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I. EXECUTIVE SUMMARY

Education for Sustainable Development (ESD) “empowers learners to take informed decisions and
responsible actions for environmental integrity, economic viability and a just society for present and
future generations” (UNESCO, 2017, pp.7). ESD approaches foster students’ construction of
environmental knowledge, values, beliefs, norms, required for positive societal transformation
(UNESCO, 2014, p. 34). The Japanese Ministry of Education, Culture, Sports, Science, and Technology
(MEXT) is currently working towards the integration of ESD in Higher Education (HE) as a follow-up
to the Decade of Education for Sustainable Development (DESD) of the United Nations (2005-2014),
which received strong backing from the Japanese government. In 2015, the United Nations adopted
the Sustainable Development Goals (SDGs) as a way to build on the success of the Millennium
Development Goals (MDGs) and the DESD to serve as a call to global action to protect the
environment, end poverty, and promote peace and prosperity. Since that time, many Japanese
institutions have promoted the SDGs and ESD as a means for addressing urgent domestic issues,
contributing to overcoming these issues globally, and using ESD as an approach to educate about the
Sustainable Development Goals (SDGs).

The integration of ESD in Japanese HE has faced several challenges such as a lack of familiarity with
ESD approaches by faculty, limited opportunities for students to study ESD, and confusion about how
ESD can be implemented. However, most Japanese university students are required to study English
as a Foreign Language (EFL) and ‘environmental’ and ‘sustainability’ are popular learning themes in
the EFL classroom. This would imply that EFL courses are potential pathways for “mainstreaming”
ESD in tertiary education. This thesis sets out to understand how ‘sustainability’ content is currently
being introduced in Japan’s tertiary EFL courses through an analysis of textbooks and how ESD best
practices can be applied in the language classroom through a program-effects case study. Three main
Research Questions (RQs) have been posed below:

e RQ1: How is ‘environmental’ and ‘sustainability’ content presented in Japanese Higher
Education EFL textbooks and is this contributing to students’ construction of environmental
knowledge, values, beliefs, and norms?

e RQ2: How is the image-text interplay presented in Japanese Higher Education EFL textbooks
and is this contributing to students’ construction of environmental knowledge, values, beliefs,
and norms?

e RQ3: How can ESD best-practice be integrated into the Japanese Higher Education EFL
Classroom and can ESD best-practice contribute to students’ construction of environmental
knowledge, values, beliefs, and norms?

Between 2016 and 2018, the author conducted research on textbooks commonly used in Japanese
HE within the EFL classroom. The author built a corpus of more than 55,000 words garnered from
textbooks and used several novel analysis tools to analyze the corpus including text analysis, data
mining techniques, and corpus analytical tools like ANTCONC software. A separate corpus of images
found in the textbooks was constructed, and the text-image interplay was analyzed used similar
techniques. The research results showed that EFL textbooks used in Japanese HE containing
sustainability content show limited intent to influence students’ environmental values, beliefs, and
norms. Furthermore, environmental content is often disconnected from other content, limiting the
ability of students to contextualize their understandings of environmental content. Students are



rarely challenged by the texts on their beliefs and values about the environment in order to foster
adoption of Pro-Environmental Behaviors (PEBs), the ultimate aim of ESD. Lastly, the text-image
interplay further supported the textual and corpus analysis findings as the images, another tool that
can be used to influence students’ environmental beliefs and values, were seldom used to strengthen
students’ knowledge, values and beliefs about the environment. In summary, textbooks that
commonly use ‘environmental’ and ‘sustainability’ content were rarely furthering the goals of ESD,
which is PEB, thus presenting a missed opportunity for EFL textbook writers and curriculum designers
to not only further students’ language skills but also to empower students for adopting positive
sustainability practices.

Between Fall 2016 and Fall 2017, the author conducted a program-effects case study at Kwansei
Gakuin University, where he was employed as an Associate Lecturer of English (ALE). The author
taught a Special Topics (ST) course in ‘Environmental Ethics’ during the Fall 2016 and Fall 2017
semesters and collected data from his classes such as reflection tasks, exam marks, survey data, and
semi-structured interviews. The research examined the difference between a Content and Language
Integrated (CLIL) course (Fall 2016) and an ESD best-practice CLIL course (Fall 2017). Results from the
program-effects case study show that students benefited from the ESD best-practice CLIL course by
showing an improvement in marks, motivation, and, significantly for this study, a demonstrable
increase in environmental values, beliefs, and norms. Thus, ESD best-practice integration into the
language classroom was found to promote students’ environmental literacy, suggesting wider
implications for university EFL instruction.

This research is unique as the first attempt to investigate integration of ‘environmental’ and
‘sustainability’ content in Japanese EFL classes. There are significant bodies of research in EFL and
ESD separately, but very little research has been done on how ESD can be integrated into the EFL
classroom in HE. Furthermore, the research has implications that stretch beyond Japanese HE, and
can be applied more broadly in international contexts where ‘environmental’ and ‘sustainability’
content is used in language teaching.

The author concludes with a Language Education for Sustainable Development (LESD) Framework
(Figure 6.1), which is based on the results of the textbook analysis and program-effects case study.
The framework aims at informing university teachers on how to integrate ESD into the language
classroom. This Framework also aims to promote effective mainstreaming of ESD in HE to empower
university students with the knowledge, skills, values, beliefs, and desire to work towards a more
sustainable future.
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Textbook Analysis, VBN-Model, KPV-Model, Environmental Education (EE), Language Education for
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CHAPTER 1: INTRODUCTION

1.1 Overview

This chapter will introduce the scope and main themes of the research. The literature is organized
around three main areas: Education for Sustainable Development (ESD), English as a Foreign
Language (EFL), Mainstreaming ESD in the EFL Classroom. Currently, ESD as a discipline and EFL as
a discipline have significant bodies of literature but no literature is looking at the nexus between
the two disciplines. This thesis seeks to investigate this gap in the literature and better understand

how ESD can be integrated into the language classroom in Higher Education Institutions (HEls).

1.2 Education for Sustainable Development

1.2.1 The Emergence of ESD

During the 1960s and 1970s, significant awareness of environmental concerns emerged worldwide
because of widespread incidents of environmental degradation and pollution. For instance, Rachel
Carson’s 1962 seminal publication, ‘Silent Spring’ (Carson, 1962), outlined concerns about chemical
pesticides, challenged the responsibility of science for protecting the environment, and questioned
the “dirty side” of technological progress. Her publication, followed by many other reports by
concerned scientists and citizens, alarmed citizenry, raised public environmental consciousness, and
fostered new approaches to education. Environmental Education (EE) was largely the product of the
public awakening to the realities of pollution and environmental destruction following Carson’s

work.

Environmental Education (EE) is widely understood as a “rich mixture of teaching strategies, subject
matter, learning locations, and multi-disciplinary complexity” that is aimed at improving
environmental literacy. EE did not just impart environmental knowledge on students, but had them
strive for deeper understandings that could be applied more broadly in the world around them
(Coyle, 2005, pp. 1-5). The popularity of EE grew and, In the 1970s, there were many conferences
focussing on Environmental Education (EE) and how to best implement it within the education
system, such as the Man and Environment Conference held in Stockholm in 1972. This was followed

by the UNESCO-UNEP conference on Environmental Education in Thilisi in 1997, the Brundtland



Commission on Environment and Development in 1987, and the UNCED Earth Summit in Rio de
Janeiro in 1994, which further developed EE, but also started to define and build the concept of
‘Sustainable Development’ (SD). Sustainable Development, as defined by the Brundtland Report’s
“Our Common Future” publication, is “development that meets the needs of the present without
compromising the ability of future generations to meet their own needs” (World Commission on

Environment and Development, 1987, p. 43).

The concept of Sustainable Development was further advanced by Agenda 21, a UN non-binding
action plan on Sustainable Development, that was released alongside the Earth Summit in 1994.
Agenda 21 stressed education as a critical factor in promoting environmental awareness and

building the capacities for sustainable development:

“Education, including formal education, public awareness and training should be recognized
as a process by which human beings and societies can reach their fullest potential. Education
is critical for promoting sustainable development and improving the capacity of the people
to address environment and development issues. While basic education provides the
underpinning for any environmental and development education, the latter needs to be
incorporated as an essential part of learning. Both formal and non-formal education are
indispensable to changing people's attitudes so that they have the capacity to assess and
address their sustainable development concerns. It is also critical for achieving
environmental and ethical awareness, values and attitudes, skills and behaviour consistent
with sustainable development and for effective public participation in decision-making. To
be effective, environment and development education should deal with the dynamics of
both the physical/biological and socio-economic environment and human (which may
include spiritual) development, should be integrated in all disciplines, and should employ
formal and non-formal methods and effective means of communication” (Agenda 21, 1992,

p. 36.3)

It was through these EE conferences in the 1970s to the 1990s, along with publications like Agenda
21 and the Brundtland Report, that the ideas of Education for Sustainable Development (ESD) began
to take shape (Wals & Kieft, 2010, pp. 11-15). ESD is an extension of Sustainable Development (SD)

focused on education and is tasked with identifying sustainable goals and working towards them in

2



order to confront and solve social, economic, and environmental problems (McKeown, 2002, pp.
13-14). Furthermore, ESD is a complex concept because it takes on many forms around the world,
is context specific, involves educating and training, and promotes the development of public
understanding (ibid). ESD can be understood as an umbrella term that expands on the original

premise of EE by centering the concept of sustainability in human-environment interactions.

Building upon this definition and looking to promote the concept of ESD more broadly, the United
Nations Decade of Education for Sustainable Development (DESD) (2005-2014) was approved at the
World Summit of Sustainable Development in 2002. The DESD puts forward the following vision for

ESD in education in its Framework for a Draft International Implementation Scheme:

“Education for sustainable development has come to be seen as a process of learning how
to make decisions that consider the long-term future of the economy, ecology, and equity
of all communities. ...This represents a new vision of education, a vision that helps people of
all ages better understand the world in which they live, addressing the complexity and
interconnectedness of problems such as poverty, wasteful consumption, environmental
degradation, urban decay, population grown, health, conflict and the violation of human
rights that threaten our future. The vision of education emphasizes a holistic,
interdisciplinary approach to developing the knowledge and skills needed for a sustainable

future as well as changes in values, behavior, and lifestyles” (UNESCO, 2003)

The overall goal of the DESD was “to integrate the principles, values and practices of sustainable
development into all aspects of education and learning” (UNESCO, 2012). According to the UNESCO
DESD Final Report, the greatest achievements of the DESD were the establishment of ESD polices
by member states, integration of ESD principles in educational curricula at many levels, and the
development of many new ESD learning approaches (UNESCO, 2014, p. 185). Furthermore, UNESCO
recognized the need to sustain the momentum built from the DESD and established the Global
Action Program (GAP) in November 2014 in Nagoya, Japan. GAP is prioritising the following five

areas to continue the push for ESD adoption, mainstreaming, and integration:

e strengthen education in sustainable development policy and sustainable development in
education policy;

e transform learning and training environments;



e build capacity of educators and trainers;
e empower and mobilize youth;

e and accelerate sustainable solutions at the local level (UNESCO, 2014, pp. 181-182).

In addition to GAP, the UN introduced the Sustainable Development Goals (SDGs), which includes
reference to ESD and reinforces the important role education plays in promoting more sustainable
societies as seen in Figure 1.1 below (UNESCO, 2014, pp. 40-41). According to UNESCO, the SDGs
are “an ambitious and universal agenda to change the world” with the aim of securing “a sustainable,
peaceful, prosperous, and equitable life on earth for everyone now and in the future” (UNESCO,
2017, p. 6). As part of the push for ESD in formal education, Higher Educational Institutions (HEIs)
play a major role in integrating ESD, and the 17 SDGs, into curriculum as well as through campus

sustainability initiatives.
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Figure 1.1: The Sustainable Development Goals (United Nations, 2016)



1.2.2 ESD in Higher Education

HEIs have several important responsibilities to further the ESD agenda. According to UNESCO’s

“Shaping the Future We Want: DESD (2005-2014)” Final Report, these responsibilities are:

e to prepare students for the future;

e to seek understanding of causes of global challenges and find solutions;

e todemonstrate excellence in sustainable development practices through good governance,
community relations and the management of the institutions” environmental footprint

(UNESCO, 2014, p. 141).

Universities play a major role in keeping the momentum of the DESD alive so many universities
have initiated efforts to integrate ESD across the curriculum, often as part of broader campus
sustainability initiatives (see Grierson & Hyland, 2012; Azapagic, Perdan, & Shallcross, 2005; Barlett
& Chase, 2013; Barth, Michelsen, Rieckmann, & Thomas, 2016; Barlett & Eisen, 2002). For example,
many engineering programs have revised curricula to include ESD concepts and skills (Minster, et
al., 2013). In general, ESD has seen significant progress in campus sustainability initiatives, like

campus greening, but there are several areas where ESD has proven challenging.

Many fields, such as nursing, drama and architecture, have been slow to integrate or mainstream
ESD in their curriculum either out of institutional resistance to change (Corcoran & Wals, 2004;
Stevenson, 2006; Johnston, 2013), or because the concepts do not easily translate into the subject
areas (Goodman and Richardson 2010; Kleiman 2010). Regardless of the challenges, ESD has been

widely adopted by universities around the world and embraced in many countries like Japan.

1.2.3 The Role of ESD in Japanese Higher Education

UNESCO has made significant effort in order to have countries make linkages to ESD in their national
policies and educational systems and the Japanese government “has been a major donor and
supporter of cooperative regional efforts to promote sustainable development through education”
(UNESCO 2014, p.46). Japan has also made significant efforts at home to integrate ESD into its

educational policy.



Japan’s Ministry of Education, Culture, Sports, Science, and Technology (MEXT) is not only
promoting the use of English in HE as part of its policy of internationalization, it has also drawn up
a plan for ESD at all levels of education (Ministry of Education, Culture, Sports, Science and
Technology, 2016). To be clear, formal ESD falls under the responsibility of MEXT, whereas non-
formal ESD falls within the purview of the Ministry of the Environment (MOE), which was a strong
supporter of the DESD (Singer and Nagata 2017). MEXT has an ESD Action Plan for Japanese HE

institutions with the following aims:

e toencourage everyone and every organization to participate in the creation of a sustainable
society within the period 2005 to 2014;

e to address the integrated development of the environment, economy, and society, with
issues that focus on environmental conservation as a starting point;

e to increase awareness of the challenges facing developing countries and strengthen
cooperation with them (Ministry of Education, Culture, Sports, Science and Technology,

2016, p. 5).

However, the implementation of ESD programs and initiatives in Japanese higher education has
been slow to develop compared to progress at the primary and secondary level (Singer and Nagata
2017, 28). ESD integration is not occurring very quickly in Japanese HE within the formal curriculum
so students are often not exposed to ESD concepts in university unless they take courses related to
sustainable development. On the other hand, English is mandatory to a certain extent in all Japanese
universities in line with the policies of the Japanese government. UNESCO has recognized that
finding ways to better integrate ESD in university subjects is very important as a follow up to the
DESD and to implement the Sustainable Development Goals (UNESCO, 2017). ESD in Japan is
becoming more well-known through the promotion of the Sustainable Development Goals (SDGs)
in the lead up to the Osaka World Expo in 2025 and can be commonly seen in advertising throughout
Japan (Figure 1.2). Although SDG-related advertisements have proliferated in Japanese media,
there is no literature on whether this is building understanding of SDGs among Japanese university

students.
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Figure 1.2: Image of the Kyoto SDGs on a bus advertisement

Japan’s Ministry of Education, Culture, Sports, Science, and Technology (MEXT) regards ESD as an
integral part of Japanese education. All public primary and secondary schools require that each
grade’s curriculum include a prescribed number of hours for “integrated education,” which often
includes ESD themes such as environmental sustainability and local cultural heritage, although

implementation may vary by school. However, ESD in higher education is yet to be systematically

addressed:

“ESD implementation in curricula or student-led initiatives at Japanese universities have
lagged behind what can be found in primary and secondary schools and in universities in
many other developed nations, but sustainability-linked research and green campus efforts

are expanding” (Singer & Nagata, 2017, p. 28).

As mentioned above, ESD is being implemented throughout the Japanese education system but

there is still much debate about how to integrate ESD and what best-practice in higher education is.



1.2.4 Best Practice in ESD

ESD has many powerful implications for Higher Education Institutions (HEIs) if it is embraced as an
instrument for educating future leaders in society. First, the goal of ESD is essentially to integrate
the principles, values, and goals of sustainable development into the educational realm to promote
sustainable societies (UNESCO, 2012). In principle, it is important for HEIs to adapt and mainstream
ESD into disciplines as a way of educating future leaders in how to mitigate, become resilient to,
and fight challenges like climate change (UNESCO, 2017). Second, ESD has the potential to transform
educational institutions and disciplines through the ‘mainstreaming’ process, or the integration of
ESD into institutional policy and discipline course work. This means that universities around the
world can better adopt problem-solving approaches that integrate such ESD elements as systems
thinking, evidence-supported strategies, clear guidelines and competencies, and strong
collaboration between societal institutions including government and businesses (Wiek,
Withycombe, Redman, & Banas, 2011). Thus, HEls lead society in developing the transformational
technologies, ideas, strategies and policies that will mitigate the costs of environmental degradation
and lead to solutions. Lastly, ESD can be a powerful concept that serves as a nexus between
disciplines. Currently, HEIs face pressures to promote internationalization, interdisciplinary research,
and cross-disciplinary research. ESD, by its very nature, seeks to cross international divides because
global problems like climate change know no border, and the solutions to such problems are to be

found between disciplines.

ESD principles and learning approaches have been widely discussed in the literature. For instance,
ESD has been linked to the concepts of critical thinking, futures thinking, interdisciplinary thinking,
systemic thinking, ecoliteracy, collaboration, active learning and participatory learning, to name a
few (Tilbury & Wortman, 2004). Several recent publications have looked at ESD competencies in an
attempt to help teaching professionals mainstream ESD into their classrooms (Cebridn & Junyent,
2005; Wiek, et al., 2015; Brundiers & Wiek, 2011). For the purposes of this research and the

Japanese higher educational context that it takes place in, ESD best practice can be understood as:

1. Having a student-centered approach. According to Wiek et al (2015, pp.258), “a student-
empowered approach to competence acquisition is critical as many degree programs
elsewhere will face the challenge of integrating undergraduate or graduate students who

may have no prior exposure to competence-based sustainability education.”



2. Having an element of problem-solving and critical thinking in real-world sustainability issues.
Competence-based educational practices such as research projects that challenge students
critical thinking skills, research skills, and presentation skills are important so that students
can understand the complexity of real-world sustainability issues (Brundiers & Wiek, 2011).

3. Tasking students with Demonstrating knowledge of environmental and sustainability issues
and communicating this knowledge in a meaningful way. In other words, students should
be able to understand a complex issue like climate change or food waste, and to

communicate those insights to others so that the information is relevant and digestible.

