition when using no-cost SRS in class was 
also addressed. Results revealed the significant effects on implementing SRS in class and 
the use of SRS supported students’ learning. Based on students’ performances and 
comments, it was prominent that the implementation of SRS changed the dynamics of the 
classroom, and students enjoyed learning Japanese under a low-anxiety, fun, and exciting 
learning environment. 

Keywords: Student Response Systems (SRS), formative assessment, effective teaching and 
learning, learner motivation, technology in language education. 
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INTRODUCTION  

Japanese is one of the most popular languages studied in the United States. According to 
the survey conducted by the Modern Language Association of America, the enrollment in 
language courses in two-year and four-year colleges declined 9.2% between fall 2013 and 
fall 2016. This was the second-largest drop since 1972 (Looney & Lusin, 2018). Despite this 
situation, Japanese and Korean are the only languages which increased their enrollment. 
This phenomenon is also recognized in our public four-year university located on the West 
coast. In our institution, the number of students who are taking Japanese has been 
increasing over 10% every year since 2014, and in the 2016-2017 academic year, there 
were approximately 650 students studying Japanese throughout the year. In the 2017-
2018 academic year, over 700 students took Japanese courses on campus. Because of the 
popularity of class, the number of students in each class at this institution was 
approximately 35 to 40 students. The American Council on the Teaching of Foreign 
Languages recommends class size for language instructions to be no more than 15 students 
to maintain frequent and meaningful interactions between teacher-student and student-
student (American Council on the Teaching of Foreign Languages, 2010). Relative to this 
recommended class size, the number of students in Japanese classes at our institution is 
relatively high. The class size impacts students’ participation and smaller class sizes lead 
to more intensive teacher-student interaction (Finn, 1998). Teachers in smaller classes are 
able to monitor students’ practices and provide individual feedback during class. To narrow 
the gap of teacher-student interaction between small and large size classrooms, Student 
Response Systems (SRS) were implemented in an introductory Japanese class. Student 
Response Systems, also called personal response systems, classroom response systems, or 
audience response systems, facilitate educators in posing questions during the class and 
collecting students’ responses through the use of digital devices, such as computers, 
tablets, smartphones, or hardware. Utilization of SRS’s in class activities cultivates 
students’ active learning, and teachers are more able to monitor students’ performance 
closely and provide more frequent feedback. Learning is a constructive process, and the 
roles of teachers are to guide and redirect students towards expected goals (Dwyer & 
William, n.d.). To assist students in advancing their knowledge and skills, collecting data 
related to their understanding about materials and process of study is necessary to support 
their learning, and SRS’s can be utilized effectively to support students especially in large 
size classrooms.   

The current generation of students live in an environment where they see technology as 
part of their world and essential to their education as an effective tool for teaching and 
learning (Stanley, 2015). Technology can be helpful and increase efficiency and at times, 
quality. Teachers also place importance on the use of technology in class and for course 
work to meet students’ needs and to fulfill their expectations as well as to support students 
in acquiring expected skills to succeed in the 21st century (Partnership for 21st Century 
Learning, 2015). Students are expected to develop information, media, and technology 
skills to live in a technological and media-suffused environment, and different types of 
technological tools have been implemented in education.  

Historically, classroom response systems “clickers” have been implemented in higher 
education and research has identified the benefits (Bojinova & Oigara, 2013; Gunn, 2014; 
Yee & Hargis, 2011). Clickers are hardware-based systems and students are required to 
purchase hand-held units (Fischer, Hoffman, Casey, & Cox, 2015). The use of clickers in 
class leads to increasing students’ classroom engagement and motivation. However, 
despite the positive effects on students, the cost to students can be an issue, and the 
researcher conducting the current study has received comments from students about the 
difficulties of purchasing these devices. Through classroom trials, the researcher found that 
software-based SRS were much more convenient than clickers because students can access 
SRS more easily without cost. In addition, SRS applications are available on multiple 
formats such as smartphones, tablets, and computers. Because of these reasons, the 
researcher began using free SRS which allow students to utilize all of the same functions 
as the clicker systems. The functions of clickers are also limited to choosing multiple choice 
options, and it is not a desirable tool for language classes where students construct and 
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formulate ideas in a target language. SRS allows students to express their ideas and 
opinions more freely than clickers by answering questions in short phrases or sentences, 
utilizing images for their answers, or even drawing and coloring. Through these activities, 
teachers are able to observe students’ thought processes more closely. 

Literature has shown that software-based SRS provide more open access to students 
without any cost yet add meaningful collaboration opportunities (Fischer, Hoffman, Casey, 
& Cox, 2015). SRS can be used for different types of activities and purposes, such as 
formative assessments, summative assessments, homework, discussions, and attendance. 
In this study, SRS were used as a formative assessment tool for students to review contents 
of class and for instructors to check the progress of each student. There are a variety of 
SRS online, but in this study, the instructor mainly used Kahoot (https://getkahoot.com) 
and Formative (https://goformative.com). Quizizz (https://quizizz.com), Socrative 
(https://www.socrative.com), and PollEverywhere (https://www.polleverywhere) were 
used as a part of group activities and an extra activity outside of the classroom. Each system 
allows different functions, but many of these tools allow instructors to gather students’ 
responses on multiple-choice, true/false, open-ended short answer, drawing, or posting 
images. In this study, the instructor mainly used Kahoot and Formative to gather students’ 
live responses and to provide immediate feedback. Kahoot was chosen for its ease of use 
to ask multiple-choice questions and because of its default background music which helped 
to transform class exercises into game-like activities. Formative was also selected for its 
drawing functions. Mastery of writing the three types of Japanese characters (Hiragana, 
Katakana, and Kanji characters) is one of the most difficult aspects of learning Japanese, 
and Formative allows students to write characters by using their finger, mouse, or stylus. 
In a large-size classroom, providing instant feedback to each individual student is a 
challenging task for teachers, but by utilizing these SRS applications, all answers are shown 
on a screen at the same time, and teachers can immediately provide feedback for making 
corrections.  

Students’ motivation for learning is enhanced when they receive feedback (Shute, 2007). 
One of the challenges for larger than normal class sizes is to provide timely and meaningful 
feedback to students. The use of SRS allows instructors to provide quick feedback to 
students even in a large classroom and implementing online formative assessments 
frequently as a part of class activities provide students broader opportunities for engaging 
in their own learning and expanding their learning community. At the institution where the 
current study was conducted, clickers have been utilized in larger size classes for the 
purpose of students’ engagement. However, based on students’ surveys, clickers were not 
popular among students, and in this Japanese class, no-cost SRS were used to enhance the 
effectiveness of classroom instructions and students’ learning.  

Student Response Systems have shown to increase engagement and participation. As 
students are translating newly acquired knowledge into action, any confusion they 
experience can be identified quickly by the instructor through a “live feed indicator of 
‘confusion’ that notifies a professor when students in their class are not following the 
material” (Choudhury & Hargis, 2017). This type of intervention by the instructor is made 
possible by the use of SRS. By answering questions simultaneously through personal 
technological devices, students share their ideas and opinions freely and anonymously 
under a low anxiety environment.  