The ultimate aim of integrating ESD best-practice into HEls is to promote Pro-Environmental
Behavior (PEBs) in people but this type of behavior change is much more challenging then it first

appears.

1.2.5 Promoting Pro-Environmental Behavior Using ESD

As written earlier, the ultimate aim of ESD is for students to adopt Pro-Environmental Behavior (PBE).
In recent years some popular conceptual models have been developed to explain the ESD learning
paradigm (Turaga, Howarth, & Borsuk, 2010, pp. 211-212). Stern’s Value-Belief-Norm Model (2000),
or the VBN Model, is one such conceptual model that has been very useful in understanding the
“underlying values relevant to the environmental action” (ibid, pp.213). Furthermore, the VBN-
Model links two previous models, the Norm-Activation model and the New Ecological Paradigm
(NEP) proposed by Dunlap and van Liere (1978), and it links environmental values (Biospheric,
Egoistic, and Altruistic) with the awareness of consequence, ascription of responsibility, personal
norms, and, most importantly, environmental behavior (See Figure 1.3). A significant body of
literature has been created using the VBN-model to explain environmental behavior such as studies

that looked at pro-environmental consumption behavior (Stern, 1999).
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Figure 1.3: Values, Beliefs, and Norms Model for environmental behavior
adapted from Bronfman, Cisternas, Lopez-Vazquez, de la Maza, & Oyanedel (2015)

According to Stern (2000), the concepts of Biospheric, Egoistic, and Altruistic form the basis of an
individual’s environmental values and ecological worldview, referred to as the New Ecological
Paradigm (NEP) within the VBN Model (Figure 1.3). Biospheric, as defined by the VBN Model, can
be understood as placing value on non-human aspects of the environment such as the feeling of
protecting an endangered animal. Egoistic can be defined as self-enhancement and is often
negatively correlated with pro-environmental norms (2000, pp.414). Lastly, Altruistic can be defined
as self-transcendent and is often positively correlated with pro-environmental norms. ‘Awareness
of consequence’ (AC) can be defined as an awareness that a person’s actions have consequences
for the welfare of others and ‘Ascription of Responsibility’ (AR) is the feeling of personal
responsibility to undertake an action (Turaga et al, 2010, pp.212). According to Schwartz (1973, p.
353) ‘Personal Norms’ (PN) are the “expectations people hold for themselves while underscoring
that these expectations derive from socially shared norms.” For example, people who feel that it is
important to carry a reusable shopping bag instead of using plastic bags hold this as a personal norm
and often these types of norms are inculcated by popular culture or social media campaigns.
Furthermore, personal norms such as the desire to carry a reusable shopping bag are highly

dependent on Altruistic and Biospheric values (Steg, Dreijerink, & Abrahamse, 2005). Ultimately, a
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person who has a strong desire to act on something (PN) will modify their ‘Environmental Behavior’

accordingly.

One way of measuring Values, Beliefs, and Norms is by designing survey questions that can be used
to measure the relationships between the elements in the VBN-model. Bronfman et al (2015), for
example, used a survey to study the environmental behaviors of a Chilean community using
sociodemographic and attitudinal data based on the VBN model. Their survey was divided into three
sections: a General Ecological Behavior (GEB) scale; a set of predictor variables based on the
environmental values of Biospheric, Altruistic, and Egoistic; and a set of attitudinal predictor
variables based on the VBN Model. The GEB scale was a set of questions using a Likert scale that
asked participants to measure their own behavior within six environmental subscales such as power
and water conservation. Predictor variables for Biospheric, Altruistic, and Egoistic were measured
by a Likert scale where participants answered questions about how much a statement represented
them. For instance, an example of one such statement in the Biospheric category was, “A person
who believes that everyone must look after the environment” (2015, p. 14140). Lastly, the survey
used a Likert scale to measure five attitudinal, predictive variables from the VBN Model: Ecological
Vision (EV) or ecological worldview, Awareness of Consequence (AC), Ascription of Responsibility
(AR), and Personal Norms (PN). An adapted survey based on the Bronfman et al (2015) survey has
been used for the purposes of this research in order to better match the student profile of the

Japanese students in Kwansei Gakuin University (KGU) (See Chapter 6).
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1.3 English as a Foreign Language

1.3.1 Emergence of English as a Foreign Language

Globalization has made English the dominant language of communication, entertainment,
education, and capitalism (Crystal, 1997). Furthermore, it has emerged as the lingua franca, or
common language, in Asia (Hamid & Nguyen, 2016, p. 26). As such, English has been integrated into
educational higher education curricula across Asia including Japan (Hu & McKay, 2012; Tsui &
Tollefson, 2007). Regardless of English’s contentious ascent as the world lingua franca, it is part of
the socio-political reality of the contemporary world (Hamid & Nguyen, 2016, p. 27). English as a
Foreign Language (EFL) is one of many disciplines that fall under the umbrella of Language Teaching
(LT), which also includes Content and Language Integrated Learning (CLIL), English for Academic
Purposes (EAP), and English as a Second Language (ESL). EFL is what English language teaching is

framed under in Japan as originally put forward by Braj B. Kachru’s circles in 1990.

Kachru was one of the first academics to start looking at the concept of “World Englishes’ (WE) and
‘English as the Lingua Franca’ (ELF). In a seminal 1990 paper entitled, “World Englishes and Applied
Linguistics,” Kachru sought to understand about the countries using English and how English was
taught within each country as shown in Figure 1.4 below. Although the population numbers in Figure
1.4 are currently outdated, the contemporary version of Kachru’s circles contains most of the same
countries today. English as a Foreign Language (EFL) can be defined as the use of English by speakers
of other native languages, otherwise known as the L1 language, and is considered in the ‘expanding
circle’ of Figure 1.4 where Japan is located. English as a Second Language (ESL) is another Language
Teaching (LT) discipline, which is represented as the “Outer Circle’ and can be defined as the use of
English by speakers who consider English as a second language, or L2. Lastly, the “Inner Circle” is

used to indicate the countries that natively speak English.
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The "Expanding Circle®

China 1,088,200,000
Egypt 50,273,000

Indonesia 175,904,000
Israel 4,512,000
Japan 122,620,000
Korea 42,593,000 E F L
Nepal 18,004,000
Saudi Arabia 12,972,000
Taiwan 19,813,000
USSR 285,796,000
Zimbabwe 8,878,000
The "Outer Circle”
Bangladesh 107,756,000
Ghana 13,754,000
India 810,806,000
Kenya 22,919,000
Malaysia 16,965,000
Nigeria 112,258,000
Pakistan 109,434,000 ES L
Philippines 58,723,000
Singapore 2,641,000
Sri Lanka 16,606,000
Tanzania 23,996,000

Zambia 7,384,000

The "Inner Circle”
USA 245,800,000
UK 57,006,000
Canada 25,880,000
Australia 16,470,000
New Zealand 3,366,000

Figure 1.4: The Relationship between world Englishes
Taken from Kachru (1990, pp.4)

Learners of EFL in the ‘expanding circle’ use English for international communication and, in cases
like Japan, English proficiency is widely used as a requirement for job applicants and university
entrance. Learners of ESLin the ‘outer circle’ use English for communication in multilingual countries,
such as India. Lastly, the ‘inner circle’ is where the majority of the population speaks English as the

primary language.
EFL has four important features, which has been summed up in four ways by Nation (2013):

Learners have clear and immediate needs;
Motivation to learn the second language (L2) is very strong;

There are out of classroom opportunities to observe, learn and use the language;

el A

Cultural and integrational aspects of language learning take on a special importance.

A typical EFL classroom environment uses reading, listening, speaking, and writing activities to

develop learner fluency and uses a variety of teaching techniques, such as Extensive Reading (ER),
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to improve fluency (Nation, 2013, p. LOC 245). Significant resources and time are dedicated to

learning English in Japan.

1.3.2 EFL in Japan

The features of EFL mentioned previously can be observed in Japan, as most Japanese students have
clear and immediate needs to use English for accessing online information and working in a
globalizing society. English has become an integral part of the education system in Japan since 1989,
where English oral communication was first introduced into the high school curriculum. Since then,
English has been made a compulsory subject in secondary education. (Chang, 2011, pp. 197-198).
Generally speaking, Japanese learners are motivated to learn English because they see the language
as an opportunity often tied closely to higher paying jobs or professional opportunities. It is also a
language that is tied closely with Western culture and entertainment. In terms of opportunities to
observe, learn and use English, it is commonly seen in urban environments, used on TV, and even
can be seen written on trendy t-shirts. Chang (2011, pp 202-203) writes that English plays an
important role in Asian countries like Japan because it is seen as a way to speed up national
development, understand other cultures and as a tool for international communication. Clearly, we
can see that EFL and, specifically, the learning of English, is an important part of the education

system in Japan and plays an important role in a globalizing world.

EFL, as a discipline, falls under the Language Teaching (LT) umbrella, it takes many forms in higher
education, such as Content and Language Integrated Learning (CLIL), which takes the teaching

English aspects from EFL and combines it with content.

1.3.3 Content and Language Integrated Learning in Japanese Higher Education

According to Rick de Graaff (2016), CLIL is essentially the fusion of language and content in learning,
teaching, and research where the teacher’s role is to support learners in their second language, or
L2, while being attentive to the language needs of the learners. In other words, this is a course that
balances the teaching of language skills with a depth in content that offers students knowledge and
understanding beyond a surface level. CLIL is commonly found in first and second year

undergraduate university courses where professors are asked to teach their subject area in EFL
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learners. The challenge for teachers in this situation is to make the content, environmental ethics
for instance, accessible to second-language learners in English and to scaffold the content in the
course in a way that both offers English skill practice and useful content in the area of study. The
use of scaffolding or designing a curriculum that introduces simpler language skills early in a course

of study and then advances them over the course of the study, is common in Language Teaching.

The benefits of CLIL courses are multiple according to Coyle (2008, pp. 104-105) and include the

following:

¢ Raise learner linguistic competence and confidence;

¢ Raise teacher and learner expectations;

e Develop risk-taking and problem-solving skills in the learners;

¢ Increase vocabulary learning skills and grammatical awareness;

¢ Motivate and encourage student independence;

o Take students beyond ‘reductive’ foreign language topics;

e Improve L1 literacy;

e Encourage linguistic spontaneity (talk) if students are enabled to learn through the

e Develop study skills, concentration—learning how to learn through the foreign

e Generate positive attitudes and address gender issues in motivation;

e Embed cultural awareness and intercultural understanding into the curriculum.
As the benefits of CLIL are multiple, many teachers in Japanese HE have adopted CLIL approaches in
their classrooms. In order to do this effectively, many teachers use textbooks to teach both CLIL and

EFL courses.

1.3.4 The Role of Textbooks in Japanese Higher Education

Japanese tertiary EFL and CLIL courses rely heavily on textbooks that are produced by big
international publishers like Cengage, Oxford University Press, and Pearson Longman. “Textbooks
represent one of the pillars of formal education and they often represent the actual curriculum,
since they may heavily influence the content, the approach, and the teaching style” (Caravita, et al.
2008, 99). In fact, EFL textbooks in Japanese higher education are often representative of the whole
curriculum of language teaching, as many university programs rely on EFL textbooks as the only or
main part of the curriculum. This means that these textbooks determine the sequence of topics and

the topics themselves, and through the text they offer values and beliefs to students. However, very
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little research into these values and beliefs have been done in terms of how they affect Japanese

student’s construction of knowledge, beliefs, and values about the environment.

Currently, Japanese students in higher education are not mandated to engage in ‘environmental
education’ in order to graduate, and many students only get exposed to these ideas in a limited way
through EFL textbooks. Thus, better ways to mainstream ESD into the EFL classroom could help to

bridge this gap.

1.4 Mainstreaming ESD in the EFL Classroom

In terms of internationalization, MEXT has dedicated significant resources to promote English as a
medium of studies in Japanese universities and to promote the globalization of HE in Japan.
According to a MEXT publication entitled, ‘Higher Education in Japan,’ there is a clear push towards

English as a medium of instruction:

“Amid ongoing globalization, in order to develop an educational environment where
Japanese people can acquire the necessary English skills and also international students can
feel at ease to study in Japan, it is very important for Japanese universities to conduct lessons
in English for a certain extent, or to develop courses where students can obtain academic
degrees by taking lessons conducted entirely in English” (Ministry of Education, Culture,

Sports, Science, and Technology, 2016, p. 17).

Furthermore, MEXT is at the forefront of developing 30 Japanese universities as the center for
internationalization in HE with a significant budget of 4.1 billion Yen per year for the ‘Top Global
Universities Project’ (Ministry of Education, Culture, Sports, Science, and Technology, 2016, p. 19).
This program has English at the core of its implementation plan with, for example, the creation of
English University programs, the hiring of English teaching staff, promoting international
cooperation, and bringing in English-speaking students from overseas as the goals. The Japanese
government clearly has an interest in increasing the level of English for Japanese students but to

also to promote Japan as a globalizing society.

In terms of internationalization, MEXT has dedicated significant resources to both promote English

as a medium of studies in Japanese universities and to promote more internationalized education
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by instituting the Global 30 program and the Top Global University Project. MEXT has also drawn up
an Action Plan as the capstone to the DESD with goals that push Japanese HE institutions to integrate
principles of sustainability into policy and curriculum. Clearly, the Japanese government sees a need
for students who not only have English language skills but are also versed in the concepts of
sustainability to meet the challenges of a globalizing and environmentally threatened world.
Furthermore, the promotion of EFL in Japanese higher education can be seen as a means of fostering
students who can live and work abroad, students who are linguistically competent in a globalizing

workplace, and, more broadly, future citizens who can represent Japan in a globalizing world.

Mainstreaming ESD in all disciplines, including English-language education, is an important goal of
ESD in order to educate students in sustainable best practices and promote the creation of a
sustainable future. Although EFL may not be intuitively related to ESD, English education can

contribute significantly in two important ways:

1. First, many topics commonly found in EFL textbooks and classrooms fall within the purview
of ESD and;

2. Secondly, English education can play a significant role in not only promoting sustainability
concepts, like those found in the Sustainable Development Goals (SDGs), but also initiating

a dialogue with the values, beliefs, and norms associated with sustainability.

As mentioned earlier, the SDGs feature some of the most pressing Sustainable Development (SD)
challenges the world currently faces and use ESD as a way to frame the SDGs from an educational
viewpoint. Integrating the SDGs in the EFL classroom is one way of introducing meaningful content

in the language classroom.

Japan’s Ministry of Education, as well as most sectors of society, recognizes that Japanese students
have a strong need to obtain mastery of English. Consequently, English is a compulsory subject in
primary, secondary and higher education (Chang 2011, 197-198). As for expanding ESD-linked
content, one approach is to seek to include in the curriculum some discussion of the United Nations
Sustainability Development Goals, or the SDGs (Figure 1.1). The SDGs include seventeen goals
ranging from, “No Poverty” to “Reduced Inequalities” (United Nations, 2016). Furthermore, each of
these broad goals opens onto a wealth of connected ideas and topics that would make for effective
chapters in English textbooks or engaging lessons. For instance, “Reduced Inequalities” can be used

to create materials on topics such as economic growth, landlocked developing countries, or income
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inequality between the rich and the poor. The material and topics that are provided by the SDGs
are extremely dynamic in their broad reach, and, more importantly, they deal with real social,

economic, and environmental problems with which students have a sincere interest in engaging.

EFL’s primary goal is to teach students English, which is often done through the use of content and
topics that help facilitate English discussion, writing, reading, and listening. However, the topics
used in EFL are often seen as secondary to the goal of learning English and are frequently
unappealing for students or are taught in superficial ways. Superficial treatment of topics may result
in EFL text content that is quickly forgotten by students as they proceed to the next chapter. Content
like the SDGs, however, include engaging and timely topics that can easily be connected to students’
fields of study. In addition, EFL, as a communicative and interactive discipline, offers numerous
possibilities for exploring topics in the classroom in meaningful ways. By its very nature, “... a well-
balanced [EFL] course consists of four equal strands: (1) meaning-focused input, (2) meaning-
focused output, (3) language focused learning, and (4) fluency development” (Nation, 2013). This
means that learners in EFL contexts are engaged in ample listening and reading (meaning-focused
input) and speaking and writing (meaning-focused output), are using language features such as
grammar and vocabulary (language focused learning) and are making use of what they know
(fluency development). These four strands can be strengthened by integrating interesting content
rather than by regarding content as simply a means, for instance, to teach a grammar point. By using
content as merely a means to an end, students are deprived of a genuine opportunity to weave in
the four strands meaningfully. Furthermore, the very nature of practicing a language allows for use
of this language in debates, conversations, and opportunities to reflect or offer opinions. This is not
only useful for learning a language but promotes engagement with attitudes and values. Therefore,
using the SDGs as a source of content in EFL courses will allow for a more meaningful teaching

opportunity in the classroom as well as more memorable lessons for students.

This dissertation seeks to understand how effectively environmental content is currently being
employed in EFL textbooks used in Japanese Higher Education and how Education for Sustainable
Development (ESD) can effectively be used in the language classroom to improve environmental

knowledge, values, beliefs, norms, and promote Pro-Environmental Behaviors (PEBs).
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CHAPTER 2: METHODOLOGY

2.1 Overview

This chapter elucidates supporting research questions and outlines the methodological approaches
used in this study. The structure and flow of the thesis is displayed in Figure 2.1 and detailed
information of the mixed-method approaches and tools used in the analysis of data is provided. This
research aims to understand how environmental content is currently being employed in EFL
textbooks and how ESD best-practice can be effectively integrated in the language classroom to

improve environmental knowledge, values, beliefs, and norms.

2.2 Research Scope, Research Questions, and Structure of the Thesis

The author applied a mixed-methodological approach, including corpus analysis, text analysis, text
mining, codification, Semi-Structured Interviews (SSls), and statistical analysis. The analysis can be

broken up into two main sections: Textbook Analysis and a Program-effects Case Study.
Overall, this thesis seeks to answer the following three research questions:

e RQ1: How is sustainability-linked content presented in Japanese Higher Education EFL
textbooks and is this contributing to students’ construction of environmental knowledge,
values, beliefs, and norms?

e RQ2: How is the image-text interplay presented in Japanese Higher Education EFL textbooks
and is this contributing to students’ construction of environmental knowledge, values,
beliefs, and norms?

e RQ3: How can ESD best-practice be integrated into the Japanese Higher Education EFL
Classroom and can ESD best-practice contribute to students’ construction of environmental

knowledge, values, beliefs, and norms?

The structure and flow of the thesis is summarized in Figure 2.1 below. The author first examines
how sustainability-linked content is currently being used in Japanese Higher Education in relation to

ESD. The author then explores how ESD best-practice can be used in the language classroom in
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Japanese Higher Education (HE) through research carried out with students over two semesters at
Kwansei Gakuin University (Kwansei Gakuin University, 2017). Finally, the author will make
recommendations for how ESD can be used in the language classroom through a Language
Education for Sustainable Development (LESD) Framework, also known as the ‘Framework for ESD

Integration into EFL as a Process’ (Jodoin & Singer, 2019) (Figure 6.1).