Puentedura (2006) presented the SAMR model to show the power of using technology for 
teaching and learning. SAMR stands for Substitution, Argumentation, Modification, and 
Redefinition, and the four main stages explain how to integrate technology into the 
classroom or beyond classroom settings. In the stage of Redefinition, students work on 
tasks which are impossible to be completed without the use of technology, and the 
effectiveness of using technology in learning is highlighted. Without the use of SRS, it is 
impossible to evaluate a large number of students’ responses at once and provide 
immediate feedback, but SRS allows that to happen. Technology can also connect students 
to the outside world beyond the classroom setting as well as provide opportunities to 
enhance collaboration and communication. 
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Student Response Systems have been used in various academic fields to create student-
centered, engaging, and interactive learning environments. In addition to these purposes, 
in language classrooms, using SRS provides students more opportunities to use the target 
language to answer questions and exchange opinions (with evidence) and ideas. Even 
though SRS have been around since the 1960s, its use for promoting students’ participation 
and for encouraging active learning is relatively new, and research on its use in second 
language education is still limited (Mork, 2014). The purposes of this study were to examine 
how students in larger-size classrooms can be supported for learning Japanese effectively 
through the use of SRS.  

 

LITERATURE REVIEW 

Technology Assisted Language Learning (TALL) 

The history of computer assisted language learning (CALL) is traced to the 1960s, and 
computers have been used to assist language teaching and learning in the field of foreign 
language education (Wang & Winsted, 2016). In this digital age, technologies other than 
computers have been utilized to meet students’ needs in learning, and purposes of using 
technologies are not limited to enhancing their linguistic competences. The American 
Council on the Teaching of Foreign Languages (ACTFL) strongly recommends the 
implementation of technology in language classrooms for the purpose of planning, 
instruction, and facilitation (ACTFL, 2017). Use of technology should not be the goal of 
class, but a variety of technological tools can be adapted to facilitate students’ learning. In 
recent years, it is rare to find language classrooms where some form of technology is not 
used. Laptops, smartphones, and tablets are utilized for group projects, presentations, and 
demonstrations to promote students’ active participation and engagement in class 
activities. By using Google Docs, students can work on editing documents collaboratively 
and it also allows teachers to provide comments in a timely manner. Students can also 
make personal movies, animations, websites, and presentational materials by utilizing a 
variety of tools and they have opportunities to demonstrate their creativity in addition to 
their language and cultural skills.  

Some language teachers encourage students to use their personal digital devices to 
promote their engagement in class through participating in online polling, posting opinions 
and ideas, or answering multiple choice questions to access their understanding. The study 
regarding the effectiveness of using SRS in classrooms revealed that students enhanced 
their motivation, attention, participation and engagement in class activities through the 
use of SRS, and instructors were also able to provide instant feedback regarding the 
students’ understanding of the subject matter (Crews, Ducate, Rathel, Heid, & Bishoff, 
2011). It is also found that the use of SRS creates more student-centered and active-
learning environments than traditional teacher-centered lectures.  

The World-Readiness Standards for Learning Languages define the five goals areas, known 
as the 5 C’s as the National Standards. The 5 C’s set the central role in foreign language 
education to nurture successful contributors in a global society (National Standards in 
Foreign Language Education Project, 2015). The five goal areas are Communication, 
Cultures, Connections, Comparisons, and Communities, and all goal areas are equally 
important for creating ideal language classrooms. However, the fifth C, the Communities 
standard, is known as the “Lost C” and it has been seen as the most elusive standard 
because of the difficulties of connecting classrooms with the real world. Yet, building a 
learning community is essential for students to apply what they have learned in classrooms 
in authentic circumstances. In recent years, a variety of online applications have been 
developed giving students broader opportunities to communicate with community 
members and apply language and cultural skills they have acquired in classrooms to actual 
fields or to virtual reality worlds through community-based learning, game-based learning, 
or quest-based learning (Samuels, Gaugler, & Kronenberg, 2018). When students are 
working on tasks to connect and collaborate with others, they are involved in advanced 
engagement through higher-order thinking and production, which is  in the “Redefinition” 
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step of the SAMR model (Puentedura, 2006) and “evaluating” and “creating” of Bloom’s 
taxonomy (Anderson & Krathwohl, 2001). 

The use of Twitter in class is another example of online communication to enhance 
students’ interaction and connection outside of class (Davidson & Hargis, 2016), and it is 
expected that this type of class activity supports students in building learning communities 
not only inside, but also outside of the classroom. Whether or not communications are 
conducted synchronously or asynchronously, all communications take place in the target 
language and it is an essential goal for language classrooms. Through the use of 
technology, actual or simulating authentic instructions now become available for language 
learners. Digital devices are powerful tools to empower students’ learning and add value 
to their educational journey (Stanley, 2013). 

Assessment and Feedback 

Assessment is a central component in education to check students’ level of mastery or 
attainment of learning objectives within a course. Measurements include tests, quizzes, 
homework, presentations, projects, journals, and portfolios, and these are categorized into 
two types of assessment: formative and summative. Summative assessments are 
conducted at the end of a unit or course and the purpose is to assign a grade, while 
formative assessments are conducted during the unit and the results are used to monitor 
students’ progress of learning so that students and educators can identify areas to improve. 
In Wiggins’ term, formative assessment is also known as “educative assessment” (Wiggins, 
1998). The purpose of assessment should be to educate and improve student performance. 
In this respect, formative assessments are especially impactful on students’ achievement 
and should be used to support 1) students in enhancing their learning and 2) teachers in 
improving instructions or modifying lessons. 

Learning is an ongoing act and receiving feedback in a timely manner is critical for students 
to improve their performance to reach expected goals. Feedback can be provided after the 
test, assignment, or performance as well as during the assessment activities. Summative 
assessments are a final check point within a unit, and formative assessment becomes 
crucial to let students know either their performance is desirable or what they should do to 
move to the next level as a confirmation of their actions. Real feedback helps students get 
better and it should be specific, direct, and clear (Wiggins, 1998). Feedback is also effective 
in teaching students “how to learn,” and good feedback enables students to self-adjust to 
fill the gap between where they are now and where they should be by the end of a unit or 
a course. 

Classroom Assessment Techniques (CATs) are formative assessment methods to collect 
information and check students’ understanding in real time. The focus of CATs is placed on 
improving “learning” rather than on “teaching,” and implementing CATs in class activities 
is mutually beneficial to both students and instructors (Angelo & Cross, 1993). Angelo and 
Cross listed 50 different kinds of CATs, but they recommended to implement only one or 
two simplest CATs in each class. The purpose of implementing CATs is to collect information 
to improve students’ learning.  