¢Analysis of how 'environmental' and 'sustianability' topics are used in English language texts in Japan (Chapter 3)
irwerll e Use of Text Analysis and Corpus Analysis tools

Analysis

eAnalysis of the text-image interplay in English language texts in Japan (Chapter 4)
LI NCAM »Use of Text Analysis, Corpus Analysis, and codification tools

Interplay of
Textbooks

eProgram effects case study of integrating ESD-best practice into the EFL classroom in a Japanese Higher Edcuation
Institution (HEI) (Chapter 5)
ESD in the EFL

ol | eUse of statistical and codification analysis tools

eFramework for Integrating ESD into the language classroom in Japan (Chapter 6)

Development of a
Framework

eDiscussion (Chapter 7) and conclusion (Chapter 8)

Discussion &
Conclusion )

Figure 2.1: Structure and flow of the thesis

2.3 Methodology

2.3.1 Textbook Analysis

From Fall 2016 to Spring 2018 the author collected samples of sustainability-linked content
commonly found in EFL textbooks used in Japanese university language classrooms. These sample
texts were often entire chapters found within an EFL textbook on themes ranging from climate
change to forests. The corpus was used to examine the linguistic information and the image-text
interplay. These texts were transcribed and composed a corpus of over 55,000 words and 140
images from a collection of over 30 sample texts as of Spring 2019. A built corpus is a powerful tool

for analysis that can be used to understand the linguistic information that is contained within the
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sample texts as well as understanding common themes, concepts, and ideas that appear over

multiple sample texts and imagery.

This research used a mixed-method approach to extract results from the built corpus. Four main
tools were used to extract results and analyse the corpus: ATLAS.ti, the programming language R,

Microsoft Excel, SPSS, and AntConc (Anthony, 2014).

The first tool was ATLAS.ti, which is a qualitative tool used to code texts and perform basic analysis.
The software was used to code texts and images found within a corpus using a codification
framework. This software allows the user to quickly view and code texts and images found within
the corpus and perform some basic analysis as well as quickly search the text for specific codes,

words, or images.

The second tool was the programming language R, which can perform very sophisticated
guantitative analysis using downloaded packages. Specifically, "tm", "SnowballCC", "RColorBrewer",
"ggplot2", "wordcloud", "biclust"”, "cluster", "igraph", “Rgraphvis” and the "fpc" packages were used
to analyse the corpus and produce the word cloud, graphs, and plots found below in the results
section. Furthermore, this process involved pre-processing the texts, which allows the user to
remove numbers, punctuation, and common words found in English (i.e. stopwords) in order to
better analyse the data (Murphy 2017). Stopwords are high frequency words found in the English
language and include words like ‘the’ and ‘and.” A list of stopwords, found in the “tm” or the ‘text

mining’ package is found in Figure 3.1 and can be removed from the corpus in the pre-processing

stage to better remove noise from the data.

The third tool was Microsoft Excel, to keep track of the data and perform basic statistical analysis
on the findings. Microsoft Excel as well as R provided many of the data visualizations found in this

thesis.

The fourth tool was SPSS, a software platform that offers advanced statistical analysis and is ideal
for the analysis of survey results using a Likert scale. SPSS was used in the analysis of survey results
used in the Program-effects Case Study and descriptive statistics and Independent Sample T-tests

were used.
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The final tool that was used was AntConc, which is a corpus analysis toolkit used for concordance
and text analysis developed by Laurence Anthony (2014). This tool is used to compare instances of
words found in the corpus. One main feature of AntConc used in this research is called Key Word In
Context (KWIC) concordance, which allows the user to look at the context in which each instance of
a word is found as well as the frequency in which it appears. This tool is very useful for corpus
analysis as it works well with small to mid-size corpora and is relatively easy to use. This tool was
used in combination with other tools in a novel approach to analyzing a corpus for the purposes of

answering the research questions.

2.3.2 Theoretical Approaches to Images and Text in Textbooks

Imagery plays a significant role in most learning contexts, whether in “image-text relations”
(Unsworth, 2006) or in multimodal constructions of knowledge (Kress, 2003; Weninger & Kiss, 2013).
The construction of knowledge is achieved through the interplay of written language and imagery
in contemporary writing, teaching, materials creation, and assessment (Guo & Feng, 2015, p. 115).
There is little dispute that imagery is a powerful medium to convey ideas and to support writing in
language teaching and education generally. Therefore, an analysis of the environmental imagery

used in EFL textbooks can offer another way to evaluate a textbook’s utility in promoting ESD.

Although there are many theoretical frameworks that can be used to understand the interplay
between text and imagery in textbooks (Kress & van Leeuwen, 2006; Halliday & Matthiesesen, 2004),
the didactics of the sciences (Astolfi, Darot, Ginsburger-Vogel, & Toussaint, 1997) as used by
Carvalho et al. (2008) will be adopted for this analysis. This theoretical approach to understanding
imagery is particularly useful for environmental studies because the theory has a strong natural
science dimension and it is based on the KVP model (Clément, 2006), which conceptualizes three
poles (Figure 2.2): Scientific knowledge (K), Values (V), and Social practices (P). Ultimately, ESD has
the goal of shaping future citizen’s behaviors so student knowledge about the environment (K), the
values students place on the environment (V), and the influences of this knowledge and values (P)

are important to understand.
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Scientific knowledge

K

C

Values ‘ P Social Practices
Figure 2.2: KVP model

In terms of Scientific Knowledge (K), for the purposes of this research images and their associated
text will be analysed for their relevance to contemporary environmental science in terms of the
facts and ideas presented. Values (V) are represented as the values, beliefs, ideologies, and opinions
imbued in imagery and text interplay. In terms of ESD, specific values that are communicated in the
sample texts and related to human-nature interactions are of particular interest. Social Practices (P)
are created by the actors in tertiary education, such as the faculty, students, and administrators, as
well as the textbook creators. Social Practices (P) could be representative of the messages, whether
social or scientific, that are contained within the image-text interplay as intentioned by the actors
associated with the text samples. The KVP model will be used as a tool for the analysis of image-text

interplay as well as a basis for the four conceptions and codification used in the analysis.

2.3.3 Program-effects Case Study

This research used a mixed-methodology utilizing both qualitative and quantitative techniques as
outlined in the timeline below (Figure 2.5). A program effects case study was adopted in order to
study how the inclusion of ESD best practice affected students’ marks, survey results, and reflection
tasks. A program effects case study is used to determine if changes in a course were a success or
failure (Davey, 1991). This Program-effects Case Study was carried out at Kwansei Gakuin University

(Kwansei Gakuin University, 2017) with students at the higher end of the English ability spectrum
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(CEFR B1-B2) in a Special Topics (ST) ‘Environmental Ethics’ course comparing the Fall 2016 students
to the Fall 2017 students. In this program effects case study, the integration of ESD best-practice in
the Fall 2017 course was compared to the pre-ESD Integration Fall 2016 course and student marks,
survey results, and reflection tasks were used to determine the effect. Figure 2.3 shows the
assessments that stayed the same between the Fall 2016 and Fall 2017 courses and were used as a
control. Figure 2.4 shows the assessments that changed between the Fall 2016 and Fall 2017 courses
and were analyzed to see if student values, beliefs, and norms changed between the two courses.
An overview of the criteria used for assessing student Reflection Tasks (RT), teacher-dictated

reading projects, poster presentations, and PowerPoint Presentations can be found in Appendix 3.

ASSESSMENTS THAT DID NOT CHANGE
BETWEEN 2016 & 2017

1 12 (3 ]4

STUDENT MID-SEMESTER REFLECTION TASK
FINAL EXAM (15%
PARTICIPATION (10%) EXAM (15%) ( ) (10%)
AND HOMEWORK
MARK (10%)
MULTIPLE CHOICE MULTIPLE CHOICE WRITE LETTER TO
THEMSELVES (START)

SHORT ANSWER SHORT ANSWER REFLECT ON LETTER (END)

Figure 2.3: Assessments used as a control in the program-effects case study
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CHANGES BETWEEN 2016 VS. 2017

{1 12 (3 14

STUDENT-LED GROUP POSTER PPT PRESENTATION MORE INTERACTIVE /
RESEARCH PROJECT 259 COMMUNICATIVE
PRESENTATION (25%) CLASSROOM ACTIVITIES
(15%)
. . 2017: FOURSOME PPT 2018: ACTIVITIES AND
RzggéAsghFoiggig‘N 2017: PAIR POSTER PRESENTATION REQUIRING TASKS CHOSEN FOR
PRESENTATION - FOCUS AN EXPERT INTERVIEW STUDENT ENGAGEMENT

ON EXTERNAL RESEARCH
2017: more lecture-based
classroom activities with
limited student engagement

2016: Reading project 2016: Teacher-dictated 2016: Teacher-dictated
dictated by the teacher research project research project

Figure 2.4: Assessments that changed in the program-effects case study

During the course of the research the Values, Beliefs, and Norms model (VBN-model: Figure 1.3) has
been adapted to inform the creation of the survey and analyze the reflection tasks (See Appendix
A3.6) based on the work of Bronfman, Cisternas, Lopez-Vazquez, de la Maza, & Oyanedel (2015) &
Turaga, Howarth, & Borsuk (2010). An adapted Bronfman et al (2015) survey was used and, where
possible, questions were modified to make them more pertinent to Japanese university students.

Each section, except section A, was measured using a Likert scale as represented in Table 5.1.

The marks and survey results were collected and analyzed using statistical software including SPSS
and Excel, and several kinds of analysis were applied comparing the Fall 2016 & Fall 2017 classes
including descriptive statistics and an Independent Sample T-test. Descriptive statistics were used
to describe some of the basic data collected from marks and survey results as well as to compare
the Fall 2016 and Fall 2017 classes. An Independent Sample T-Test was used to compare the means
of the two independent groups of students (Fall 2016 Vs. Fall 2017) in order to determine if there
are any statistically relevant indicators that show similarities and differences between the two

groups.
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A codification system (Table 5.2) based on the VBN-model was used to analyze student Reflection
Tasks and then compare this to the survey results. This codification was confirmed by an external

cross-checker for inter-rater reliability, and the results were analyzed using Excel.

Lastly, student interviews were carried out in the Spring and Fall of 2018 with three students (Figure
2.5). Consent forms (Appendix Al.2) were used and a Semi-Structured Interview (SSIs) style was
adopted with an interviewer protocol to guide the interview, but the conversation was allowed to
go off script at times. Interviews lasted about 30 minutes and were recorded for later analysis and

codification.

RESEARCH TIMELINE

FALL 2016 FALL 2017 SPRING/FALL 2018 SPRING 2019

Teach and collect data from CLIL Teach and collect data from ESD best Survey, RF, and follow-up interview data Complete write-up
‘Environmental Ethics’ course practice CLIL ‘Environmental Ethics’ analyzed from 2016 & 2017
course

SURVEY,

COLLECT DATA COLLECT DATA INTERVIEWS & RF WRITE-UP
ANALYSIS

)

6

Figure 2.5: Timeline for the program-effectscCase study research
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CHAPTER 3: AN ANALYSIS OF ENVIRONMENTAL CONTENT
FOUND IN ENGLISH LANGUAGE TEXTBOOKS USING A
CORPUS

3.1 Overview

This chapter examines the role that environmental topics play in English as a Foreign Language (EFL)
textbooks through an analysis of a corpus of more than 55,000 words garnered from EFL textbooks
commonly used in Japanese higher education. The research aimed to discover themes and patterns
found in the corpus by the novel application of text analysis, data mining techniques, and corpus

analysis tools.

3.2 Research Questions

This chapter examines the role that environmental topics play in EFL textbooks through an analysis
of a corpus of over 55,000 words garnered from EFL textbooks commonly used in Japanese higher
education through the use of text analysis, data mining techniques, and corpus analysis tools. This
chapter seeks to understand RQ1: How is sustainability-linked content presented in Japanese Higher
Education EFL textbooks and is this contributing to students’ construction of environmental
knowledge, values, beliefs, and norms? This research question can be broken into three sub-

research questions that helped to guide the analysis of the corpus:

1. How is sustainability-linked content presented in EFL textbooks?

2. Is sustainability content found in EFL textbooks contributing to the construction of
knowledge and the formation of beliefs and values about the environment?

3. Does sustainability content found in EFL textbooks link with ESD values, competencies, and

behavioral transformation?
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3.3 Methodology

The corpus is a collection of sample texts taken from a variety of EFL textbooks. These textbooks
range from low intermediate, or B1 on the Common European Framework of Reference for
Languages (CEFR) (Council of Europe (COE) 2001), to advanced, or C1 on the CEFR. Entire texts and
chapters were included if they were associated with an ‘environmental’ topic, including all
instructions, picture headings, grammar points, titles, and vocabulary. Most of the words found in
the corpus come from reading skill texts and some listening skill transcripts were added when they
were readily available. Many of the texts were written specifically for Japanese students, but the
majority of texts were from major publishers like Cengage Learning and Oxford University Press,
with little having been done to make the textbooks country or culture specific. In other words, many
of these textbooks were published for a broad EFL or English as a Second Language (ESL) audience.
Texts were chosen that dealt with an ‘environmental’ theme, which ranged from forests and green
technologies to climate change. EFL textbooks naturally prioritize teaching English, not
‘environmental’ concepts, values, and knowledge. Yet this research focuses on the topic content,
specifically the ‘environmental’ content and the construction of knowledge, beliefs, and values it

conveys to students.

Table 3.1 below outlines a simple comparison of evaluation criteria between a typical EFL textbook
and ESD materials. It is important to note that this is a very general overview and is purposely
fashioned to show the differences a materials creator would consider in the construction of
materials. The EFL textbook evaluation criteria below is from Mukundan, Hajimohammadi and
Nimehchisalem (2011) and is consistent with the literature on EFL textbook evaluation generally
(Rahimpour and Hashemi 2011; Ghorbani 2011). Caravita, et al (2008), on the other hand, provide
an overview of a textbook evaluation criteria used for ecology and environmental education. The

contrast between the two evaluative criteria is significant.
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Table 3.1: Comparative evaluation criteria of EFL and ESD textbooks

EFL Textbook Evaluation Criteria

ESD Evaluation Criteria

General Attributes:
Relation to Syllabus and curriculum
Methodology
Suitability to learners
Physical and utilitarian attributes
Supplementary materials

Learning-teaching content:

List of values that influence decision making
in environmental issues:

Moral values
Political values
Aesthetical values
Economical values
Social values
Ecological values

General Spiritual values

Listening Religious values

Speaking Scientific values

Reading Egocentric values

Writing

Vocabulary Conceptions:

Grammar Complex vs. Linear systems

Pronunciation Relationship of humans in respect to nature
Exercises Global vs. local approach

Individual vs. social responsibility
Source: Mukundan, Hajimohammadi and Nimehchisalem (2011, 23) and Caravita, et al. (2008,
105-107)

Regardless of how different these two approaches are to the construction of representative
textbooks, sustainability themes and topics are prevalent in EFL textbooks. These topics are often
used for two main reasons: Either students are familiar with them and would enjoy studying them
or they complement the teaching of an English skill effectively such as a grammar point. In other
words, sustainability themes and topics have lower intrinsic value when compared to the English
skills found within each lesson or textbook chapter, which appears to be in direct conflict with the

objectives and outcomes of ESD.

In Japanese HE, most students’ exposure to ESD comes from EFL textbooks, which have not yet been
deeply explored or understood as a conduit for ESD. These EFL textbooks, and specifically their texts
on ‘environmental’ and ‘sustainability’ themes and topics, represent and contribute to students’
environmental education. Moreover, these textbooks not only offer the only exposure to
environmental concepts and values for most Japanese students in HE, but also contribute to a
students’ world views, attitudes and beliefs as well as convey values either hidden or revealed

(Jones, Merritt and Palmer 1999, 354-355). Therefore, understanding how these topics are
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represented in EFL textbooks as well as the kinds of values, topics, and understandings to which
students are exposed gives us insights into how these textbooks contribute to students’

environmental education.

This research used a mixed-method approach to extract results from the built corpus. The first step
was building a corpus from environmental topics and themes found in EFL textbooks published after
2004. As of July 2018, the corpus contained approximately 55,000 words from a collection of over
30 sample texts. Two main tools were used to extract results and analyse the corpus. The first tool
was ATLAS.ti, which is a qualitative tool used to code texts and perform basic analysis. This software
allows the user to quickly view and code texts and images found within the corpus, perform some

basic analysis, and quickly search the text for specific codes, words, or images.

The second tool was the programming language R, which can perform very sophisticated
guantitative analysis using downloaded packages. Specifically, "tm", "SnowballCC", "RColorBrewer",
"ggplot2", "wordcloud", "biclust"”, "cluster", "igraph", “Rgraphvis” and the "fpc" packages were used
to analyse the corpus and produce the word cloud, graphs, and plots found in the results following
section. Furthermore, this process involved pre-processing the texts, which allows the user to
remove numbers, punctuation, and common words found in English (i.e. stopwords) in order to
better analyse the data (Murphy 2017). Stopwords are high frequency words found in the English
language and include words like ‘the’ and ‘and.’ A list of stopwords, found in the “tm” or the “text

mining” package is found below in Figure 3.1 and can be removed from the corpus in the pre-

processing stage to better remove noise from the data.
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> stopwords("English")

[1] "i
[9] "you"
[17] "himself"
[25] "they"
[33] "whom"
[41] "was"
[49] "having"
[57] "ought"
[65] "i've"
[73] "we'd"
[81] "isn't"
[89] "don't"
[97] "couldn't"
[105] "when's"
[113] "but"
[121] "at"
[129] "through"
[137] "up"
[145] "again"
[153] "why"
[161] "most"
[169] "own"

The final tool that was used was AntConc, which is a corpus analysis toolkit used for concordance
and text analysis developed by Laurence Anthony (2014). This tool is used to compare instances of
words found in the corpus. One main feature of AntConc used in this research is called Key Word In
Context (KWIC) concordance, which allows the user to look at the context in which each instance of
a word is found as well as the frequency in which it appears. This tool is very useful for corpus
analysis as it works well with small to mid-size corpora and is relatively easy to use. This tool was

used in combination with other tools in a novel approach to analyzing a corpus for the purposes of

me"

"your"
"she"
"them"
"this"
"were"
"do"
wrmn
"you've"
"they'd"
"aren't"
"didn't"
"mustn't"
"where's"
wi

"py"
"during"
"down"
"further"
"how"
"other"
"same"

Figure 3.1:

"y
"yours"
"her"
"their"
"that"
"he
"does"
"you're"
"we've"
"Lt
"wasn't"
"won't"
"let's"
"why's"
nopt
"for"
"before"
"in"
"then"
"all"
"some"
nso"

"myself"
"yourself"
"hers"
"theirs"
"these"
"been"
"did"
"he's"
"they've"
"you'll"
"weren't"
"wouldn't"
"that's"
"how's"
"because"
"with"
"after"
"out"
"once"
"any"
"such"
"than"

we"
"yourselves"
"herself"
"themselves"
"those"
"being"
"doing"
"she's"
nirg"
"he'1l"
"hasn't"
"shan't"
"who's"

ngn

"as"

"about"
"above"

"on"

"here"
"both"

"no"

"too"

"our"
"he"

i
"what"
"om®
"have"
"would"
"it's"
"you'd"
"she'll"
"haven't"
"shouldn't"
"what's"
"an"
"until"
"against"
"below"
"off"
"there"
"each"
"nor"
"very"

List of stopwords found in the “tm” package

Source: Feinerer and Hornik 2017

answering the research questions.

3.4 Results

3.4.1 Word Frequency and Word Cloud

The words that relate directly to the topic of ‘environment’ and have a frequency of more than 50

"ours"
"him"
"its"
"which"
wig"
"has"

"should"

"we're"
"he'd"
"we'll"
"hadn't"
"can't"
"here's"

"the"

"while"
"between"
"o"
"over"
"when"
"few"

"not"

"ourselves"
"his"
"itself"
"who"
"are"
"had"
"could"
"they're"
"she'd"
"they'11"
"doesn't"
"cannot"
"there's"
"and"
nof"
"into"
"from"
"under"
"where"
"more"
"only"

occurrences in the corpus are represented in Table 3.2 below with their frequency.
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Table 3.2: List of the top 16 ‘environmental’ words with their corresponding frequency

Word in Corpus Frequency in Corpus
people 231
water 161
animals 140
species 135
energy 105
pollution 89
endangered 83
global 79
plants 78
warming 66
habitat 65
rain 65
forests 61
population 55
human 54
head(freq, 50)
people can water will use animals species listen many
231 174 161 157 153 140 135 133 117
questions think one energy make  pollution partner endangered global
115 112 106 105 92 89 83 83 79
plants words work write like used example warming world
78 77 74 69 68 68 66 66 66
habitat rain time information forests problems new listening two
65 65 64 64 61 61 61 60 60
answers get something cause cars change oil also much
60 60 59 58 57 56 56 55 55
group population talk help human
55 55 55 54 54

Figure 3.2: List of the top fifty headwords with their corresponding frequency

Figure 3.2 indicates that only 15 out of the 50 most frequently found words, or headwords, are
directly related to the ‘environment.” As mentioned earlier, these texts are usually focused on
teaching English and, as such, the vast majority of the words are expected to be unrelated to the

topics within the textbook.

39



The word cloud in Figure 3.3 below represents the words most frequently found in the corpus.
Words in the word cloud appear in the text with a frequency of over 30 and the larger the word, the
more often it appears in the corpus after stopwords are removed. For instance, the word ‘people’

is the largest because it occurs in the corpus the most frequently at 240 times.

canopy  £X@M ple
destruction habitat
important poIIution population

write new causes co‘::]aﬁzte
earth  plants Iisteninpg Water

look

make govermment Something illegal countries
take . environmental
check -§ S8 natural SpeCI eS tec.hnmogy .
activity £ answer information

air glObal money  WOrk animal

forest u S e lot years sources

climate pay WoOrds help
two = oW question time tax  dea ee C

[o}

every word big—E find % energy rain today (U

. oil just € see
warming  Power

group

around  less  discuss electricity ¢ O n e O
dar;glfle(;win read number eause Tadonii'feady first q;,) damage
gusing also - 0 O carbon ¢ weather
trees Wl” § § change § @ forests
environment _ O research
gases plant car  conversation hear  country et like fve
often S 5 1 1 5 e
cars ég anlma|S thlnk ‘_g world
d 8¢ . page stop may
P8 questions e
partner
h . problems
uman give food sentences
endangered many
used

e0ple listen

7Figure 3.3: Word cloud visualization of words found in the corpus

The word cloud offers a clear visualization of the frequency of the words used in the text and show
that there are few sustainability themes that emerge from the data. If the texts were more focused
on the values and beliefs around sustainability topics, the expectation would be that clear

sustainability themes would emerge from the relationship between words in the corpus.
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3.4.2 Frequency Correlation Plot

The frequency correlation plot in Figure 3.4 below was created by looking at high frequency words
found in the corpus and their relationship to each other (Maceli, 2016). The plot shows 21 words
that appear with high frequency in the corpus as nodes (in blue). These nodes show words that have
strong links to each other with a threshold of at least 0.7, which indicates a relatively high correlation
in relation to the size of the corpus. The higher the threshold, the more likely words are to appear
close to each other in the corpus texts. The words represented in green are high frequency words
connected to the environment with low relationships and links to other high frequency words in the

corpus. The words in blue are words that highly correlate with each other in the corpus.

The frequency correlation plot shows some environmental themes emerging from the data, like the
strong link between the word ‘animal’ and ‘endangered’ as well as the connection between the
words ‘global’ and ‘warming.” Although these trends appear in the data, there are no words
appearing that are strongly related to values and beliefs. This means that the texts do not seem to
be promoting thinking and attitudes necessary to cope with environmental issues such as climate

change.