In order for formative assessments to be most beneficial, feedback should be provided in a 
timely manner. However in large-size classrooms, this is difficult so instructor preparation 
and analysis time should be considered. Computer-assisted instructional feedback is one of 
the most effective forms of feedback (Hattie & Timperley, 2007) and it also reduces 
instructor analysis time significantly. By using auto-graded multiple choice questions, 
students’ answers are summarized instantly, and students and instructors are able to go 
through questions and provide solid feedback to incorrect answers. Nowadays, there are a 
variety of tools available online, and students are even motivated to participate in tasks 
through gamification effects (Iwamoto, Hargis, Taitano, & Vuong, 2017). Iwamoto et al. 
(2017) reported that implementing formative assessment by utilizing Kahoot successfully 
prepared students for high-stakes examinations.     
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Information Processing 

Information Processing (IP) Theory is also known as the Learning or Dual Memory Model 
(Atkinson & Shiffrin, 1971). This theory will be applied and served as a theoretical 
framework to examine the current scholarship in this field, as well as to explore the 
effectiveness of formative assessment on students' engagement and motivation for 
learning. The IP Model examines how learners code and interpret information through their 
environmental and subsequently store and retrieve knowledge (decode). In addition, 
Schunk’s (1996) work focuses on how knowledge that is already stored in the short-term 
memory store travels to the long-term memory by connecting to and interpreting that 
information (Hargis, 2000). 

 
Figure 1. Multistore Model of Memory (Atkinson & Shiffrin, 1971) 

When the learner engages with the information, they can transfer the stimuli into their 
short-term memory (STM). While in this phase, the learner can take 5-7 seconds to 
determine the value of the information and when determined important it will transfer to 
their long-term memory (LTM) (Schunk, 1996). For the longevity of this information to be 
maintained, there are three major criterions that must present, which include: 

1. Behavioral change, or change in the capacity for behavior;  
2. The enduring change over time; and 
3. Change due to practice or other forms of experience (Schunk, 1996).  

Schunk notes that there are a number of considerations to acknowledge when defining 
learning and how it occurs. The following questions will serve as a framework to assess the 
extant scholarship accessed for this study:  

1. How does learning occur? 

2. What is the role of memory? 

3. What is the role of motivation? 

Information processes have also been utilized as an approach to examine language 
learning. The literature affirms that language learning strategies are reflective of the 
cognitive skills presented in the information processing model (McLaughlin, Rossman, & 
McLeod, 1983; Nyikos & Oxford, 1993).  

How does Learning Occur? 

There are behavioral and cognitive theories that agree that learning is impacted by the 
environment in which learners are taught and the idiosyncratic nature of the learners 
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themselves (Schunk, 1996). However, this confluence diverges when viewing behavioral 
theories that stress the role of the environment as a primary function that impacts learning. 
Accordingly, cognitive theorists assign greater impact on learner difference (Schunk, 
1996). Hargis et al. (2008) supported the importance that behavioral theorists place on the 
environment in his work on the effectiveness of an innovative course design that bridges 
classes from two different disciplines. Hargis noted, “The design encourages students to 
engage in teaching and interacting with their peers within and across disciplines and 
provides instructors with unique opportunities for formative assessment” (2008). 
Furthermore, another type of easy to use technology, flip camcorders have been integrated 
for active classroom metacognitive reflection, supporting a cognitive learning theorist 
approach to increase attention, engagement and subsequent learning (Hargis & Marotta, 
2011). Cognitive theorists have also noted that instructional design alone does not explain 
how students learn and a more germane line of inquiry would be to look at how learners 
rehearse, transform, code, store, and retrieve information (Pintrich, et al., 1986; Iwamoto, 
Hargis, Taitano, & Vuong, 2017). The literature reflects the importance of attention and 
memory for information processing (Bandura, 1977). If the incoming sensory information 
is multichromatic and marked, we pay more attention. Accordingly, when flipped 
camcorders, active learning techniques, smartphones and formative assessment were used 
in classrooms, the findings showed that the environment created the opportunity for 
students to engage deeply and hooked in their attention, which leads to deeper connections 
between working and long-term memory (Marotta & Hargis, 2011; Davies, Welch, & Hargis, 
2008). 

What is the Role of Memory? 

There are disparate learning theories that attend to how memory works and is related to 
learning. Behaviorist approaches would contend that forgetting is a consequence of not 
engaging with external stimuli. Schunk writes, “Most behavioral theories view forgetting 
as caused by lack of responding over time (Schunk, 1996). This approach is supported by 
Albert Bandura (1977) who noted that there are four stages that can be attributed to the 
memory modeling process: (a) attention, (b) retention, (c) reproduction, and (d) 
motivation. It was reported in literature that a meta-study on effective size illustrates that 
one of the most powerful influences upon teaching, with an impact factor of 0.90, is 
providing students with formative evaluation (Hattie, 2016). In respect to engaging with 
external stimuli and the impact this has upon memory and learning, the literature 
exemplifies strategies such as chunking, serial positioning and mnemonics which becomes 
increasingly important as the learner struggles to maintain large amounts of educational 
information throughout their scholastic growth (Hargis, 2000). 

 

Figure 2. Effect Size Chart (Hattie, 2016) 
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Recent research suggests that another powerful influence is feedback, with a positive 
effective size of 0.75 (Hattie, 2016). This work is supported by the literature that discusses 
both Mastery and Competency Based Feedback which used SRS to boost engagement. The 
author noted, “...the ability to automatically score the prebuilt formative assessments in 
real time empowers the students with instant feedback, creating more self-motivated 
learners” (Drabkin, 2015, para. 5). 

The literature reported that in terms of the quality of instruction, a correlation was found 
between achievement and overall course rating by college students. The author continues 
to emphasize the point that the major factors in the overall course rating are directly linked 
to the adequacy of planning and organization and use of feedback.  

Memory is affected by motivation. Schunk (1996) wrote that motivation can impact all 
phases of learning and performance. This is supported by previous literature, in which the 
author noted, ‘Behavioral theories define motivation as an increased rate or probability of 
occurrence of behavior, which results from repeating behaviors in response to stimuli or as 
a consequence of reinforcement. This correlates with respect to resilience and motivation’ 
(Skinner, 1968). Finally, a learning environment that attends to learners being able to 
struggle, embrace a challenge, hunger for disequilibrium and productively fail leads to deep 
learning and motivation. (Bain, 2004; Pintrich, 1996; Gagne, 1973). 

 

METHODS 

Setting 

This study was conducted at a large public research-intensive university in the southwest 
United States. The study sets out to address three specific aims: 

 

1. To examine the effectiveness of implementing formative assessments in an 
introductory Japanese class through the use of no-cost Student Response Systems 
(SRS); 

2. To explore correlations between timely feedback using no-cost SRS and student’s 
academic performance; and 

3. To assess the impact of student disposition when using no-cost SRS in class. 
 

The research team has collected and analyzed data from one elementary Japanese class 
within the Japanese Studies Program. Students were asked to participate in this study 
voluntarily, and both an indirect measure and a direct measure were used to collect data. 