41



many ‘ use answers
information
~~~~~~ . [questions [partner]

warming
endandgered

can |[energy [animals] {exampk!]forrest global][ listen ]

Figure 3.4: Frequency correlation plot showing emerging themes and word relationships

There is another theme that appears in the corpus, which seems to be related to EFL instructions in
the texts regarding answering questions from a text or a listening passage. Words such as ‘listen,’
‘questions,” ‘answers,” and ‘partner’ appear to correspond with instructions found in the text

samples used for the purposes of guiding students on tasks and activities.
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3.4.3 Concordance using AntConc

The concordance hits as seen in Figure 3.5 were processed using ‘AntConc.” They show a selection
of the sentences containing the high frequency word ‘endangered’ (highlighted in blue). This word
was explored in detail as it was a high frequency word that emerged from the corpus as seen in
Figure 3.3 and Figure 3.4. The instances of the word ‘endangered’ are shown under the ‘hit’ column
in Figure 3.5 below. The ‘KWIC’ (Key Word In Context) column shows briefly what happens before
each instance as well as afterwards. The ‘File’ column on the far right indicates the text file where
each instance occurred. The highlighted words in red, green, and purple are used to show the words
following each instance. Concordance can be used to confirm themes that emerge in the text as well
as look closer at specific instances where the text alluded to environmental knowledge, values, and

beliefs.

® @® AntConc 3.4.4m (Macintosh OS X) 2014

Corpus Files . .
1. Peaty. GlobalWarming.tx W Concordance Plot File View Clusters/N-Grams Cellocates Word List Keyword List
2. LinguaHou se.Smog.txt
3. LinguaHou se Water Cri:
4. LinguaHou se.Defcresta
5. LinguaHou se.Ecotouris 1
6. LinguaHou se.GlobalWa
7. Cullen.Energy.txt
8. Cullen.Climate.txt

Concordance Hits 83
Hit KWIC File
group. Study the infographic about endangered African animals. Discuss your answers 26. Baker&Bl1
z many plants and animals are endangered and how these reasons, or 16. Dunkel&l
3 que endangered animal is found in all 16. Dunkel&L
9. Cullen.Pellution.txt stions R . . 5
10. Cullen.Population&Ag 4 endangered animal or plant disappears? 3. Why 26. Baker&B1
11. Bennett.ClimateChang 5 you w gered animals and two endangered plants. 16. Dunkel&L
6
7
8

12. Bennett.GreenTechnol ill he

13. Bennett.Forests txt ar. 1. &N gered animals. We have to protect 26. Boker&Bl
14. Bennett.FreshWater.tx endangered as a result of habitat 16. Dunkel&l
15. GoodmacherGlobalw:

16. Dunkel&Lim.Endanger endangered because it is over hunted 16. Dunkel&L
17. Blackwell&Naber.Life 9 does it matter if one ndangered because its habitat is being 16. Dunkel&L
18. Blackwell&Naber.Eart| . . . - . P,

19, Clankie, Maekawa,Nak 10 is a chart with five gered because of habitat destruction? (five) 16. Dunkel&l
20. Clankie,Maekawa, Nak 11 three pe endangered because of human activity. There 16. Dunkel&L
i g.‘:;‘;;f;;mzz;?;i{;?:r 12 gered because of human activity. We 16. Dunkel&l
23. Day,Shaules&Yamanat 13 gers are gered because of natural causes but 16. Dunkel&l

24. LinguaHouse. Weather 14 found in China. It is

25, LinguaHouse, SavingT gered because of natural causes. Today 16. Dunkel&L

26. Baker&Blass Connecti 15 in all oceans. It is gered because they are hunted for 16. Dunkel&l
29. Blass Vargo&Yeates. Fr 16 California and Arizona. It is gered due to habitat destruction and 16. Dunkel&L
17 the chart, how many are gered due to over harvesting of 16. Dunkel&l
18 of becoming extinct today are gered due to over harvesting of 16. Dunkel&L
19 causes. Today many species are pngongered Endangered Vulnerable Near Threatene 26. Baker&B1
20 of becoming extinct are not gngangered Floating sorrel _________ __ habitat 16. Dunkel&l
21 becoming extinct today are not pngongered Floating sorrel  South Africa habit 16. Dunkel&l
22 . wh endangered for more than one reason. 16. Dunkel&L
23 animals are Endangered Giant Panda China habitat destructi 16. Dunkel&l
24 in Africa. Lty ._ls Endangered Giant Panda China habitat destructio 16. Dunkel&L
25 both animals and pecple, is endangered? Chabitat destruction and over collecti 16. Dunkel&l
26 - The Brazil nut tree is ., gered has to do with competition 16. Dunkel&l
27 in danger. ENDANGERED SAFARL Critically ... 00ced has to do with competition. 16. Dunkel&l
Anmnctie snimale  Dlank  Hehitel  Daneane
Search Term Words Case Regex Search Window Size
endangered Advanced 50 -

Figure 3.5: Concordance information for the word ‘endangered’ from the corpus

From the concordance information above, only three of the texts from the corpus contain all
instances of the word ‘endangered’ and the majority of instances come from one textbook chapter
entitled ‘Endangered Species.” This chapter contains informative text about the topic, some short
mainly informative listening excerpts, and a short two-question section about ‘Using and Expanding

on Information from the Talk,” seen below in Figure 3.6. In terms of knowledge about the topic,
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many of the facts about endangered species are offered to students in the reading and listening
texts with a follow-up set of questions to check student understanding. This approach is typical of
an EFL lesson, where the focus is on learning a skill and understanding a reading or listening text.
However, this approach is not conducive to challenging student values and beliefs as promoted in
ESD. In this textbook chapter, students are not really challenged on their own beliefs or
understandings about endangered animals until the very end of the chapter, as seen below in Figure

3.6.

b. Expanding on the Information in the Talk. Discuss the following
questions with a classmate:

1. What animals or plants do you know of that are endangered species
in your country or in your part of the world?

2. Is it important to try to save every species of plant or animal? Why
or why not? If not, which species in your opinion are the most
important to save? Explain why.

Figure 3.6: Example student expansion exercise found in a sample corpus

It should be noted that the activity described in Figure 3.6 does not appear to make connections to

new or contrary opinions and, therefore, would not lead to new learning (see above).

Looking specifically at the concordance for ‘global’ and ‘warming’ in AntConc produces a set of data

that confirms the strong frequency correlation of the two words, as shown in Figure 3.7.
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AntConc 3.4.4m (Macintosh OS X) 2014

Corpus Files o

1. Peaty.GlobalWarming tx W Concordance Plot File View Clusters/N-Grams Collocates Word List Keyword List

2. LinguaHou se.Smog.txt e e

3. LinguaHou se Water Crit =

4. LinguaHousse.Deferesta oL s il

5. Linguatouse Ecotouris 1 help stop global warming? LESSON 4 GLOBAL WARMING 1. Peaty.Glc

6. LinguaHou se GlobalWa . : s

7. Cullen.Energy.txt 2 plays a big part in global warming? 7. Cullen.Er|

8. Cullen.Climate.txt |yg 3 the best way to stop global warming? 8. Cullen.Cl

9. Cullen.Pollution txt PO -

10. Cullen.Pepulationé 4 events are all related to global warming. rding to climatologists, the 1. Peaty.Glc|

11. Bennett.ClimateCt 5 Deforestation The hidden cause of global warming A from The Independent, 4. LinguaHol|

12. Bennett.GreenTec),,, e

,3_Eﬁlll:i,m;fﬁ;’.s“f)w 6 uture global warming ag ture floods serious result 8. Cullen.Cl|

14. Bennett.FreshWatywa 7 global warming Alt ative energy sources are 8. Cullen.Cl|

:::gf:::;;f?:ﬁf;ger 8 sive ™ global warming. An Australian government report 6. LinguaHol|

17. Blackwell&Naber Lifet 9 global warming and fill in the 8. Cullen.Cl

18. Blackwell&Naber artl 10 rstomm Global ‘n\’u”mn. And Other Environmental Problems 15. Goodmact|
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;‘? E:::z::zm:i:t::ﬁm = make a negligible contribution to Global Warming and Other Environmental Problems ISA Goodmucr

‘! ! slobal War an r * . Goodmac}

22. Day,ShaulesaYam: 7 Listen to a talk about Global Warming and Other Environmental Problems

23. Day,Shaules&Yam: 13 too. A \x96 Adds to global warming and other environmental problems. 15. Goodmact|

24. LinguaHouse Weal . 1lobal war nd risi L

25, LinguzHouse. Savisma 14 96 Helps to Solve or Reduce 9'0bdl warming and rising oceans. Yesterday, 6 LTnguaHm

25.Eakev&Elass.Cnnnma 15 Make a Plan to global warming and which are effects? 6. LinguaHoL|

29. Blass Vargoaveatd " 16 e global warming, but carbon dioxide is 7. Cullen.Er
17 on a committee to prevent global warming, but do nothing? If 15. Goodmact|
18 level, is vanishing because of 9lobal warming by removing carbon gases 13. Bennett.,
19 of them are causes of dlobal warming, caused by a build- 6. LinguaHol,
20 of the greenhouse effect or Global warming c well water to ______________ 1. Peaty.Gl|
21 of people who know about dlobal warming coastal areas refugee severe 8. Cullen.Cl|
2z help in the fight against Global warming D. New farms Vocabulary 5. 13. Bennett.|
23 said. 4 Environmenta 9lobal warming? * Do you have any 15. Goodmact|
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26 fo global warming entirely would require a 1. Peaty.Glc|
27 1 global warming? Forests help by ____________ 13. Bennett.|
Search Term Words Case Regex Search Window Size
global warming Advanced 50 o

Figure_3.7: Concordance information for the word ‘global’ from the corpus

These results simply show several sentence fragments that contain the words ‘global’ and ‘warming’
and the high correlation of these terms is clear from the data analysis. Figure 3.7 clearly shows that
the theme of global warming appears several times in the corpus and in several different instances
within source texts. This is most likely explained by the fact that global warming is a popular topic

in EFL textbooks generally as well as a common topic in the news media.

3.5 Summary

EFL textbooks that use ‘sustainability’ topics fail to apply ESD approaches in order to further the
vision of the United Nations SDGs. The results of this research suggest that ESD and EFL, in their
current form, are mostly discordant. There are fundamental understandings in how each discipline
is taught and evaluated that make it very difficult for there to be a shared goal. The sustainability
content found in EFL textbooks is offering knowledge about the subject, however, in terms of value
and belief formation or behaviour transformation, there is little found in the corpus to suggest that
EFL textbook writers see this as an important learning outcome for their materials. Unlike many
other disciplines in higher education that have done the challenging work of mainstreaming ESD,
the EFL discipline is just starting on the path to ESD integration. A Language Education for
Sustainable Development (LESD) Framework offers a small step in bridging this seemingly large gap.

The LESD Framework is further explored in Chapter 6.
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CHAPTER 4: MAINSTREAMING ESD: AN ANALYSIS OF THE
IMAGE-TEXT INTERPLAY FOUND IN EFL TEXTBOOKS

4.1 Overview

This chapter presents a further analysis of the corpus from chapter 3. The research used a novel
approach to mapping image-text interplay within a corpus using the KPV-model (Scientific
Knowledge, Social Practices, and Values). This chapter focuses on answering RQ2: How is the image-
text interplay presented in Japanese Higher Education EFL textbooks and is this contributing to

students’ construction of environmental knowledge, values, beliefs, and norms?

4.2 Introduction

This research used a mixed-method approach to examine the role that environmental topics play in
EFL textbooks through an analysis of a 55,000-word corpus and the image-text interplay found
within the corpus. Several techniques were used in the analysis of the corpus, including codification
and corpus analysis. The research sought to create a general framework for incorporating ESD in
tertiary EFL content based on a case study of Japanese textbook samples. This chapter examines
RQ2: How is the image-text interplay presented in Japanese Higher Education EFL textbooks and is
this contributing to students’ construction of environmental knowledge, values, beliefs, and norms?

The following sub-research questions guided the analysis of this research:

1. How can image-text interplay be understood by applying a KPV-model to
environmental content in EFL textbooks?

2. Is imagery found alongside environmental content in EFL textbooks contributing to
the construction of knowledge and the formation of beliefs and values about the
environment?

3. Doimages presented alongside environmental content in EFL textbooks link with ESD
values and competencies including behavioral transformation?

4. How can ESD and the SDGs be integrated more broadly into EFL curricula?
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4.3 Methodology

A novel mixed-method approach was used in this research in order to develop a framework for ESD
integration into the EFL classroom. A corpus was used as the primary research data. The corpus
consists of environmental topics and themes found in EFL textbooks published after 2004. The
corpus, composed of over 30 sample texts, mainly consists of entire chapters found within an EFL
textbook on themes ranging from “climate change” to “forests.” The corpus also includes over 140
separate images that have been analysed for the purposes of this research. Text and image data
were gathered for analysis using two primary research methods: codification and corpus analysis.

This chapter will focus on the codification but uses some corpus analysis results when applicable.

4.3.1 Codification of Data from the Corpus

During the codification process, two primary tools were used: ATLAS.ti and Microsoft Excel. ATLAS.ti
is a qualitative tool used to code texts and perform qualitative analysis of data. The software was
used to code texts and images found within a corpus using a codification framework developed in
Tables 4.1, 4.2, and 4.3 below. This data was then used to understand patterns, links, and
associations in the corpus for further analysis. The second tool was Microsoft Excel, to keep track of

the data and perform basic statistical analysis on the findings.

Several codes were developed based on the model of the BIOHEAD — Citizen Project (Carvalho,
Clément, Bogner, & Caravita, 2008) and this system was used to analyse the Scientific Knowledge
(K), the Values (V), and the Social Practices (P) found in the sample texts based on the KPV-model.
More specifically, the sub-topics (Table 4.1) as well as the “Four Conceptions” (Table 4.2) were
adapted from the BIOHEAD - Citizen Project (Carvalho et al., 2008) as well as from a subsequent
paper by Caravita et al (2008). These sub-topics and the “Four Conceptions” offer a useful tool to
understand how ideas are presented in environmental texts and have been adapted for this

research. The four sub-topics common to ESD are identified in Table 4.1 below.
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Table 4.1: Sub-topics commonly found in Education for Sustainable Development

Sub-topics commonly found in
Education for Sustainable
Development (ESD)

Explanation

Ecosystem and Cycles (EC)

Comes from modern understandings in the field of
ecology and is linked strongly to system dynamics

Biodiversity (BDY)

Central to understanding concepts of evolution,
ecological management, inter and intra-species
diversity and culture

Pollution (PO)

Relates to the presence or introduction of substances
poisonous or harmful to an environment. Often
closely related to human impact on the environment:
associated with human values and beliefs

Use of Resources (UoR)

Relates to resources used by humans, associated with
human values and beliefs

Adapted from: (Caravita S., et al., 2008, pp. 108-109)

The sub-topics in Table 4.1 can be codified and applied to imagery in the corpus. These sub-topics
are useful to understand how imagery found in the corpus is being used in relation to ESD principles

such as giving citizens a better scientific understanding of environmental problems and facilitating

and encouraging greater awareness of these issues (McKeown, 2002, pp. 8-9).

In addition to codifying the sub-topics, a set of four important conceptions are used and targeted in
the image-text analysis. These conceptions are not only used by Caravita et al (2008) and the
BIOHEAD —Citizen Project, but also have been used in a variety of research since they were originally

posited in relation to the New Environmental Paradigm (NEP) scale of indicators as defined by

Dunlap and Van Liere (1978). The “Four Conceptions” are found in Table 4.2 below.
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Table 4.2: The Four Conceptions with examples

The four conceptions Examples
Webs and chains of ecological components
Complex / linear systems Presence and absence of feedbacks, retroactions,
cycles

Emphasis on risks, hazards, problems vs. balanced
information about problems and about possible
Relationship of humans in respect | solutions

to nature Humans as external sources of pressures, pollution,
destruction and humans as legitimate agents and
users of resources

Focus only on local environments and multiple
environmental typologies, Locally focused view of
resource management and globally oriented view of
resource distribution and management

Emphasis on change in individual behaviours and
Individual / social responsibility emphasis on change in lifestyles at society level,
Moral responsibility and political responsibility
Taken from: (Caravita S., et al., 2008, pp. 109-111)

Global / local approach

The “Four Conceptions” serve to show the way people integrate ESD aspects into their lives as well
as present their worldviews (Caravita S., et al., 2008, p. 109). In terms of curriculum writers and
content creators of textbooks, these conceptions can offer insight into the purpose for writing or
using particular imagery. Furthermore, the “Four Conceptions,” as applied to imagery found in the
corpus, offer a convenient simplification of worldviews espoused in the environmental themes and
topics found in the corpus. Using the “Four Conceptions” to code imagery offers an insight into the

Social Practices (P) as well as the Values (V) from the sample texts as used in the KVP-model.

Several other aspects of the corpus have been codified and mapped within the corpus such as the
relationship of the image to the text, the themes of the sample texts, target skills and the learner
level as related to the Common European Framework of Reference for Languages (CEFR) (Council of

Europe, 2001). These codes are found in Table 4.3.
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Table 4.3: Codification categories and codification options

Codification Category

Code Options

Relationship of Image to the Text?

Yes, direct

No, indirect

No association to the text (appears to be
decorative)

Themes of Sample Texts

Global warming / Climate change
Pollution

Water

Shortage/Drought
Deforestation

Ecotourism

Energy

Climate / Weather changes
Population

Green technology

Forests

Water shortage
Endangered species

Life sciences

Earth science

Garbage disposal

Road construction
Alternative energies
Transportation

Food

Saving the rainforest

Safari

Saving water and resources
Wind energy

Forests

Food

Ecological footprint
Pollution

Target Skill

Reading

Writing

Listening

Speaking

Mixed (e.g. Reading into Speaking, Listening into
Writing)

Learner Level (CEFR)

Basic User (A1) / Beginner low

Basic User (A2) / Beginner high
Independent User (B1) / Intermediate low
Independent User (B2) / Intermediate high
Proficient User (C1) / Advanced low
Proficient User (C2) / Advanced high
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4.3.2 Corpus Analysis

The programming language R and AntConc software (Anthony, 2014) were used as the primary tools
for the corpus analysis. R is used to perform very sophisticated quantitative analyses using
downloaded packages. Specifically, "tm," "SnowballCC," "RColorBrewer," "ggplot2," "wordcloud,"
"biclust," "cluster," "igraph," “Rgraphvis,” and the "fpc" packages were used. AntConc was used for
some basic word frequency and concordance analysis. For the purposes of this paper, the corpus

analysis will only be referred to when applicable.

4.4 Results

The "Subtopics commonly found in ESD" were coded as outlined in Table 4.1. There were several
sample texts that used two topics, such as a unit entitled “The Footprint of Fun,” which was coded
with both PO (pollution) and UoR (Use of Resources), as the unit dealt with the idea of humans
creating pollution such as plastic waste and then talked about ways of recycling and composting.

The results of this analysis are found below in Figure 4.1.

Sub-topics Commonly Found in Education for Sustainable
Development (ESD)

Ecosystem and Cycles (EC)
19%

M Ecosystem and Cycles (EC)
M Biodiversity (BDY)
Pollution (PO)

Biodiversity (BDY) Use of Resources (UoR)
14%
B PO & UoR
m EC & BDY

de Pollution (PO) B BDY & UoR
11%

Figure 4.1: Sub-topics commonly found in Education for Sustainable Development
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The results from Figure 4.1 shows that Use of Resources (UoR) was by far the sub-topic most
commonly found within the sample texts, accounting for 39 percent of the total. UoR appears to be
a popular topic in EFL textbooks. Ecosystems and Cycles (EC) made up the second most common

sub-topic, at 19 percent. The lowest frequency was for Pollution (PO), at 11 percent.

The "Four Conceptions" as outlined in Table 4.2 were coded to each image found in the corpus

(Figure 4.2). Many images were codified as embodying two conceptions.

Image link to the Four Conceptions

B Complex vs. Linear Systems

M Relationship of Humans in
Respect to Nature

M Global vs. Local approach

Individual vs. Social
Responsibility

B No Conception Found

Figure 4.2: Image link to the “Four Conceptions” used in Education for Sustainable Development

The data in Figure 4.2 revealed that most images were used to show the “relationship of humans in
respect to nature” at 40 percent. A typical example of this kind of image is a chainsaw lying next to
a cut down tree. 37 percent of the images found in the corpus did not seem to represent a

conception at all. Only 3 percent of images showed the conception of “Complex vs. Linear Systems.”

The relationship of the image to the text was coded for each image found in the corpus by looking
at the associated text as shown in Figure 4.3. A coding system was designed to show three
relationships between the text and image: directly related, indirectly related, or seemingly
decorative in purpose. An example of an image “directly related” to the text would show a
lumberjack cutting down a forest and the associated text would talk about forests in terms of how

wood can be used as a resource for human beings. An example of an image “indirectly related” to
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the text would show a sand dune in a desert and the associated text would be about climate change,
but no direct links to desertification would be present in the text. An example of an image that
“appears decorative in purpose” would be a student jumping in the air when the associated text

would be about endangered animals.

Relationship of the Image to the Text

M Appears decorative
in purpose

M Directly related to
Text

¥ Indirectly related to
text

Figure 4.3: Relationship of the image to the text

As shown in Figure 4.3, 58 percent of the imagery found in the corpus appears to be “directly related”
to the associated text, 23 percent is “indirectly related” to the text and 19 percent appears to be

“decorative in purpose.”

The word cloud in Figure 3.3 represents the words most frequently found in the corpus and was
produced by the programming language R using quantitative research methods. In general, words
that are larger in size appear more often in the corpus text. The word "people," for instance, is the
largest because it occurs in the corpus the most frequently at 240 times. Words in the word cloud
appear in the text with a frequency of over 30 instances after stopwords such as “the” and “and”

were removed.
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4.5 Summary

Using a corpus built from environmental content found in EFL, the image-text interplay was analysed
and assessed for usefulness in promoting ESD concepts. The results suggest that the image-text
interplay found in the sample texts of the corpus often do little to further attitudes, values, and
practices inherent in ESD. Furthermore, there appears to be little interconnectedness between
topics, images, and texts. Lastly, there appears to be a clear gap between the decisions that textbook
creators make and what the SDGs promote in mainstreaming ESD, so more holistic approaches are
recommended. Although EFL is primarily concerned with increasing English ability rather than
increasing ESD competencies, the discipline would benefit tremendously from exploring how to

mainstream ESD and use the SDGs as a rich source for content and topic ideas.

As the findings suggest, a more holistic framework to mainstreaming ESD (Figure 6.1) is possible not
only for Japanese higher education but as a model for more broadly applying ESD principles in
English language teaching. Moreover, as many textbooks already feature helpful, scientifically
accurate environmental content and educators are increasingly aware of the importance of the
SDGs, improving students’ understanding of sustainable development is a good step forward. Clear
steps can be taken to improve the way that images and environmental content are presented in EFL

textbooks to further ESD outcomes as well as advance the SDG agenda.
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CHAPTER 5: A PROGRAM EFFECTS CASE STUDY USING ESD
BEST PRACTICE

5.1 Overview

This chapter examines how ESD can be integrated into a university EFL course in Japanese higher
education by using a program effects case study. The data was collected from a total of six classes
over two subsequent semesters of an EFL special topics course on ‘Environmental Ethics’ from the
fall 2016 semester (pre-ESD integration) and the fall 2017 semester (ESD integration). The research

had two main aims:

1. How can ESD be best integrated in EFL courses in Japanese higher education?
2. Arethere any noticeable differences between a pre-ESD integration course and a course

that integrates ESD?

The research used three main methods of data collection including student reflection tasks,
examination of artifacts from a major research assignment, and follow-up survey results from both

semesters.

5.2 Introduction

ESD principles and best practice have been widely discussed in the literature. For instance, ESD
approaches been linked to several academic competencies, such as critical thinking, futures thinking,
interdisciplinary thinking, systemic thinking, ecoliteracy, collaboration, active learning and