Participants 

The participants for this study were undergraduate students majoring in different 
disciplines. The group consisted of 30 students: 93.1% Asians and 6.9% Caucasians. 
Seventy-two-point four percent of the participants' first language was Chinese, 17.2% was 
English, and 10.3% was Korean. When the current study was conducted, students were 
taking the second quarter of the first-year Japanese classes. Some students took the course 
to fulfill their undergraduate requirements, while others took it for their personal interests. 
Data was collected during the winter quarter of 2018.  

Procedures 

Permission to conduct this research was granted by the Institutional Review Board (IRB) 
office (Project #170353S), and participants were asked to read and submit an electronic 
IRB approval consent form. Following consent, the participants engaged in student 
response systems as a part of class activities.   
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The instructor in this study expanded her knowledge on SRS through conferences, 
workshops, and on-campus support provided by the Center for Teaching & Learning (CTL). 
In this study, the instructor mainly used Kahoot to gather students’ live responses and to 
provide feedback. Out of ten weeks of instruction, formative assessments by using SRS 
were implemented ten times at a rate of once per week. The instructor prepared ten 
questions each time to measure students’ understanding, and this formative assessment 
through the use of SRS was conducted at the end of the target topic or class. Questions 
were projected on the classroom screen and students used their personal devices 
(computers, tablets, and smartphones) to answer questions. Depending on the 
complications of each question, ten to 20 seconds were given to students to select the most 
appropriate answer out of four options in a multiple-choice format. When the allocated 
time was up, students’ answers were summarized in a bar-chart and projected on the 
screen. Because the instructor could see students’ responses immediately, she provided 
explanations for each answer and the reasons that answer was correct. The topics for the 
Kahoot sessions were verb conjugation, particles, adjective past conjugation, Te-form and 
Ta-form (type of Japanese verb conjugations), and potential form. In the multiple-choice 
questions, students had to choose the correct answer out of four possible choices. Multiple 
choice questions were created focusing on form and meaning. For the questions focusing 
on form, along with the correct answer, forms with common conjugation mistakes were 
included as distractors. Some questions required students to read short sentences and 
choose the most appropriate options based on the given context focusing on meaning. For 
example, there was a sentence, “During the winter break, I went to the beach. It was very 
______.” (冬休みにうみ行った。とても＿＿＿。) Along with this sentence in Japanese, a 
picture of a dirty beach was attached, and students had to complete the sentence. Options 
were: (a) It was beautiful (きれいだった), (b) It was dirty (きたなかった), (c) It was not dirty. 
(きたなくなかった), and (d) It was lively. (にぎやかだった). The instructor of this course was 
aware that these types of multiple questions were focusing on lower levels of Bloom’s 
Taxonomy, such as remembering and understanding. However, the purpose of this 
formative assessment was to transfer students’ short-term memory regarding grammatical 
rules to long-term memory and let them acquire necessary knowledge so that students 
could apply it in advanced class activities and in real-life contexts and situations.  

The results of the SRS were downloaded in an excel format after each formative 
assessment. In the registration process of Kahoot, students were asked to write their 
names. Because of this, the instructor was able to connect the responses to specific 
students and she had opportunities to reach out to offer assistance specific to their needs.    

Formative was also used because of its drawing functions. Mastery of writing the three 
types of Japanese characters (Hiragana, Katakana, and Kanji) is one of the essential 
aspects of learning Japanese, and Formative allows students to write characters by using 
their finger, mouse, or stylus. After students completed writing their answers, all students’ 
work was projected on the screen and the instructor was able to assess it and point out 
unacceptable letters due to Kanji writing nuances and rules. 

Quizizz was also used to provide students opportunities to check their level of 
understanding. This tool is similar to Kahoot, but this is a student-paced multiple-choice 
questions game and it was used a few times as an exit ticket. The instructor also made 
some Quizizz questions for students to check their understanding in their free time outside 
of the class.   

Socrative was used for collaborative reading comprehension exercises. This is a similar tool 
to Formative. The instructor could ask students to answer questions in short sentences, in 
addition to true-false and multiple-choice questions. Socrative can be used for individual 
and group tasks, both for teacher and student paced.   
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Poll Everywhere was used to share students' opinions and ideas to the whole class, rather 
than being used for checking understanding. This tool was used as a part of the instruction 
when the instructor was explaining new concepts to students. When students learned 
about hobbies, for example, they were asked to post their favorite hobbies and all students 
could see what types of activities other students were interested in and were able to find 
friends with similar interests. It was also used as a polling tool after chapter tests. The 
instructor asked students their perceptions about the test (from very difficult to very easy) 
and about specific topics/items where answers were given in their own words.   

Data Collection 

- Direct Measurement  
 

Student artifacts. Student artifacts were collected and reviewed from all consenting 
participants in this study. These artifacts were part of the assessment and measurement 
component of their course. The review of the student artifacts did not add extra time or 
work for the students. The students were assured that taking part in the study did not 
adversely impact their grade in this class. 

Classroom observations. During the quarter the research team observed the classroom and 
when possible, interactions were recorded to capture dialogue regarding student 
comprehension and understanding of the class material. The choice of interactions to 
record was at the researchers’ discretion. Recordings occurred when all individuals within 
group interactions have consented. In a given observation, approximately three recorded 
interactions might occur, with a total of ten such interactions at each site (Kahoot, 
Formative, Quizzes, and Poll Everywhere) over the quarter. The intent was to gauge the 
impact formative assessment might have on students' engagement and motivation for 
learning. The observations were conducted by an instructional designer who works for the 
CTL on campus. 

- Indirect Measurement 
 

Online surveys. Brief online surveys using Google Forms were used to measure the 
knowledge, skills, and disposition of the students. Students who consented were asked to 
take the survey in class four times throughout the quarter. Each survey took no longer than 
five minutes and occurred at the end of class (see sample online student survey). 

Focus groups. Two thirty-minute focus groups were conducted with eight student 
participants in the first group and six student participants in the second group. Students 
were recruited voluntarily. The first focus group consisted of seven students with the 
majority of students being high performing and the second focus group reflected a range 
of student performance. Focus groups took place on week six and week 10 of the 10-week 
quarter. The same questions were asked at both focus groups. Audio from the focus group 
sessions were not recorded.  

Assessment, Measurement, and Evaluation is a crucial component of course design. 
Accordingly, a pre/post assessment was provided to address Knowledge, Skills, and 
Disposition. In addition, a careful pre/post-assessment was designed to evaluate the 
effectiveness of the pre-class videos quantitatively and qualitatively. The pre/post 
assessment included formative and summative aspects. An example of the formative 
assessment pre/post assessments will be Poll Everywhere represented as word clouds was 
shared at the start and end of each class. An example for summative assessment included 
student E-portfolios measured using an analytical rubric.  

RESULTS 

Based on pilot classroom observation data, the instructor had previous positive 
reinforcement from both the students and observation field notes that support the 
continued integration of SRS. The first aim is to examine the effectiveness of implementing 
formative assessment in an introductory Japanese class through the use of no-cost SRS. 
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Data from Kahoot, Poll Everywhere, Socrative, Go Formative, and Quizizz provided the 
instructor of the Japanese course with a range of student insights throughout the 10-week 
quarter.  

Based on the quarter-end survey conducted by the instructor, 96.6% of students chose 
Kahoot as their favorite SRS with reasons ranging from game-like qualities, friendly 
competition, fun environment with music, to fast-paced learning. Kahoot was the most 
frequently used SRS within the ten weeks, and trends and progressions on this platform 
were particularly relevant. In Figure 3, the overall percentage of correct responses are 
presented from four distinct courses throughout a five-week span of time. Topics are 1) 
Verb conjugations (week 2), 2) Particles (week 3), 3) Adjective past conjugations (week 
4), and 4) Te-form and Ta-form: two types of Japanese verb conjugations (week 6). During 
week 9, Kahoot was also used when potential forms were introduced in class, but because 
students did not answer all 10 questions before the class was over, it was excluded from 
Figure 3.  

 

 
Figure 3. Percentage of overall correct responses in four different Kahoot sessions. 

The first exposure to Kahoot was in the second week of the quarter and the last exposure 
was in the ninth week. Contents were different each time Kahoot was used as a formative 
assessment tool at the end of the lesson. The overall difference between the highest and 
lowest average scores was 10% over four Kahoot activities, and based on the grade 
summary automatically summarized by Kahoot, the lowest average score was when 
students learned about adjective past conjugations. The instructor noted that since there 
are two types of adjectives in Japanese and the rules of both conjugations are different, it 
is typically a challenging lesson for students (refer to the third bar in Figure 3.) In class, 
the instructor went through each question after students posted their answers, and 
students had opportunities to receive immediate feedback with explanations about why 
the answer was correct or not. Despite the difficulty of the lesson on adjective past 
conjugation, the average quiz score on this topic was 22.2 out of 25, which was relatively 
high. This might suggest that even though the course material was pretty difficult, students 
reinforced their learning through answering questions on Kahoot.  

It can also suggest that the use of Kahoot has helped to create a fun and game-like learning 
environment, and students maintained good motivation for learning. One student 
commented during the focus group interview, “it is more like a game which is really fun.” 
Another student noted that Kahoot is a mechanism that “allows us to compete with each 
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other in a limited amount of time and give us the incentive to do well.” “The lecture is more 
interactive in this way. Also, it's more fun.” Students acknowledged the uses of SRS as a 
means of increasing class participation. “It helps us focus and participate in the middle of 
class. Good change of pace,” noted another student. While several students enjoyed the 
competition element of Kahoot, one group in the first focus group noted that the instructor 
“deliberately skips the leader board; I believe she wants to emphasize practice. She doesn't 
want us to think about our rank and she always moves through the leaderboard really 
quickly. (group agrees). Yeah, she clicks so fast.” This strategy by the instructor capitalizes 
on the game like qualities of the SRS but deemphasizes the competitive nature of the 
program.  

According to the survey results, 100% of students agreed that utilizing no-cost SRS 
supported students’ active participation in class. The pedagogical aspect of gamification is 
to engage people, promote learning, and motivate action. Elements such as avatars, 
badges, points, leaderboards, and virtual rewards are also highlighted in gamification 
(Alsawaier, 2018). In this Japanese class, Kahoot was used as a way to promote students’ 
active participation, to reinforce knowledge, and to provide immediate feedback to all 
students. Thus, the instructor intentionally skipped past the leaderboard quickly as 
students noticed and mentioned in the focus group interviews. The survey result as well as 
students’ comments support that the use of Kahoot positively promoted the active-learning 
environment in a classroom through the gamification effect.  

The instructor also utilized no-cost SRS for students to reflect on their progress and 
achievement of learning. The day after each chapter test, the instructor asked students 
about the tests. Through two post-test assessments utilizing Poll Everywhere word clouds, 
the instructor was able to glean that the majority of students found the test during the 
eight weeks of the quarter to be difficult and that students had the most challenge with 
listening questions on the examination. As a result of the student data gathered from this 
SRS, the instructor was able to adjust lessons to meet students’ needs. In the next course 
following the Poll Everywhere assessment, the instructor implemented more listening 
exercises and presented the students with a summary chart of different types of questions 
that students struggled with in the test. In this session, students had a visual reference 
and additional review on what they did not do well on in the test. One of the instructor’s 
struggles was how to evaluate the status of students’ learning, hear their voices, and meet 
their needs in a relatively large-size classroom efficiently. As explained in the example, 
word clouds summarized students’ voices quickly, and the instructor was able to use 
collected data to tailor the class content along with students’ progress and needs.    

Additionally, data from observations and focus groups integrate qualitative findings 
regarding the effectiveness of implementing SRS. The observation procedure deployed 
during this study used three instruments, the first being a modified checklist of effective 
teaching attributes, qualitative notes of behavior exhibited, and a faculty flow diagram 
(Hargis & Soto, 2017). In the small group perception that followed the classroom 
observation, students noted that the Kahoot was one of the things that was going well in 
the class. Additionally, the hands-on approach of gathering student feedback was well 
received, students noted that the course was “full of energy” and “the exercises let us 
constantly talk to each other” (Classroom Observation and Small Group Perception, 
February 2018). 

To address our second inquiry regarding SRS performance and subsequent academic 
performance, scores of the five quizzes and the final exam of the group (Group 1) were 
compared with students in another section of the same level (Group 2). The instructor of 
Group 2 did not use the no-cost SRS in the classroom instruction. In this institution, all 
first-year instructors taught the same contents at the same pace, and all of the course 
materials, including syllabus, course schedules, quizzes, exams, assignments, and 
PowerPoint presentations for instructional purposes, were prepared by the first-year 
instructors collaboratively. The number of students enrolled in Group 2 was 20, and the 
demographics of the students were similar to Group 1. To examine this research question, 
a Mann-Whitney U test was conducted through the Statistical Package for the Social 
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Sciences (SPSS) to compare the differences between the two groups. The hypothesis was 
that students in Group 1 with the use of no-cost SRS would have higher scores on quizzes 
and the final exam due to timely feedback through formative assessments as a part of their 
class activities. 

 In Group 1, the formative assessments with the use of no-cost SRS were implemented in 
classes before quizzes and exams as check-ups and reviews. Each of the formative 
assessments with no-cost SRS was followed by a quiz within three days. When the quiz and 
final exam results of the two groups were compared, Group 2 performed better in Quiz 1. 
However, Group 1 gradually increased their performance positively toward the end of the 
quarter (See Table 1). Even though the differences of the five quiz scores between the two 
groups were not statistically significant, the difference of the final exam results between 
the two groups was statistically significant, z = -2.228, p < .05 (See Table 2). The instructor 
of Group 1 started to implement reviews with no-cost SRS right before Quiz 1 was 
conducted, and she constantly used it by the end of the quarter. As far as can be controlled, 
other than the instructors being different, the only independent variable that can account 
for this difference is the inclusion of SRS. Thus, the exposure to the SRS throughout the 
quarter can be suggested as the most logical reason for students achieving a higher 
academic performance.    