participatory learning (Tiloury & Wortman, 2004). Several recent publications examine the role of
ESD competencies in helping teaching professionals mainstream ESD into their classrooms (Cebridn
& Junyent, 2005; Wiek, et al., 2015; Brundiers & Wiek, 2011). For the purposes of this research at

Japanese HEls, ESD best practice can be understood as:

1. Having a student-centered approach. According to Wiek et al (2015, pp.258), “a student-
empowered approach to competence acquisition is critical as many degree programs
elsewhere will face the challenge of integrating undergraduate or graduate students who

may have no prior exposure to competence-based sustainability education.”
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2. Having an element of problem-solving and critical thinking in real-world sustainability
issues. Competence-based educational practices such as research projects that challenge
students critical thinking skills, research skills, and presentation skills hep students to
understand the complexity of real-world sustainability issues (Brundiers & Wiek, 2011).

3. Demonstrate knowledge of complex environmental and sustainability issues and be able

to communicate this knowledge in a meaningful, accessible way.

These three elements of ESD best practice constitute baseline competencies and expectations for

Japanese undergraduate students taking Content and Language Integrated Learning (CLIL) courses.

5.2.1 Values, Beliefs, and Norms of Environmental Behavior

Pro-Environmental Behavior (PBE) is difficult to define but recent conceptual models have yielded
many valuable insights (Turaga, Howarth, & Borsuk, 2010, pp. 211-212). Stern’s Value-Belief-Norm
Model (2000), or the VBN Model, is one such conceptual model that has been very useful in
understanding the “underlying values relevant to the environmental action” (ibid, pp.213).
Furthermore, the VBN-Model links two previous models, the Norm-Activation model with the New
Ecological Paradigm (NEP) proposed by Dunlap and van Liere (1978) and links environmental values
(Biospheric, Egoistic, and Altruistic) with the awareness of consequence, ascription of responsibility,
personal norms, and, most importantly, environmental behavior (See Figure 1.3). A significant body
of literature has been created using the VBN-model to explain environmental behavior such as

studies that looked at pro-environmental consumption behavior (Stern, 1999).

According to Stern (2000), the concepts of Biospheric, Egoistic, and Altruistic form the basis of an
individual’s environmental values, or ecological worldview (NEP) within the VBN Model (Figure 1.3).
Biospheric values, as defined by the VBN Model, can be understood as placing value on non-human
aspects of the environment such as the feeling of protecting an endangered animal. Egoistic values
can be defined as self-enhancement and is often negatively associated with pro-environmental
norms (2000, pp.414). Lastly, Altruistic values can be defined as self-transcendent and is often

positively correlated with pro-environmental norms.
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‘Awareness of consequence’ (AC) can be defined as an awareness that a person’s actions have
consequences for the welfare of others and ‘Ascription of Responsibility’ (AR) is the feeling of
personal responsibility to undertake an action (Turaga et al, 2010, pp.212). According to Schwartz
(1973, p. 353) ‘Personal Norms’ (PN) are the “expectations people hold for themselves while
underscoring that these expectations derive from socially shared norms.” In other words, people
who feel that it is important to carry a reusable shopping bag instead of using plastic bags hold this
as a personal norm and often these types of norms are received from popular culture or social media
campaigns. Furthermore, ‘personal norms,” such as the desire to carry a reusable shopping bag are
highly dependent on Altruistic and Biospheric values (Steg, Dreijerink, & Abrahamse, 2005).
Ultimately, a person who has a strong desire to act on something (PN) will modify their

‘Environmental Behavior’ (BN) accordingly.

One way of measuring Values, Beliefs, and Norms is by designing survey questions that can be used
to measure the relationships between the elements in the VBN-model. Bronfman et al (2015), for
example, used a survey to study the environmental behaviors of a Chilean community using
sociodemographic and attitudinal data based on the VBN model. Their survey was divided into three
sections: General Ecological Behavior (GEB) scale; a set of predictor variables based on the
environmental values of Biospheric, Altruistic, and Egoistic; and a set of attitudinal predictor
variables based on the VBN Model. The GEB scale was a set of questions using a Likert scale that
asked participants to measure their own behavior on six environmental subscales such as power
and water conservation. Predictor variables for Biospheric, Altruistic, and Egoistic were measured
by a Likert scale where participants answered questions about how much a statement represented
them. For instance, an example of one such statement in the Biospheric category was, “A person
who believes that everyone must look after the environment” (2015, p. 14140). Lastly, the survey
used a Likert scale to measure five attitudinal, predictive variables from the VBN Model: Ecological
Vision (EV) or ecological worldview, Awareness of Consequence (AC), Ascription of Responsibility
(AR), and Personal Norms (PN). An adapted survey like the Bronfman et al (2015) survey has been
used for the purposes of this research in order to better match the student profile of the Japanese

students in Kwansei Gakuin University (KGU).

The survey was adapted in two main ways. First, reference to statements of daily life were updated
to better reflect the kinds of activities Japanese students may participate in. For instance, most

Japanese students do not typically own vehicles so the statements were updated to reflect
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transportation that a student in Japan may use on a daily basis such as public transportation or
bicycles. Secondly, statements that referred to owning and maintaining things like vehicles or
houses were modified to better reflect what a typical Japanese university student may own or
reflect the household in which they currently live. Survey questions and translations can be found

in Appendix 2.

5.2.2 Description and Student Profile at Kwansei Gakuin University

Kwansei Gakuin University (KGU) is a private university in Japan that was established in 1889 and is
spread over six campuses spanning the Kansai area. The university has a strong reputation as a
private institution in the Kansai area and is currently ranked 26™ in Japan out of close to 800
universities on the 2019 World University Rankings (World University Rankings, 2019). According to
the university website (Kwansei Gakuin University, 2019), KGU has a student body of approximately
24,500 students and the “University maintains academic standards that rank among the highest of
all Japanese universities and colleges.” The university has several graduate, undergraduate, and
special graduate schools, which all offer English education to students either as optional courses in
the graduate school or as a mandatory class in the first and second year undergraduate program.

Each school of education is responsible for their own English education offerings.

This research was done within the School of Policy Studies (SPS) located on KGU’s Sanda campus.
The SPS offers a unique English education program with some of the strictest English requirements
for entry into the program. The English Language Program (ELP) offers a two-year intensive ELP for
students of the SPS and was started in 1995 (Kwansei Gakuin University, 2017). The ELP uses TOEFL
test scores to stream students into either a gold stream at the lower levels or a blue stream at the
higher levels (Figure 5.1). The ELP program is based on a skill-based approach to language learning
where students take courses based on the language skills of reading, listening, speaking, and writing
through six levels of the program. At the higher end of the program, students are able to take special
topics courses, which are specially designed Content and Language Integrated Learning (CLIL)

courses that range in topic from ‘Cool Japan’ to ‘Environmental Ethics.’
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Figure 5.1: A curriculum overview of the English Language Program in the SPS
(Kwansei Gakuin University, 2017)

The program itself has 12 Associate Lecturers of English (ALEs) and about 70 part-time language
teachers. The ALEs job entails designing and implementing the curriculum for each of the skill-based
courses. Unlike most Japanese universities, the ELP does not use commercial textbooks and relies
on the ALEs to write all materials used allowing for the curriculum to better integrate the Goals and
Objectives (G&Os) of the program both vertically and horizontally as well as better suit the context-

specific needs of learners and be responsive to the needs of KGU students over time.

5.2.3 Research Questions

This research examines how ESD can be integrated into a university EFL course in Japanese higher
education by using a program effects case study. Program effects case studies are used to determine
the impacts of changes between one semester to the next. In this case study, the integration of ESD
best practices was tested to see if it had any influence on student marks, environmental values,
environmental beliefs, and environmental norms using a VBN-model of environmental behavior
(Values, Beliefs, Norms model). The data was collected from a total of six classes over two
subsequent semesters of an EFL special topics course on ‘Environmental Ethics’ in the fall 2016
semester (pre-ESD integration) and the fall 2017 semester (ESD integration). The concept of
‘environmental literacy’ can be understood as the knowledge, values, beliefs, and norms that
students hold about the environment generally. This Chapter sought to answer the following

research question RQ3: How can ESD best-practice be integrated into the Japanese Higher
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Education EFL Classroom and can ESD best-practice contribute to students’ construction of
environmental knowledge, values, beliefs, and norms? RQ3 was divided into 3 sub-research
guestions to guide this Program-effects Case Study. The following three sub-research questions

guided this chapter:

1. Are there any noticeable differences between a pre-ESD integration course and a course
that integrates ESD (ESD best-practice)?

2. Can CLIL courses use ESD to improve environmental literacy?

3. Can ESD be used to influence student environmental values, beliefs, and norms in the

language classroom?

5.3 Methodology

This research used a mixed methodology utilizing both qualitative and quantitative techniques. In
this program effects case study, the integration of ESD best-practice in the Fall 2017 course was
compared to the pre-ESD Integration Fall 2016 course and student marks, survey results, and
reflection tasks were used to determine the effect (see Figure 5.2). During the course of the research
a Values, Beliefs, and Norms model (VBN-model, Figure 1.3) has been adapted to create the survey
(Appendix 2) and analyze the reflection tasks (See Appendix A3.6) based on the work of Bronfman,
Cisternas, Lopez-Vazquez, de la Maza, & Oyanedel (2015) & Turaga, Howarth, & Borsuk (2010).

STUDENT SURVEY REFLECTION FOLLOW-UP
MARKS RESULTS TASK INTERVIEWS
PARTICIPATION BASED ON VBN-MODEL LETTER TO COMPLETED IN FALL
HOMEWORK YOURSELF (CLASS 2) 2018
MID-TERM EXAM COMPLETED
FINAL EXAM TOWARDS THE END OF  REFLECTION TASK 3 INTERVIEWS
THE SEMESTER (LAST CLASS)
QUANTITATIVE QUALITATIVE

Figure 5.2: Data collected from Fall 2016 & 2017 classes
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5.3.1 Data Collection

The marks and survey results were collected and analyzed using statistical software including SPSS
and several kinds of analysis were applied comparing the Fall 2016 & Fall 2017 classes including
descriptive statistics and an Independent Sample T-test. Descriptive statistics were used to describe
some of the basic data collected from marks and survey results as well as to compare the Fall 2016
and Fall 2017 classes. An Independent Sample T-Test was used to compare the means of the two
independent groups of students (Fall 2016 Vs. Fall 2017) in order to determine if there are any

statistically significant similarities or differences between the two groups.

An adapted Bronfman et al (2015) survey was used and, where possible, questions were modified
to make them more pertinent to Japanese university students. Each section, except section A, was
measured using a Likert scale as represented in Table 5.1. The survey was set up using Google Forms,
a free online survey platform, and all questions were translated into Japanese so that students

would not have a problem understanding the questions. For a complete list of survey questions, see

Appendix 2.
Table 5.1: Survey sections and Likert scale
Survey Sections Likert Scale
Section A: General Questions N/A
Section B: Environmental Knowledge Not heard of, Heard of but could not explain,
Have some Knowledge, Know a lot, N/A
Section C: Environmental Behaviors Never, Rarely, Sometimes, Often, Always, N/A
Section D: Environmental Values (predictor Not at all like me, Not like me, Neutral, Like me,
variables) Very much like me
Section E: Environmental Values (attitudinal | Completely disagree, Slightly disagree, Neither
predictor variables) agree nor disagree, Slightly agree, Completely
agree

The reflection tasks were analyzed using a codification system based on an adapted VBN-model that
was validated by an external cross-checker for inter-rater reliability. The Codification process was

based on the following rules and Table 5.2:

e Based at the sentence level or on the clause level i.e. a sentence with a conjunction can have
2 codes;

e Not every sentence needs a code;

e Look for meaning; not for grammatically correct sentences. i.e. ignore spelling and grammar
and focus on meaning;

¢ If meaning is not immediately apparent, ignore sentence and move on.
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Table 5.2: Codification system developed and peer-checked by external researcher

Factual
Knowledge

Any specific factual knowledge of the environment

1. Knowledge of environmental issues

2. Knowledge of environmental legislation, policy, and standards
3. Knowledge of environmental tools, technology, and approaches
4. Knowledge of sustainability topics

e.g. cars produce CO2 by burning fossil fuels / food chains are very important
to human well being

-ignore false statements about the environment. i.e. Trees use 02 as food
- ignore generalized statements about the environment i.e. people are
connected to the environment (this is more of a belief — Eco Vision)

Ecological Vision

Any general beliefs on the environment

Any general beliefs held by an individual regarding the environment.
Statements often start with “I think...”

e.g. Human beings are connected to the environment through the food we
eat and/or the resources we use
e.g. Businesses have a negative effect on the environment

Ascription of
Responsibility

Any acceptance at some level of responsibility on issues relating to the
environment

e.g. Humans are responsible for the current high levels of CO2 in the
atmosphere

Awareness of
Consequence

Any awareness of the consequences of their behavior for environment or the
consequences that environmental degradation could have on them in the
future

e.g. increases in CO2 lead to increases in global temperatures = stronger
hurricanes/typhoons
e.g. pollution will harm my children

Personal Norms

Any sense of moral obligation (personal norms) to protect the environment.

e.g. Using more public transportation instead of driving in an effort to
decrease the amount of CO2 in the air

- generalized norms (i.e. “people should...”) do not count.
- It should be specific about what that person will do. i.e. | will..., | want to...,

shoeuldHwantto-changemylife (too general so it should not be coded)
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Semi-structured follow-up interviews were carried out with a total of three students who agreed to
meet in Fall 2018. An information sheet was offered to students beforehand (Appendix A1.3) and
students were offered a gift card to encourage their participation. Consent forms (Appendix A1.2)
were used and a Semi-Structured Interview (SSI) style was adopted with an interview protocol to
guide the interview (Appendix Al.3), but the conversation was allowed to go off script at times.
Interviews lasted about 30 minutes and were recorded for later analysis and codification if

necessary.

5.3.2 Data Handling

A total of 76 students from 3 separate classes were analyzed during the Fall 2016 semester and 75
students from 3 separate classes were analyzed during the Fall 2017 semester. All students who
participated in the study signed consent forms (See Appendix Al.2) and the research was approved
by the ethics committee at Kwansei Gakuin University. All data related to the students, including all

identifying information, has been removed for the purposes of publication.

5.3.3 Special Topics Course: Environmental Ethics

The course used for this research was a special topics “Environmental Ethics” course that was
offered to students in the top levels of the ELP curriculum in the blue stream (Figure 5.1). The
students taking this course are B1 to B2 level students in the Common European Framework of
Reference for Languages (CEFR) meaning that these students can, in general, have conversations on
general topics in English, write short essays, and read long passages. However, these students still
need language support, especially for specialized subject matter and content and, therefore, a CLIL
approach was adopted for the course. According to Rick de Graaff (2016), CLIL is essentially the
fusion of language and content in learning, teaching, and research where the teacher’s role is to
support learners in their second language (L2)while being attentive to the language needs of the
learners. Thus, this course aimed to raise complex and challenging issues related to Environmental

ethics but was scaffolded in a way that would be accessible to the EFL students.

The course was based around several topics including population growth and resources use,

sustainability, animal welfare, biodiversity loss, and global climate change (Appendix A3.7). Table
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5.3 shows the breakdown in the assessment for the course, which differed in important ways
between the fall 2016 course and the fall 2017 course. The fall 2016 (CLIL) course had a lecture
component to it in every class, which was largely teacher led with students taking notes or following
along in their teacher-made textbook. Some activities were done in class linked to each of the topics
and several videos and outside readings were used to teach the material. All materials were
scaffolded to best suit the learners’ L2 language needs so, for instance, reading texts were simplified,
or scaffolded with short-answer questions to help guide students and point students towards the
salient parts in the materials. Transcripts were offered with all video and listening materials and

students had access to the teacher before and after classes as well as during a weekly office hour.

Table 5.3: Assessment differences between the Fall 2016 & 2017 Special Topics courses

Fall 2016 (CLIL) Fall 2017 (ESD best-practice)
Participation 10% | Participation 10%
Homework 10% | Homework 10%
Mid-Semester Exam 15% | Mid-Semester Exam 15%
Final Exam 15% | Final Exam 15%
Reflection task 10% | Reflection task 10%
Research Assignment 1 15% | Poster Presentation 15%
Research Assignment 2 25% | PowerPoint (PPT) Presentation 25%

The assessments for the fall 2016 and fall 2017 courses were exactly the same except for the last
two major assessments: Research Assignment 1 & 2 in fall 2016 (See Appendix A3.1) and the poster
and PowerPoint presentations (See Appendix A3.3 & A3.4) in fall 2017. The assessment criteria for
Research Assignment 1 & 2 can be found in Appendix A3.2 and the assessment criteria for the Poster

and PowerPoint presentations can be found in Appendix A3.5.
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5.3.4 Goals of the Fall 2017 ESD Best-Practice Course

Based on the research found in Chapter 2 and the overlap that these ESD best-practice objectives

have with EFL the fall 2017 course integrated best practice in ESD in three ways:

1. Student-centered Approach: Every effort was made to make the classes more student-
centered and interactive. For example, the teacher avoided lengthy lectures and instead
attempted to make each class more interactive by getting students to do in-class research
or institute more group and pair work activities.

2. Elements of Problem-Solving and Critical Thinking: Major research projects, such as the
poster and PPT presentations, were largely student-led way, which increased scope of
problem-solving and critical thinking. For instance, students were put into groups of 3-4
early on in the semester and asked to devise a problem-based research question and
possible solutions. Pairs presented their research in the poster presentation and then
joined their entire group to do the final PPT presentation.

3. Demonstrate Knowledge on the Topic and Communicate this in a Meaningful Way:
Students were asked to do group posters and group PowerPoint presentations to the class
so that students could communicate what they learned from their research questions. This
meant that students had to consider the audience for their presentations, define

challenging terms and concepts, and make it accessible to their peers.

5.3.5 Breakdown in Assessments Between the 2016 & 2017 Course

An important part of the analysis was to have many of the assessments the same between the 2016
and 2017 courses to act as a control and ensure the student profile was similar in language ability
and environmental knowledge. Table 5.4 below outlines the assessments that did not change

between the 2016 and 2017 Special Topics ‘Environmental Ethics’ courses.
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Table 5.4: Assessments that remained the same between the 2016 & 2017 courses

Assessment that were the same
between 2016 & 2017

Explanation

Participation (10%)

The participation mark was based on student attendance,
preparedness, and in-class participation.

Homework (10%)

The homework mark was based on the completion of
homework assignments such as mini-research tasks or
answering questions based on a text.

Mid-Semester Exam (15%)

This was based in two parts: a multiple-choice section and a
written section. All material covered was from the first half of
the course and the same exam was used in fall 2016 and fall
2017.

Final Exam (15%)

This was based in two parts: (1) a Multiple-choice section (2)
and a written section. The final exam was cumulative over
the entire semester and the same exam was used in fall 2016
and fall 2017.

Reflection Task (10%)

This was a letter that the students wrote to themselves in the
first or second class, which aimed to see how much
knowledge students had about environmental ethics and
environment topics. In the final class, students were given
back their letters and asked to reflect upon what they
learned over the course.

Table 5.5 shows the assessments that did change between the 2016 and 2017 courses and explains

what each assessment entailed. Importantly, the changes reflect the integration of ESD best-

practice in the 2017 course. Appendix 3 has additional information about the rubrics used in

assessment of the different tasks as well as images showing the poster and PowerPoint

presentations in the 2017 course.
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Table 5.5: Assessments that were different between the 2016 & 2017 courses
Assessment that were
different between 2016 & Year Explanation
2017

In the fall 2016 there was a homework activity where
students needed to read a set of three related texts
concerning Genetically Modified Organisms (GMOs)
Research Assignment 1 2016 and animal experimentation respectively. The students
(15%) were required to mark-up each text by underlining key
words, looking up challenging vocabulary, and writing
comments about the texts. The three readings were
followed by a set of questions challenging students’
Research Assignment 2 2016 views on the topics and were marked according to a
(25%) rubric (see Appendix A3.2).
The poster presentation and the PPT presentation were
group activities. The poster presentations were done in
pairs and were opportunities for the students to
Poster Presentation (15%) 2017 present some preliminary findings about their research
guestion to their classmates. The research from the
poster presentation informed the PowerPoint
Presentations (see Appendix A3.5)
The PowerPoint Presentations were done in groups of
four and the goal was to present the findings of their
PowerPoint (PPT) research question to their classmates. The PowerPoint
. 2017 . . .
Presentation (25%) Presentation also included the requirement that
students present the results of a mini-interview with an
expert on their topic (see Appendix A3.5).

5.4 Results

The results of the program-effects case study can be seen below. An analysis of student marks,
survey results, and codification of the Reflection Task (RT) was carried out using Excel and SPSS

between the 2016 and 2017 classes.

5.4.1 Overall Marks between 2016 & 2017

All assessments were analyzed using descriptive statistics as seen in Table 5.6 below including

absences, total grade, and the grade components as outlined in Table 5.3.
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Table 5.6: Descriptive Statistics of absences, total grade, and grade components

Year N Mean Std. Deviation  Std. Error Mean
Absences 2016 76 1.0066 1.00828 .11566
2017 75 1.4267 1.37961 .15930
Homework 2016 76 73.2895 7.37349 .84580
2017 75 74.4667 7.90883 91323
Mid-semester Test 2016 76 69.6447 8.87649 1.01820
2017 75 67.2067 10.55142 1.21837
Final Reflection 2016 76 70.8553 16.48005 1.89039
2017 75 71.9333 17.24022 1.99073
Final Exam 2016 76 65.8947 9.97140 1.14380
2017 75 63.9080 15.31078 1.76794
Participation Behavior 2016 76 72.5000 7.85281 .90078
2017 75 73.7333 8.34612 96373
Total Grade 2016 76 66.6250 8.30805 95300
2017 75 71.1440 6.65408 .76835
Research Assignment 1 2016 76 8.6184 3.02530 .34703
Poster Presentation 2017 75 10.2050 1.52050 .17557
Research Assignment 2 2016 76 16.0197 4.12445 47311
PowerPoint Presentation 2017 75 19.5500 1.61012 .18592

Deleting the “no show” students for both 2016 and 2017 data yields 76 and 75 population size
respectively. Table 5.6 shows the average absences, total grade, and grade components for the
students for each year. The average number of absences increased from 2016 to 2017. There’s a