Table 1. Mean ranks of the results of the five quizzes and the final exam 

 
Table 2. A Man-Whitney U test 

 
Finally, beyond measuring the effectiveness of SRS the latter aim of this study is to assess 
student disposition of learning the Japanese language when using no-cost SRS in class. 
There is undoubtedly an enjoyment of the process as exemplified through the year-end 
survey where 96.6 % students stated that they like activities using technology and 100% 
of the course participants think using technological tools as Responseware supports 
students’ active participation. This finding is also reflected in the first focus group. When 
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prompted if this course fell below, met, or exceeded expectations with respect to the 
integration of SRS the consensus was that this experience exceeded expectations. As one 
student notes, “This is one of the only classes that uses SRS in class. The instructor has 
worked very hard to create an environment, so very much exceeded.” Several students note 
that SRS “enhanced” the course and created an interactive environment. One unanticipated 
finding was the relaxing effect of integrating game-like SRS in the classroom. As one 
student notes, “When I go to other classes, I feel a lot of pressure and a lot of the workload 
is on me. What is the point of going to class if I can just read the book? In the instructor’s 
class I am going to be having fun in class and this allows for a better learning environment.” 

Another student from the first focus group contrasts the emphasis on the importance of 
SRS to the course by stating that "I think you cannot expect too much on these interactive 
systems. Most of the main points you are not learning from the interactive systems, but it 
helps you focus." The students noted the instructor’s expertise and means of using SRS to 
be more impactful on their learning than the tools themselves.   

DISCUSSION 

During this study there were three main themes that guided the direction of this work. The 
first being the efficacy of using student response systems (SRS) using a no-cost platform; 
how the relationship between timely feedback, affected their dispositional state; and 
ultimately how these factors impacted student disposition. 

Theme 1. Effectiveness of implementing Formative Assessment through SRS  

While a number of Student Response Systems (SRS) were used in the design of the class, 
the most widely used with the greatest impact was called Kahoot. As the 10-week quarter 
term progressed, there was a clear and steady upward trend in student improvement on 
achievement. Importantly, the culture of using SRS and specifically Kahoot was established 
very early in the quarter, possibly contributing to the easy adoption and buy-in from the 
students. This is supported by the results from the student survey that placed Kahoot as 
the preferred SRS medium.   

A further analysis during week three and the lowest point of student performance could be 
an area worthy of investigation. The Kahoot SRS highlighted the fact that adjective past 
conjugation is one of the more challenging topics for students learning Japanese. A 
potential reason for the decrease in overall student Kahoot scores, as reported by figure 3, 
could be that students learning Japanese at this level historically struggle with past 
adjective conjugations. This information has allowed the instructor to dedicate more time 
and attention to this topic in class, and also to consider for future course redesign.  

The survey results pointed strongly towards the opinion that students felt more engaged 
when Kahoot was used, referencing the competitive gamification element of the class. 
There was agreement that the time in which Kahoot was used to bring focus. The 
observation data presented a number of keen insights on how the instructional strategies 
employed by the instructor lead to engagement. 

“Just memorizing the verbs is not useful. Real-world examples are the best way to deeply 
build meaningful understanding.” The instructor proceeds to formatively assess the 
students by engaging them with a number of real-world situations linked to the topic. The 
observation data is supported by the survey results that discusses authentic learning 
environments. 

One student shared that “Today we learned how to express probability in a language, as 
we viewed a weather video and its real-life application. It was a really great job done by 
the instructor because it helps us understand probability language better by using a real-
world situation.” 
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Theme 2. Timely feedback and student’s academic performance 

The instructor also used Poll Everywhere, Socrative, Go Formative, and Quizizz SRS’s to 
gather formative assessment data on the class. As a result, from conducting a pre and post-
assessment using the Poll Everywhere Word Cloud aggregate option, the instructor was 
able to make instructional adjustments in accordance to the challenges faced by students 
on their week eight listening test. This formative assessment data prompted specific 
instructor feedback as well as the creation of a chart that helped students visualize the 
main points of confusion.  

During the first focus group, the students were asked if they felt that the instructor 
integrated the SRS efficiently into the course. The response was very positive and the 
students commented that they usually have on average one Kahoot per lecture that covers 
the material to date. Students noted, “The instructor also used it [SRS] to review for 
quizzes. It's pretty nice.”  When asked if the use of the SRS in class exceeded, met or fell 
below expectations, three students shared that the instructor "met" because it was their 
expectation that the instructor would use the SRS in an efficient and meaningful way. 
Another member of this focus group agreed and added that prior to the class it was seen 
that the instructor was rated a 4.3 on the website Rate My Professor which they felt to be 
accurate. 

A number of students commented that, “It's fun to use the [SRS] systems because 
sometimes during the class you might get tired during the one and a half hours. Sometimes 
when you use these systems you can relax for a while. It's like playing a little game. It 
helps you understand your position in the class and it shows you how many people are 
doing it right or wrong.” Once again, these comments speak to the environment and culture 
that the instructor has created, and the SRS is a way of adding practical enhancements.  

An analysis of the student voice showed that the majority of students interviewed agreed 
that the SRS used worked well as a means of focus and review and did help break up the 
longer classes. When asked about the level of accessible technology, the data from both 
student focus groups strongly points towards an ease of accessibility, indicating “No 
challenges in accessing. Most people have a [mobile] phone on them.”  

Theme 3. Dispositional impact 

The students did highlight that even though they enjoyed the competition that Kahoot 
brought to the class, the skillful manner in which the instructor skipped over the winner 
board was noticed and appreciated by several students. This is supported by the focus 
group data collected pointing to the strong class culture that had been developed by week 
five when the focus group was conducted. 

“Class is fun, the exercises let us constantly talk to each other, the teachers and tutors are 
nice and care. We are able to make new friends since we have different partners in every 
class, it is fun and a good learning experience”.  

When the researchers conducted a Small Group Perception Survey on week five (mid-way 
through the ten-week quarter), the following questions were offered to students at the end 
of the class session:  

● What is contributing to student learning in this class (what is going well?) 
● What might need improvement to enhance learning? 
● What is one concrete action which the instructor can act upon now that might 

improve learning? 
● Share one word that describes the learning experience in this course. (Figure 4) 
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Figure 4. Word Cloud results of the dispositional question from the Small Group 

Perception. 