decrease in the average grade for the mid-semester test and final exam from 2016 to 2017. However,
an increase is evident on the students’ average scores for homework, final reflection, participation,

assignment 1, poster presentation, assignment 2, PowerPoint presentation, and in their total grades.

The results show that scores for the 2017 course, or ESD best-practice course, increased overall,
especially with the poster presentation and PowerPoint presentation, which was an alternative to
the research assignment. To further analyze the results between the two courses, an Independent
Sample T-test was performed between the 2016 and 2017 data as seen in Table 5.7 below. An

Independent Sample T-test is used to determine if two populations means are equal.
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Table 5.7: Independent Sample T-test of 2016 and 2017 data
t-test for Equality of Means

Sig. Mean Std. Error
t df (2-tailed) Difference Difference

Absences -2.134 135.442 .035 -.42009 .19686
Homework -.946 149 .346 -1.17719 1.24416
Mid-semester Test 1.537 149 126 2.43807 1.58601
Final Reflection -.393 148.494  .695 -1.07807 2.74528
Final Exam 944 126.965 .347 1.98674 2.10568
Participation (Behavior) -.935 149 351 -1.23333 1.31862
Total Grade -3.686 149 .000 -4.51900 1.22594
Research Assignment1/ ) ho 110042 000 -1.58658 38891
Poster Presentation

Research Assignment2/ . ,/\0 o791 00 -3.53026 .50833

PowerPoint Presentation

Table 5.7 shows that the average absences (t = -2.13, p = .035), assighment 1/poster presentation
grade (t = -4.08, p < .000), assighment 2/PowerPoint presentation grade (t = -6.95, p <.000), and
total grade (t = -3.686, p <.000) are significantly different between 2016 and 2017. There are more
recorded absences but the scores on the mentioned components as well as the total grade
significantly increased. On the other hand, the increase in homework scores (t =-.946 ,p=.346 ), final
reflection scores (t = -.393,p= .347), participation grade (t = -.935,p=.351), as well as the decrease
in mid-semester test grade (t = 1.537,p= .126) and final exam grade (t = .944,p= .351) are all

insignificant.

The results show that the student populations between 2016 and 2017 are very similar in ability and
language ability as their mid-semester and final exam scores do not show significant differences. As
these tests were identical in design, they were used as a control. Thus, the significance between the
2016 and 2017 classes for the assignment 1/poster presentation score (t = -4.08, p < .000) and
assignment 2/PowerPoint presentation scores (t = -6.95, p <.000) can be understood to mean that

the change in task produced significant differences in the ESD best-practice course.
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5.4.2 Survey Results between 2016 & 2017

Results from the survey used to test students’ Knowledge, Values, beliefs, and Norms (Appendix 2)
in the 2016 and 2017 courses were analyzed using descriptive statistics to determine if there were
any significant changes. Table 5.8 shows the results of the analysis and Figure 5.3 visualize these

results.

Table 5.8 Descriptive Statistics for the average response for the survey’s question groups

Year N Mean Std. Deviation
Overall knowledge of environmental issues  Fall 2016 10 3.00 37118
Fall 2017 14 3.05 .64301
Overall knowledge of environmental Fall 2016 10 2.18 44756
legislation, policy, and standards Fall 2017 14 2.20 .89914
Overall knowledge of environmental tools,  Fall 2016 10 2.56 .56902
technologies, and approaches Fall 2017 14 2.77 .69139
Overall knowledge of sustainability topics Fall 2016 10 2.22 41903
Fall 2017 14 2.38 .92831
Overall Ecological vision Fall 2016 10 3.34 45753
Fall 2017 14 3.35 .37365
Overall awareness of consequences Fall 2016 10 4.25 .68606
Fall 2017 14 4.26 .59094
Overall ascription of responsibility Fall 2016 10 3.80 79271
Fall 2017 14 4.01 91162
Overall personal norms Fall 2016 10 4.00 .58119
Fall 2017 14 431 .67352
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Figure 5.3: Average responses of 2016 and 2017 students

To summarize the survey results, the responses for the questions pertaining to a single category on
the survey were averaged per student. Then, overall averages were calculated based on the year
when the student took the environmental ethics course: Fall 2016 or Fall 2017. The means
presented on table 5.8 show that on average, the students who took the fall 2017 class rated
themselves higher on the survey questions among all the question categories, especially in
‘Ascription of Responsibility’ and ‘Personal Norms’ (Figure 5.3). However, these differences are still
small. Thus, a formal test is needed to assess if the difference on the mean ratings are significant.
An Independent Sample T-Test between the responses of 2016 and 2017 was carried out to

determine if this difference is significant as seen in Table 5.9 below.
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Table 5.9: Independent Sample T-Test between the responses of 2016 and 2017 students

Sig. Mean
t df (2 tailed) Difference

Overall knowledge of environmental issues  -.220 22 .828 -.05000
Overall knowledge of environmental -.061 22 .952 -.01905
legislation, policy, and standards

Overall knowledge of environmental tools, -.770 22 449 -.20536
technologies, and approaches

Overall knowledge of sustainability topics -.503 22 .620 -.15873
Overall Ecological vision -.059 22 .954 -.01000
Overall awareness of consequences -.046 22 .964 -.01190
Overall ascription of responsibility -.592 22 .560 -.21190
Overall personal norms -1.191 22 .246 -.31429

Table 5.9 shows the results for the independent samples t-test to formally analyze if the difference
on the average responses between 2016 and 2017 students are significant. In essence, the following

hypothesis are being tested:

Ho: U016 = M2017

Ha: la016 # M2017

All significance values for the question categories are greater than 0.05. Thus, there’s no significant
evidence to conclude that mean responses differ between 2016 and 2017 student. However, the
codification of the Reflection Task (RT) in the next section supports the findings shown in Figure 5.3

and offers support that the 2017 course did improve environmental literacy.
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5.4.3 Reflection Task Codification between 2016 & 2017

A codification system (Table 5.2) was designed in order to codify a random sample of Reflection
Tasks from the 2016 and 2017 classes based on the VBN-model. Figure 5.4 and Figure 5.5 show the

results of the 2016 and 2017 codification analysis respectively.

Codification Results of Reflection Tasks from 2016

M Knowledge B Eco vision
Ascription of responsibility I Awareness of consequence
B Personal norms

2016

120

90

60

Code Hits

30

Knowledge
Eco vision
Personal norms

Ascription of responsibility
Awareness of consequence

Figure 5.4: Codification of 2016 students’ reflection tasks
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Figure 5.4 shows that in the 2016 class student Reflection Tasks (RT), Ecovision was highest with 111
hits, followed by knowledge (40), Ascription of Responsibility (17), Awareness of Consequences (17),

and Personal Norms (6).

Codification Results of Reflection Tasks from 2017

[ Knowledge B Eco vision
Ascription of responsibility B Awareness of consequence
B Personal norms

2017
120

90

60

Code Hits

30

Knowledge
Eco vision
Personal norms

Ascription of responsibility
Awareness of consequence

Figure 5.5: Codification of 2017 students’ reflection tasks
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Figure 5.5 shows that in the 2017 class student Reflection Tasks (RT), Ecovision was highest with 116
hits, followed by knowledge (40), Ascription of Responsibility (21), Awareness of Consequences (31),

and Personal Norms (15).

When comparing 2016 and 2017 codification hits, every category was higher in the 2017 class
compared to the 2016 class except for knowledge, which had exactly the same amount of hits at 40.
Importantly, Ascription of Responsibility, Awareness of Consequences, and Personal Norms had
significantly more hits in 2017 compared to 2016, suggesting that students in 2017 were further
along the VBN Model for Environmental behavior (Figure 1.3). Furthermore, this data supports the
survey data, which shows that students in the 2017 demonstrated a strong understanding of the
environment, especially with regards to ‘Ascription of Responsibility’ and ‘Personal Norms’ (Figure

5.3).

5.6 Summary

There is a large gap between educating students about ‘sustainability’ content and seeing
meaningful PEBs, which is the ultimate goal of ESD. Using ESD best-practice as outlined earlier in
this chapter can have meaningful effects on student ‘ascription of responsibility,” ‘awareness of
consequences,” and ‘personal norms’ as shown by the results of the survey and the codification of
the Reflection Tasks. Using student-centered approaches, challenging students through problem-
solving and critical-thinking tasks, and having students present to their classmates appears to

promote environmental literacy in the Language Classroom in Japanese HE.
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CHAPTER 6: Language Education for Sustainable
Development (LESD) Framework

6.1 Overview

This chapter will introduce the Language Education for Sustainable Development (LESD) Framework
(Figure 6.1) to conceptually and theoretically align ESD and EFL, as explained in chapter 4. The
chapter will also discuss how the Sustainable Development Goals (SDGs) can be utilized in EFL
classrooms as a source for timely, relevant, and important content and topics within this framework.
Lastly, the chapter will make the case that mainstreaming ESD in EFL will not only provide students
with meaningful content rooted in important social, environmental, and economic issues but also
help Japanese students to become better future citizens and English communicators. This chapter
is a culmination of the work from chapter 3, 4, and 5 and aims at bringing together the three

research questions outlined in chapter 2:

o RQ1: How is ‘environmental’ and ‘sustainability’ content presented in Japanese Higher
Education EFL textbooks and is this contributing to students’ construction of environmental
knowledge, values, beliefs, and norms?

o RQ2: How is the image-text interplay presented in Japanese Higher Education EFL textbooks
and is this contributing to students’ construction of environmental knowledge, values,
beliefs, and norms?

o RQ3: How can ESD best-practice be integrated into the Japanese Higher Education EFL
Classroom and can ESD best-practice contribute to students’ construction of environmental

knowledge, values, beliefs, and norms?

6.2 LESD Framework

Integration of ESD and EFL in classrooms, textbooks and departmental outcomes can be understood
based on a theoretical framework, as shown in Figure 6.1. It should be noted that effective
engagement with SDG content would require students to have a fair level of English language ability.
The LESD framework will most likely work best with students at an intermediate, or at least B1 level

on the Common European Framework of Reference for Languages (CEFR) (Council of Europe (COE),
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2001). Students below this level of English may have the capability to engage with the topics in their
native languages but to have useful ‘meaning-focused output’ with SDG topics, a minimal level of
English skill is required. The LESD framework helps to demonstrate that ESD mainstreaming in EFL

is quite feasible since many tools, such as content related to the SDGs, are readily available.

Attitudes,
values, & Future
behaviour
change
Foundation

Figure 6.1: Language Education for Sustainable Development (LESD) framework

The LESD framework in Figure 6.1 consists of a set of triangles, with Education for Sustainability
(ESD) making up the central keystone of the framework. ESD is directly linked to the foundational
blocks, English as a Foreign Language (EFL) and Language Teaching informed by the Sustainable
Development Goals (SDGs), as well as the peak block. At the peak of the LESD framework are the
attitudes, values, and behavior change that students will develop as a result of the mainstreaming
process. The arrow to the right of the triangle is representative of the process over time. The
foundation is laid by EFL and content informed by the SDGs with the implication that via ESD
approaches, students’ understanding of sustainability through ESD grow into future values,

attitudes, and, most importantly, behavior change.
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6.2.1 EFL Content

As mentioned earlier, EFL can be regarded as presenting an opportunity to advance student
understanding of ESD. What is currently missing from EFL, however, is the commitment to topics
and content that have social, economic, and environmental value. That is not to say that all EFL
content is of poor quality, but that content needs to be considered more seriously in the early stages
of course and lesson development. EFL can not only provide students with language skills but it
could also inform and challenge students using compelling and critical topics. EFL, in terms of the

LESD Framework, is a foundational cornerstone.

6.2.2 Language Teaching Content Informed by the SDGs

The SDGs are a significant source of relevant topics as seen in Figure 1.1. These seventeen broad
topics are further divided into several related sub-topics and fields that can easily be linked with
common topics in EFL. For instance, “Good Health and Well-Being” could easily be worked into a
lesson about the benefits of healthy eating or sports. The topic also can be connected to a broad
range of university department curricula, from “Decent Work and Economic Growth” in economic
and mathematics departments to “Industry Innovation and Infrastructure” in engineering and
architecture departments. This can be more broadly applied to English for Academic Purposes (EAP)
or Content and Language Integrated Learning (CLIL). More importantly, the SDGs prioritize real

world issues and how to overcome these challenges:

“The SDGs work in the spirit of partnership and pragmatism to make the right choices now
to improve life, in a sustainable way, for future generations. They provide clear guidelines
and targets for all countries to adopt in accordance with their own priorities and the
environmental challenges of the world at large. The SDGs are an inclusive agenda. They
tackle the root causes of poverty and unite us together to make a positive change for both

people and planet” (United Nations, 2016)

The broad appeal of the topics found in the SDGs, and their importance in terms of setting priorities
for the world to act, make the inclusion of the SDGs in informing EFL content a foundational

cornerstone of the LESD Framework.
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6.2.3 Education for Sustainable Development (ESD)

Education for Sustainable Development (ESD) has been scaling up since the Decade of Education for
Sustainable Development (2005-2014), or DESD, ended. In part due to strong promotion by the
United Nations Educational, Scientific, and Cultural Organization (UNESCO, 2014), implementation
of good practice is on the rise in universities around the globe. There is evidence that the promotion
of ESD in curriculum, tailored to local social, economic, and environmental contexts, can foster the
knowledge, values, and behavior needed to achieve sustainable societies (Laurie, Nonoyama-Tarum,
McKeown, & Hopkins, 2016, p. 240). Although there is still divergence on how ESD is interpreted as
well as how ESD is implemented in higher education, ESD continues to transcend barriers between
schools, universities, and communities, and interest is flourishing (UNESCO, 2012). ESD sits at the
nucleus of the triangle, as it is considered the pedagogical philosophy that can foster future citizens

who can overcome our current social, economic, and environmental challenges.

6.2.4 Attitudes, Values, and Behaviour Change

Ultimately, we want citizens who can not only communicate ideas using the lingua franca, or English
as the current most dominant language in terms of diplomacy, business, and science, but we also
want these citizens to possess attitudes that promote sustainability, to adopt values that promote
sustainability, as well as to demonstrate behaviors in line with these attitudes and values. To do this,
ESD can be used as a teaching tool to challenge students’ understanding about the world around

them. Thus, attitudes, values, and behavior change sit at the pinnacle of the triangle.

6.4 Summary

This chapter further explains the rationale for including EFL curriculum designers and teachers in
mainstreaming ESD into tertiary-level curricula. The advantages of adopting the LESD Framework
are multiple. First, the content introduced in EFL classrooms will be informed by meaningful, real-
world challenges as embodied by the SDGs. The SDGs offer a breadth of topics that will appeal to

students, as they are grounded in their experiences and consequential global and local issues.
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Second, mainstreaming ESD offers EFL practitioners language learning opportunities through topic
recycling and overlap and it challenges students from many different perspectives and contexts.
This helps to localize topics of interest for students and promotes their ability to engage with their
values and attitudes in worthwhile ways through meaning-focused output, meaning-focused input,
and fluency practice. Introducing students to important social, environmental, and economic topics
in meaningful ways while imparting the English language skills necessary to engage with the world

around them is critical for addressing current global environmental challenges.
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CHAPTER 7: Discussion

7.1 Overview

This chapter offers a detailed discussion of the findings in Chapters 3, 4, 5 and 6. The chapter also

offers recommendations for future research based on the findings from the previous chapters.

7.2 Discussion from Chapter 3

The English language textbooks analyzed in chapter 3 were never intended to integrate an ESD
approach. This is the most likely reason that so little evidence of integration with the skills, attitudes,
and behaviours associated with ESD is found in the corpus. Although much of the content and
knowledge appears to be accurate and of acceptable quality, it is not linked to necessary
information or learning about pro-sustainability behaviour. For instance, the emergence from the
data of the ‘endangered animal’ theme offers students good information about the reasons behind
these endangered animals, but only a very small part of the lesson is dedicated to what students
can do about it and this is relegated to a minor ‘expanding on information in the lecture’ section.
Furthermore, the vast majority of the lesson follows what would be expected of a typical EFL lesson
with a predictable organization: pre-listening, vocabulary, listening questions, post-listening with a
comprehension check, and a listening expansion section. This lesson, from a linear EFL perspective,
is a solid lesson. Moreover, the lesson hits many of the targets outlined in the EFL evaluative criteria
shown in Table 3.1 as it contains several skills, identifies important vocabulary, and is suitable to the

learner level, to name a few.

Nevertheless, the lesson fails to engage students beyond presenting a light introduction to very
pertinent and important subject matter: the loss of animal species as a direct result of human
activity. For instance, Figure 3.6 outlines an example of an expansion exercise that focuses on the
loss of animal species. On the surface, this kind of exercise appears to challenge student values and
beliefs about the loss of endangered species, however, this exercise is a very small part of the lesson
plan, focuses on speaking as a language objective, and is very limited in scope. Students simply
respond to the questions briefly with a classmate and move on without the need to do further
research, have a detailed conversation about the issue, or share their ideas more broadly in a

classroom discussion. Ideally, EFL content creators and textbook would adopt a more dynamic

89



paradigm finding value through ESD integration and ‘greening the curriculum’. This starts by looking
for ways to go beyond the content as well as looking for better ways to engage students with the
subject matter, especially when it comes to human-environmental relationships such as student-led
research projects. Of course, teaching English as a discipline, and its goal of imbuing students with
English abilities, is still necessary. However, thinking about the content in a more dynamic way will
not only add value to the field of EFL, by making it more learner-centered and include more
participatory approaches, but it will also contribute to training students “to deal with change,
complexity, controversy, and uncertainty” (UNESCO 2012, 65), which is a foundational principle of

ESD.

There were several examples of environmental topics being presented in effective ways. For
instance, one chapter entitled ‘Population and Aging Society’ from the corpus gave a salient
overview of the problems with a graying society, using Japan as a case study. The text offers students
a historical overview of demographic change in Japan since the mid-1800s and describes the
possible challenges Japan could face by 2050 as well as possible solutions. For Japanese learners, in
particular, this highly factual text offers relevant opportunities for interesting post-discussion
activities, text analysis, and comprehension questions. Not only is the text nicely linked to
sustainability concepts like healthcare and women'’s rights, but it presents a succinct overview of
the issue from a Japanese perspective. However, the text is only a small part of a chapter that seeks
to address many other tasks and, like most topics in the corpus, the topic itself is not recycled or
mentioned in subsequent chapters of the textbook, promoting a ‘learn and forget’ student
mentality. Moreover, sample texts like ‘Population and Aging Society’ were a rarity in the corpus
analysis in chapter 3 and, therefore, did not have much influence on the World Cloud (Figure 3.3)
or the Frequency Correlation Plot (Figure 3.4). Thus, sample texts that challenge student
environmental beliefs, values, and norms were mostly absent from the corpus, and environmental
topics presented in effective ways, like the ‘Population and Aging Society’ sample text, are

exceptions to the rule in EFL textbooks used in Japan.

To help bridge this gap between the worlds of EFL teaching and best practice in ESD, a cross-
disciplinary model can be adopted as seen below in Figure 7.1. This model is loosely borrowed from
Desha and Hargroves (2014, pp. 137-140) and outlines a shared knowledge between two seemingly
disparate educational disciplines. On one side is EFL, with its more linear progression and a

significant body of literature supporting best practice. On the other side is ESD, which is a relatively
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new discipline that focuses on more dynamic evaluative methodologies, as explained earlier in Table
3.1. Figure 7.1 should be seen as a model for integrating ESD approaches to material design in EFL
textbooks where applicable. This means that EFL retains its integrated skills approach, for instance,

but looks to better utilize environmental content and themes as promoted by ESD.

Cross-disciplinary
Areas

Examples:

- Further student-led
research

- Recycling values,
topics, and
understandings

Figure 7.1: ESD integrated EFL framework
Adapted from Desha and Hargroves 2014, 137-140

Figure 7.1 offers several benefits for EFL students beyond the traditional technical/linear model.
First, EFL textbooks often dedicate a single chapter to an environmental theme like endangered
species, but the topic is not recycled or used again anywhere else in the textbook. The result is that
student exposure to ideas occur only once and students do not have an opportunity to engage with
the material again from other perspectives. Although some textbooks offer extension activities like
the example found in Figure 3.6, these activities rarely present new information or different
opinions on the topic. Furthermore, these are usually included as a way to integrate a speaking skill
or offer students a post-reading activity, which are meaningful in the EFL paradigm, but do little to
challenge student ideas about the environment. This idea of challenging ideas and norms in society
on issues surrounding the environment is fundamental for ESD and is meant to challenge student

values and, ultimately, lead to behavior change.
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A second benefit of the ESD integrated EFL Framework is that it is in line with the post-DESD
approach of integrating ESD into HE disciplines. This Framework opens the door to not only better
ways of exploring environmental themes and concepts that are already readily available in the EFL
world, but it also offers more opportunities for students to practice and recycle the English they are
learning. For instance, students could cover a class on endangered animals from an EFL textbook
and then be given a project where students are asked to research a local endangered animal, create
a poster, and present that poster to the class. In this example, students are localizing their acquired
knowledge about endangered animals and gaining valuable research, presentation, and speaking
skills in the process. Moreover, other topics in EFL textbooks could be designed with crossover
material. For instance, a later chapter in the same textbook on ‘city life’ could be used as a platform
to explore how cities and the people that live there have contributed to endangering or aiding
wildlife in the surrounding areas. Again, this offers an opportunity to solidify environmental content
by recycling it and showing it from a different perspective as well as providing opportunities to reuse

and scaffold essential EFL skills and vocabulary.

Lastly, the ESD integrated EFL Framework challenges the field of EFL to become more adaptive to a
globalizing world. EFL textbooks tend to teach content in isolation from each other. Looking back at
the emergence of themes in Figure 3.4, it is clear that these themes are disproportionately found in
a single chapter text. Textbooks often have a chapter dedicated to an environmental theme, but
this theme is never recycled or even mentioned in the rest of the textbook. Content is treated by
EFL content makers as a means to integrate skills and, in most cases, appears to be an afterthought,
as general attributes and learning-teaching content (Table 3.1) take priority. Again, from a purely
EFL position, there is nothing wrong with this approach, however, the content is often not given the
consideration it demands. As mentioned previously, this content can be used in a way that extends