Accordingly, the efforts the instructor went to build a strong class culture was aided by the 
implementation of an SRS in the class. The data points to students’ dispositions being 
positively impacted by a fun environment that, “... was enhanced because of the SRS,” and 
it was noted that, “The instructor wants us to achieve greatness.”  The students commented 
that while there was an element of pressure, it did not adversely impact the learning 
environment. “I feel the pressure in Kahoot even though it doesn't apply to the course… 
it's not negative, but there is a little pressure. But that motivates us.” The focus group 
revealed that some students did question how much they learned from the Kahoot quizzes. 
One student said, “I like it but not sure if I am learning. I think when using Kahoot, it is a 
review process. I think Kahoot is used as a wake-up call. It is more a means to check and 
review.” This is further supported by the focus group results with students commenting 
that they like the fact that they are able to rank and highlight what needs to be reviewed. 
The students did reference their experience in other classes that used iclickers, and noted 
that, “The environment was enhanced because of the SRS. When I go to other classes, I 
feel a lot of pressure and a lot of the workload is on me. I am going to be having fun in class 
and this allows for a better learning environment.” 

The results from the student focus groups revealed that the majority of the students feel 
that the SRS that has been integrated into class has assisted reviewing the material, 
identifying misconceptions and creating a fun and competitive learning environment. The 
data also supports the fact that the SRS is important to provide timely feedback and a 
positive dispositional state, however, overwhelmingly it is the instructor that builds a 
learning environment conducive to learning. The SRS’s used are an important component 
of this environment, however, they do not define it.  

CONCLUSION  

Throughout the qualitative and quantitative data analysis in this study, the implementation 
of no-cost SRS adds values to students’ learning in this Japanese class. Despite the 
integration of multiple data points, this study presented limitations. The instructor’s 
relatively small class size of 35 students limits the generalizability of the findings in relation 
to instructor integration of SRS, respective student performance, and dispositional 
qualities. Additionally, there are uncontrollable external variables that have the ability to 
influence this research. Most notably, the course instructor shared that students enter the 
Japanese course with varying levels of language ability and the majority of the students 
are mainland Chinese students. This does not necessarily imply stronger Japanese 
language knowledge prior to the course, but it does present a potentially uneven starting 
point for developing the language. Through statistical analysis comparing students’ 
academic performances with a different group at the same institution, the differences of 
the final exam scores between the two groups were found to be statistically significant. 
However, the class size, time, and the instructor were different. Also, the implementation 
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of formative assessments as a quick check-up and review before each quiz and exam may 
have supported students, even without the use of technology. In the compared group 
(Group 2), formative assessments were not frequently included as a part of class activities 
before each quiz and test. Based on the conditions in the two groups, it can be suggested 
that formative assessments and prompt feedback may have supported students’ academic 
achievement. However, further investigation is necessary to determine the amount of 
formative assessments with the use of no-cost SRS are effective for students, compared 
with other forms of formative assessments without the use of technology.   

 The course was also restricted by the physical classroom environment, which did not 
readily lend itself to active teaching. Figure 5 is a picture of the classroom used for this 
course. The maximum capacity of the classroom was 35 and 30 students were enrolled in 
the course. Even though the focus of this paper was to examine the effective use of no-cost 
SRS, students’ physical learning environment is a critical factor for their positive academic 
performance. When students used SRS, facing the screen of the projector was not an issue. 
However, when students worked on pair and group work activities, moving and arranging 
desks to cultivate students’ communication and collaboration was difficult due to limited 
classroom space. Another variable related to students in the course was whether someone 
was taking the course for a letter grade or a pass/no pass. In the introductory Japanese 
Course, there were two students who did not take the course for a letter grade and this 
could have influenced the level of motivation for two of the course participants. One of 
these two students exhibited poor attendance that could have been a result of not taking 
the course for a letter grade. 

 

 
 

Figure 5. Picture of classroom used for Introduction to Japanese 

Despite the aforementioned variables, there was a great deal of promise in utilizing a host 
of SRS tools effectively to gain a pulse of the student experience in the classroom. This 
course instructor has a great deal of experience implementing SRS in her instruction and 
this data reinforced her initial impetus to integrate SRS. Colleagues teaching Japanese have 
expressed interest in learning similar tools and there is an opportunity to examine the 
broader impact of SRS implementation department-wide in the future. Furthermore, this 
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study can be extended to compare different Japanese courses that integrate SRS alongside 
traditional Japanese lectures to see if there are differences in student performance and 
disposition. 

REFERENCES 

American Council on the Teaching of Foreign Languages. (2010). Maximum class size. 
Retrieved from https://www.actfl.org/news/position-statements/maximum-class-size  

Angelo, T. A., & Cross, K. P. (1993). Classroom Assessment Techniques: A Handbook for 
College Teachers (2nd Ed.). San Francisco: Jossey-Bass. 

National Standards in Foreign Language Education Project. (2015). World-readiness 
standards for learning languages. Alexandria, VA: American Council on the Teaching of 
Foreign Languages.   

Alsawaier, R. S. (2018). The effect of gamification on motivation and engagement. 
International Journal of Information and Learning Technology. 35(1), 56-79. 

American Council on the Teaching of Foreign Languages. (2017). Statement on the role of 
technology in language learning. Retrieved from https://www.actfl.org/news/position-
statements/statement-the-role-technology-language-learning  

Atkinson, R. C., & Shiffrin, R. M. (1971). Human memory: A proposed system and its control  
processes. Advances in Research and Theory, 2, 89-195. 

Bandura, A. (1977). Social learning theory. Englewood Cliffs, NJ: Prentice Hall Publishers. 

Bain, K. (2012). What the best college students do. Cambridge: Belknap Press of Harvard. 

Bojinova, E., & Oigara, J. (2013). Teaching and learning clickers in higher education. 
International Journal of Teaching and Learning in Higher Education. 25(2), 145-165.  

Choudhury, A., & Hargis, J. (2017). The confusion button: A formative assessment to 
identify real-time student misconceptions. Turkish Online Journal of Distance Education, 
3(2), 1-16. 

Crews, T. B., Ducate, L., Rathel, J. M., Heid, K., & Bishoff, S. T. (2011). Clickers in the 
classroom: Transforming students into active learners. EDUCAUSE Research Bulletin. 
Retrieved from http://its.unl.edu/pdfs/Educause%20SRS%20success.pdf  

Davidson, J., & Hargis, J. (2016). The challenges of determining student engage in a digital, 
mobile learning age. Special edition on Mobile learning as a scholarship for teaching and 
learning. Glokalde eJournal, 2(4). 

Davies, J., Welch, C., & Hargis, J. (2008). The bridge course design: Formative assessment 
and student-centered learning in cross-course classrooms. International Journal for the 
Scholarship of Teaching and Learning, 2(2). doi:10.20429/ijsotl.2008.020206   

Drabkin, R. (2015). Mastery/Competency-Based feedback boosting student engagement. 
Retrieved from https://er.educause.edu/blogs/2015/12/mastery-competency-based-
feedback-boosting-student-engagement  

Dwyer, C., & William, D. (n.d.). Using classroom data to give systematic feedback to 
students to improve learning. Retrieved from 
http://www.apa.org/education/k12/classroom-data.aspx  

Gagne, R. (1973). The conditions of learning. New York, NY: Hold, Rinehard & Winston. 

Finn, J. D. (1998). Class size and student at risk. What is known? What is next? Retrieved 
from https://files.eric.ed.gov/fulltext/ED418208.pdf  

Fischer, C. M., Hoffman, M. S., Casey, N. C., & Cox, M. P. (2015). Software-based student response 
systems: An interdisciplinary initiative. Journal for Learning in Higher Education, 11(2).  



 38 

 

Gunn, E. (2014). Using Clickers to collect formative feedback on teaching: A tool for faculty 
development. International Journal for the Scholarship of Teaching and Learning, 8(1). 
doi:10.20429/ijsotl.2014.080111  

Hargis, J. (2000). The Self-regulated learner advantage: Learning science on the Internet. 
Electronic Journal of Science Education, 4(4). 

Hargis, J., & Soto, M. (2017). A proposal to use classroom observations as assessment data 
to measure and evaluate effective teaching. The Online Journal of New Horizons in 
Education, 7(2), 6-17. 

Hattie, J., & Timperley, H. (2007). The Power of Feedback. Retrieved from  
http://journals.sagepub.com/doi/abs/10.3102/003465430298487  

Iwamoto, D., Hargis, J., Taitano, E., & Vuong, K. (2017). Analyzing the efficacy of the testing  
effect using Kahoot on student performance. Turkish Online Journal of Distance Education, 
18(2). 

Looney, D., & Lusin, N. (2018). Enrollments in languages other than English in United States 
institutions of higher education, summer 2016 and fall 2016: preliminary report. Retrieved 
from https://www.mla.org/content/download/83540/2197676/2016-Enrollments-
Short-Report.pdf  

Marotta, S., & Hargis, J. (2011). Active learning strategies for mathematical classes. 
Problems, Resources, and Issues in Mathematics Undergraduate Studies, 21(4), 377-392. 

McLaughlin, B., Rossman, T., & McLeod, B. (1983). Second language learning: An 
information‐ processing perspective. Language learning, 33(2), 135-158. 

Mork, C. (2014). Benefits of using online student response systems in Japanese EFL 
classrooms. The JALT Call Journal, 10(2), 127-137. 

Mueller, C. & Dweck, C. (1998). Praise for intelligence can undermine children’s motivation 
and performance. Journal of Personality and Social Psychology, 75, 33-52. 

Nyikos, M., & Oxford, R. (1993). A factor analytic study of language‐learning strategy use: 
Interpretations from information‐processing theory and social psychology. The Modern 
Language Journal, 77(1), 11-22. 

Partnership for 21st Century Learning. (2015). P21 framework definitions. Retrieved from 
http://www.p21.org/storage/documents/docs/P21_Framework_Definitions_New_Logo 
2015.pdf  

Pintrich, P. R., Cross, D. R., Kozma, R. B., & McKeachie, W. J. (1986). Instructional 
psychology. Annual Review of Psychology, 37, 611–651. 

Pintrich, P. & Schunk D. (1996). Motivation in education: Theory, research, and 
applications. Englewood Cliffs, NJ: Merrill/ Prentice Hall. 

Puentedura, R. R. (2006). Transformation, technology, and education. Retrieved from 
http://hippasus.com   

Samuels, J., Gaugler, K., & Kronenberg, F. (2018). The road to the lost city of “c”: from 
simulation to reality. The Language Educator, 13(4), 44-47. 

Schunk, D. H. (1996). Learning Theories (2nd ed.). Englewood Cliffs, New Jersey: Merrill, 
an imprint of Prentice Hall.  

Skinner, B. F. (1968). The technology of teaching. New York: Appleton-Century-Crofts. 

 



 39 

Stanley, G. (2015). Language learning with technology: Ideas for integrating technology in 
the classroom. Cambridge, UK: Cambridge University Press.  

Wang, C., & Winstead, L. (2016). Handbook of research on foreign language education in 
the  digital age. Hershey, PA: IGI Global. 

Wiggins, G. (1998). Educative assessment: Designing assessments to inform and improve 
student performance. San Francisco, CA: Jossey-Bass Inc. 

Yee, K., & Hargis, J. (2011). Google Moderator & clickers, Turkish Journal of Distance 
Education, 12(2), 9-12. 

Zimmerman, B. J., Bandura, A., & Martinez-Pons, M. (1992). Self-Motivation for Academic 
Attainment: The Role of Self-Efficacy Beliefs and Personal Goal Setting. American 
Educational Research Journal, 29(3), 663-676.  doi:10.3102/00028312029003663. 

 

BIODATA and CONTACT ADDRESSES of the AUTHORS 

 

Junko Tokuda Simpson, EdD Dr. Simpson is a lecturer of Japanese at the 
University of California San Diego. Her research interests are pedagogy 
for language learning, technology integration in language education, 
assessment, and material development. She actively presents at 
national conferences on these topics. She designed and developed video 
learning materials to implement flipped classroom models in the first-
year Japanese series at UC San Diego. Currently, she has been working 
on the development of online Kanji learning resources for instructional 
and supplemental purposes. She is one of the authors of the online 

Japanese textbook “Monty’s Bridge to Tomorrow” (University of Alaska, 2014). She 
received the Hamako Ito Chaplin Memorial Award for Excellence in Japanese Language 
Teaching in 2017 and was the president of the Teachers of Japanese in Southern California 
in 2018-2019. 

jtsimpson@ucsd.edu 

  

Paul Hadjipieris, MA. Mr. Hadjipieris is an instructional designer in the Center 
for Teaching at the University of California San Diego. He holds an MA, in 
history from Edinboro University of Pennsylvania. His research agenda is on 
educational technologies and their classroom application. 

phadjipieris@ucsd.edu 

 

Sheena Ghanbari Serslev, EdD Dr. Serslev is the Associate Director of 
Institutional Assessment at George Mason University and prior to joining 
George Mason University, was the Associate Director of Engaged Teaching 
at UC San Diego. Her research interests blend faculty development and 
program assessment with creativity and learning. Dr. Serslev completed 
her Bachelors in Visual Arts and Communication from UC San Diego, 
Master’s in Arts Management from Carnegie Mellon University, and 
Doctorate in Educational Leadership from UC San Diego and CSUSM.   
ghanbarisheena@gmail.com 

 



 40 

Jace Hargis, PhDDr.  Jace HARGIS is currently a Professor and Director of 
the Center for Teaching and Learning (CTL) at NYU Shanghai. His prior 
positions include a CTL Director at the University of California; a Professor 
and Associate Provost in Hawaii; a College Director in Abu Dhabi, UAE; an 
Associate Professor and Assistant Provost in northern California; and an 
Assistant Professor and Director of Faculty Development in Florida. He has 
authored a textbook, an anthology and published over 150 academic articles 
as well as offered hundreds of academic presentations. He has earned a BS 
in Oceanography from Florida Institute of Technology; an MS in 

Environmental Engineering Sciences and a PhD in Science Education from the University of 
Florida. Dr. Hargis' research focuses on how people learn while integrating relevant and 
meaningful instructional technologies.  jace.hargis@gmail.com 

  