ideas and challenges student beliefs. It could also be recycled throughout a textbook and given
opportunities to be used in new ways or from new perspectives. It should be noted here that it is
not only ‘environmental’ content that is treated this way, which means that a more integrated EFL-
content Framework could benefit other topics as well in the sense that having better integration

between topics opens the door for better scaffolding and learning opportunities.

Overall, EFL textbooks using environmental content have an opportunity to expand students’
environmental literacy as well as provide additional opportunities to use English skills and reinforce

learning-teaching content by using the ESD integrated EFL Framework. The analysis from this
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research suggests that there are several opportunities for integration of ESD in EFL textbooks, but
these opportunities are either unknown to EFL material creators or are not prioritized compared to

EFL outcomes and goals.

The analysis of the corpus used in this research shows that the environmental content present in
EFL textbooks used in Japanese HE is inadequate once an ESD lens is applied in a critical way. The
environmental content appears to be limited in scope, rarely challenges student values and beliefs,
and the ‘learn and forget’ EFL textbook paradigm is not conducive to the types of deeper
understandings and interdisciplinary approaches championed in ESD. Ultimately, the
‘environmental’ content found in the corpus appears to be factually accurate but rarely challenges
student values and beliefs and, therefore, is unlikely to lead to behavioral transformation, which is
the central goal in ESD. This is a major challenge in Japanese HE if future citizens need to be
equipped with the skills necessary to manage major environmental challenges of the 21° century,
like global climate change. Having English skills to participate in global conversations about these
issues is important but understanding the complex environmental, economic, and social challenges
of the 21°* century will be vital. Integrating ESD into EFL and beginning the mainstreaming process

is an important first step.

7.3 Discussion from Chapter 4

It should be noted that there is no mention in the forward or other parts of the textbooks used in
the chapter four and five analysis that the creators intended to integrate ESD or SDG content or
approaches. The explicit objective of these textbooks is to improve students’ English language skills.
Nevertheless, there is a great scope for ESD integration as well as developing novel approaches for

using the SDGs in the EFL classroom. Three main findings from the textbook analysis can be derived:

1. Topics found in textbooks with ‘environmental’ and ‘sustainability’ content rarely challenge
social Practices (P) or Values (V);

2. There appears to be a lack of synthesis between the topics, images, and texts found in
textbook with ‘environmental’ and ‘sustainability’ content;

3. There is a general lack of holistic approaches to Education for Sustainable Development

(ESD) found in textbooks with ‘environmental’ and ‘sustainability’ content.
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7.3.1 Topics Rarely Challenge Social Practices (P) or Values (V)

As indicated by Figure 3.3, textbooks present many environmental topics but very few strong
themes emerged from the sample texts in the corpus. In terms of the KPV model, the texts generally
provide students with factual and accurate information (K) but do not seem to be addressing
student values (V). This means that students studying these environmental topics from their EFL
textbooks are gaining some scientific knowledge and understanding. However, there are several
areas, particularly as regards the P (Social Practice) and V (Values) elements, that can be improved

to better promote ESD.

One way to do this is to have ideas and concepts recycled and integrated into subsequent lessons
rather than teaching something in isolation from the rest of the topics in a textbook. To achieve
effective ESD, Filho, Manolas, & Pace (2014, p. 124) state that “there needs to be more of a focus
on developing activities that challenge competencies like understanding complexity, as well as
guestioning systems, routines, and policies that show signs of being unsustainable.” In terms of EFL
textbooks, a wider variety of topics could be developed to better challenge student values and
beliefs (V), question the status quo (P), and show interconnectedness between topics. Figure 7.2
below shows one way of presenting content that improves student competencies as taken from a

sample text in the corpus (Baker & Blass, 2017, p. 20).
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PREPARE

SIS NN [e NI (R Focus Your Topic

It is not possible to say everything about a subject in one short presentation. You usually need to focus
your topic—talk about just one part of it. As you plan your presentation, ask yourself wh-questions to
focus your topic. Here are some examples:

What resource will | talk about? Water
How can we conserve water? Tips Tips er
conserving

Where can we conserve water? At home
water at home

Compare the topics in the pyramid. The topic at the

bottom is extremely general, and the one at the top Tips for conserving water
is very focused. As you move up the pyramid,
notice which wh-questions helped to focus
the topic. Conserving resources

Conserving water

€ Work in a small group. Brainstorm a list of resources (e.g., electricity) or materials
(e.g., plastic) that we should try to conserve to help the environment.

D Choose one resource or material. If necessary, focus the topic by asking
wh-questions. Make sure you can discuss your topic in 4-5 minutes.

Figure 7.2: Extension activity from a sample text entitled, “Small actions; Big results”

The activity in Figure 7.2 is a good example of an activity that challenges student values (V) and
social practices (P) by giving the student an opportunity to present about conserving water and, at
the same time, practicing EFL skills like presenting and using wh-questions. Unfortunately, examples

like Figure 7.2 were rare in the corpus sample texts.

Furthermore, Figure 4.2 suggests that the choices made in adopting imagery for environmental
topics used in EFL textbooks are not always challenging our students’ conceptions of the world
around them. For instance, the data shows that 37 percent of all images found do not connect to
the four conceptions associated with ESD. This means that more than one in every three images
foundin the corpus are intended to decorate the page, make a loose association with text on a page,
or are incorporated by writers or editors for some reason unknowable to the researchers. One
suggestion is to have textbook creators think more carefully about the images they use and make
an effort to connect these images directly with values (V) or social practices (P). A good example of

this connection can be found in Table 7.1- Example 2 below.
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7.3.2 Lack of Synthesis between Topics, Images, and Text

The analysis also found that the sub-topics used in EFL textbooks predominantly concern the Use of
Resources (UoR) at the expense of other topics like Biodiversity (BDY) and Pollution (PO), as
illustrated in Figure 4.1. Particularly, the connection between what we use (UoR) and the waste that
is produced (PO) is not strong within the sample texts. As Caravita et al mention, “Pollution and the
use of resources are crucial topics that particularly involve values and beliefs, and that are central
in an education for a sustainable future” (2008, pp. 108-109). As such, the connection and overlap
between topics around pollution (PO) and the use of resources (UoR) could be significantly
strengthened within a lesson or textbook chapter as well as throughout the different chapters and

topics within a single textbook.

Furthermore, the lack of topic synthesis and overlap could be considered problematic from the
perspective of furthering sustainability learning, because sustainable development is a complex and
dynamic topic that requires integrating and synthesizing many fields of study. In fact, one of the
ways of integrating sustainable development into university programs is by holistically considering
subject material. Filho notes the importance of “the holistic handling of sustainable development
issues, integrating them with social and economic matters, as well as with biological and ecological
issues, hence enhancing the quality of education provided to students as well as the quality of

research” (2011, pp. 432-433).

ESD, when integrated into curricula, is a powerful tool for strengthening students’ educational and
research capabilities. Many examples of this kind can be found in the corpus. For instance, a unit
called, “Small actions; Big results,” discusses the costs associated with wasting water, and then
introduces ways to recycle paper waste (Pollution, PO) in order to conserve water resources.
Furthermore, the unit ends with activities, as seen in Figure 7.2, which prompts students to recycle
what they learned from the reading and challenges students to relate the topic to their lives. Overall,
the unit succeeds in synthesizing concepts from two different subtopics (UoR and PO) as well as
pushing students to think about their own values in terms of the conservation of resources. In terms
of integrating sustainable development into the curriculum, the unit does an effective job of
introducing important ESD concepts while teaching students English. In other words, EFL textbooks
using environmental topics can do a better job of integrating topics and showing environmental

issues from several different points of view to holistically introduce sustainable development issues.
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Another area that could be improved in EFL textbooks is the use of imagery associated with the four
conceptions. For instance, “Complex vs. linear systems” is only representative of 3 percent of the
images found in the sample texts and there were no images referencing a “Global vs. local approach.”
In terms of sustainable development, having a more balanced representation of important concepts
throughout EFL textbooks would be beneficial. “Complex vs. linear systems,” for instance, can be
used as an approach in discussing climate change. In Table 7.1 below, the Example 1 image-text
interplay is limited. The image could be placed next to many kinds of texts without a deep or direct
connection to the text itself. In terms of the KVP model, this appears to be an opportunity lost. The
image, as presented has almost no direct association with the activity itself, is not offering any
knowledge (K), challenging student values (V) or modeling social practices (P). On the other hand,
Example 2 from Table 7.1 provides an example of an image and text interplay that directly
challenges students on their values (V) and societal beliefs (P) concerning global food supplies. As
one of the suggested activities in the textbook, students are asked to watch a video that challenges
their ideas of what food is (V), to answer questions about the environmental impact of this choice
of food (K or P), and then to discuss them based on the image in example 2 (V). Example 2 would
appear to be a much more effective choice of image in relation to the text than example 1 as it

challenges students’ ideas about the world directly.
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Table 7.1: Sample images found in the corpus with their associated codification

Example 1

Example 2

Image

Work in pairs. This video suggests
that we try something new, even if it
seems unpleasant. Think about a time
when you had to try a new dish, even
though you didn’t want to. Who or
what made you try it? Was it what
you expected? Explain.

Associated text

This image is next to a chapter section
entitled, “You shouldn’t buy that
stuff.” Students are asked to listen to
the conversations and write an
appropriate phrase. The man sitting
and thinking atop the earth shows a

The image is found in a section
where students watch a video about
eating insects and answer questions
about eating insects and its
environmental impact. This follows a
text about different techniques of

explanation ) ) food production and the importance
relationship of humans to nature but .
. . of creating enough food for the
is not directly related to the . . .
. . . human population. The image is
associated text in a meaningful way. . .
. directly related to the video and
The image does not have any o .
. . activities on the page. The image has
associated text or explanation. .
associated text as seen above.
Unit/Chapter .
Jeliepe Pollution Food Matters
name
Code(s)

assigned: Link to
the four
conceptions
(Figure 4.2)

Relationship of humans with respect
to nature

Relationship of humans with respect
to nature, individual vs. social
responsibility

Code(s)
assigned:
relationship of
the image to the
text

(Figure 4.3)

Appears decorative in purpose

Directly related to text
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7.3.3 General lack of Holistic Approaches to Education for Sustainable Development

As mentioned earlier, EFL textbooks often use environmental topics in isolation from other topics
and these topics tend to be subordinate to EFL goals. To reconcile the disparities between EFL as a
discipline and the participatory and holistic approaches that ESD integration espouse, a LESD

framework (Figure 6.1) was introduced in Chapter 6.

Currently, EFL goals and objectives appear to overshadow choices in textbooks, and the content and
topics seem to be regarded as somewhat incidental. In this LESD framework, however, EFL content
and language teaching content are given more balanced consideration in the creation of content for
EFL classrooms as the foundational corners of the triangle. Based on more participatory and holistic
approaches to integrating the SDGs into higher education, ESD can be used as a bridge to further
the kinds of changes that are desirable in terms of student knowledge, values, and practices. As the
SDGs provide a diversity of branching topics, the SDGs can inform the language teaching content of

EFL classes at a foundational level.

In applying the LESD framework, EFL content creators would need to understand how to provide
the language skills common to EFL curricula while using topics and content informed by the SDGs.
A good example of this is creating a lesson about water use in Myanmar’s dry zone and linking this
to SDG #13 on Climate Action. The content creator would then create EFL materials that not only
teach English through using relevant topics from the SDGs, but also challenge student values and
attitudes about the topic through appropriate image-text interplay and ESD best practice. Ideally,
units and lessons are scaffolded in such a way that EFL concepts and unit topics are interconnected
and build upon each other giving students a holistic understanding of the content while they learn

English.

This kind of framework can not only be used to help inform EFL materials and curricula within Japan
but may be more broadly applicable as English language education continues to expand globally.
Additionally, this proposed LESD framework adds value to the field of EFL by making content more
purposeful and integrated and contributes to training our students “to deal with change, complexity,

controversy, and uncertainty” (UNESCO, 2012, p. 65) to achieve a more sustainable future.
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7.4 Discussion from Chapter 5

Chapter 5 proposed three research questions: (1) Are there any noticeable differences between a
pre-ESD integration course and a course that integrates ESD (ESD best-practice)? (2) Can CLIL
courses use ESD to improve environmental literacy? And (3) Can ESD be used to influence student
environmental values, beliefs, and norms in the language classroom? In doing so, three major

implications from the research were discovered.

Firstly, there were some noticeable differences between the pre-ESD and the ESD best-practice
courses. Overall, the average mark in the course was higher in the 2017 course compared to the
2016 course (Table 5.6). This result can be interpreted as an increase in student motivation due to
the elements of ESD best-practice, namely a student-centered approach, more critical thinking and
problem-solving activities, and the inclusion of a presentation element (i.e. poster presentations
and PowerPoint presentations) in the 2017 course. Furthermore, the survey and codification of the
RTs shows a definite increase in ‘Ascription of Responsibility’ and ‘Personal Norms,” which is at the
far end of the VBN-model (Figure 1.3) spectrum, suggesting that these students are more likely to
demonstrate PEB in their daily lives. Despite the Independent Sample T-test of the survey results
showing insignificance at this far end of the spectrum (Table 5.9), the addition of the codification
results (Figure 5.5) and a general increase in all categories in the 2017 survey data (Table 5.8 &
Figure 5.3) can be considered conclusive that there are noticeable differences in the ESD best-
practice course. One unanticipated result was the higher rate of absences in the 2017 course that
was statistically significant. This could be attributed to the fact that students in the 2017 course
needed to present a poster and a PowerPoint presentation (Appendix A3.3 & A3.4) in front of their
peers, which was more challenging than the research ‘marking-up’ task (Appendix A3.1). It is
possible that this task, and the higher expectations designed into the marking criteria (Appendix

A3.5), explain the higher rate of absences in the 2017 ESD best-practice class.

Secondly, the results, especially the marks, survey and codification data suggest that ESD in
combination with a CLIL approach can improve overall environmental literacy. Furthermore, the
reflection tasks from the 2017 course include instances where students demonstrate environmental
literacy. For instance, ‘Ecovision’ and ‘Knowledge’ was demonstrated on many occasions by
students in the 2016 and 2017 course but students in the 2017 course added layers of depth to their

answers by tying their responses to content and understandings found in the course materials.
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Student A from the 2017 course demonstrates ‘Ecovision’ in the following transcription from their

RT:

“Environment is more value than | did at the start of the course. Because | thought
environment is not connect to human. However, environment is connect to human society,
for example, population growth and resources use, global climate change.”

— Student A from the 2017 Course RT

In this example, student A is clearly showing an understanding of their place within the natural world.
Furthermore, the student is linking this understanding to the knowledge and content found within

the ‘Environmental Ethics’ course.

Students in the 2017 course also showed a much higher understanding of ‘Ascription of
Responsibility’ and ‘Personal Norms,” which is further along the VBN-model spectrum and can be
considered a higher order level of environmental literacy. Student B from the 2017 course
demonstrates ‘Ascription of Responsibility’ and ‘Personal Norms, in the following transcription from

their RT:

“..ecofootprint is very useful for me to understand my using resource. Eating meat many
times leads to bad environment. Therefore, | want to reduce eating meat”

— Student B from the 2017 Course RT

In this example, student B is demonstrating responsibility for an ecological footprint on the earth by
consuming valuable resources. This kind of reflection shows an awareness connected to ‘Ascription
of Responsibility.” Student B takes this thought one step further by giving a specific example, eating
meat, and concluding that they have a desire to change their behavior based on the recognition that
meat has a higher ecological impact. In other words, the student is demonstrating an unmistakable
desire to tread more lightly on the earth and a desire to do that by changing behavior (‘Personal
Norms’). Although it is hard to measure if this student will follow through with their desire to cut
down on meat consumption, this student appears to be willing to change behavior (PEB) in the

future, which is the ultimate aim of Environmental Education. Thus, one can conclude that the
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combination of CLIL and ESD best-practice can improve student environmental literacy overall with

the aim of PEB.

Lastly, the language classroom can be used as a platform to positively influence student’s
environmental values, beliefs, and norms. The use of the VBN-model for surveys (Table 5.8 & Figure
5.3) and codification of RT (Figure 5.4) is evidence of this result. Furthermore, the opportunity for
students to engage in a student-led research project in small groups was highly motivating and very
interesting for students. Not only were students able to pick a question that interested them, but
they were also able to present the results of their research to their classmates in a meaningful way.
This allowed students to transcend the confines of the university classroom by researching a topic
like, food waste in Japan’ and finding an expert in their community to interview outside of the
university. A common theme in the 2017 RTs as well as in the interviews with students was that this
experience was invaluable in promoting deeper thought about themselves and their connection to
the world. For instance, an interview participant reflected about her thoughts on her place in the

world when she was asked about what she remembered about the course:

“for the future we live in the earth. Protecting the environment is protecting the other species
in the earth. It’s all connected. Its connected to the animals, humans... connected to all ...
future generations. My children and grandchildren.”

— Student C from the 2017 Course during the Interview

Student C shows that they see themselves as both connected to the world and as a protector of the
earth. Clearly, the student declares the value they place on protecting the environment because of
their connection to other living creatures. In addition, Student C also speaks about protecting the
next generation, specifically their children and grandchildren, which is a fundamental tenet in
sustainability. Later in the interview, the student talks about how ‘environmentalism’ needs to
become more popular in Japan and issues like ‘plastic waste’ need to become more mainstream.
Student C’s awareness of environmental issues and their desire to do something about these
challenging problems shows a high level of environmental literacy, which demonstrate

environmental values, beliefs, and norms.
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Overall, it is evident that the ESD best-practice course in 2017 had a positive influence on student’s
environmental literacy and that providing a CLIL-style course that integrates student-centered ESD
approaches can not only increase environmental literacy but can also be a motivating factor for

students.

7.5 Discussion from Chapter 6

The LESD Framework (Figure 6.1) is meant to help address two main concerns with current EFL
instruction: (1) EFL curriculum designers and teachers could more carefully consider the topics and

contents in courses and textbooks and; (2) Mainstreaming ESD into EFL is Beneficial.

7.5.1 EFL Curriculum Designers and Teachers Could Place more Importance on EFL
Content

EFL teachers with a few years of experience often complain that many of the topics in university
English texts are either uninteresting or forgettable, soon extinguished from a student’s memory
upon finishing a chapter. Furthermore, topics and content are often taught in isolated chunks of
information that rarely complement or feed into each other. The LESD Framework in Figure 6.1
envisions the content as being an important part of courses and textbooks - timely, engaging, and
prioritizing real world issues and solutions. The 17 SDGs offer this kind of content. This promotes
language acquisition using impactful content that, by its very nature, is interconnected and will
scaffold nicely through an EFL course or textbook. For instance, a textbook could start with a chapter
on sea level rise in major Japanese cities and the impact of this on local communities, which would
fall under the 13% goal, or “Climate Change” in the SDGs. A subsequent chapter of the same
textbook could focus on how clean water is guaranteed for Osaka citizens and how that clean water
is produced, which would fall under the 6% goal, “Clean Water and Sanitation.” This example not
only envisions applications in a local context, but it also allows for ample overlap in vocabulary,
themes, concepts, and ideas. Lastly, a textbook, or course of this kind, will push students to consider
the language necessary to discuss and write about the content (meaning-focused output), learn
about something that is relevant to them through reading and listening (meaning-focused input),

and build fluency through the recycling and scaffolding of vocabulary, grammatical structures, and
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topics. Curriculum makers and teachers already have tools, like the SDGs, at their disposal to create

meaningful content alongside effective language teaching.

7.5.1 Mainstreaming ESD into EFL is Beneficial

Mainstreaming ESD is essential for EFL. ESD is an approach for teaching sustainability in light of
social, economic, and environmental challenges faced by citizens. This means that ESD covers not
just environmental concerns, but how the resources we use intersect with the values we ascribe to
them in society and how this affects people. ESD, in essence, is a way of envisioning content in ways
that overlap with real-world issues and solutions from many perspectives, addressing how people,
resources, and money are used in the world and creating relationships between relevant ideas. For
instance, teaching students about animals is a popular topic in EFL textbooks but this is often taught
as an isolated chapter and the content is not revisited in any meaningful ways. Moreover, much of
the vocabulary, grammatical forms, and concepts are presented only once and recycling is limited.
By applying an ESD lens to the topic of animals, several possibilities arise in terms of recycling topic
material and offering students more opportunities to use language and develop opinions. This could
be done by examining animals through social (What is the purpose of cat cafes in Japan?), economic
(What are the costs associated with caring for animals in Japan?), and environmental prisms (Are
there any endangered animals in Japan?). A simple topic can be expanded to become a much more
dynamic set of topics that will have positive language learning repercussions (e.g. vocabulary
overlap and recycling) as well as positive ESD impacts in terms of challenging students to think about
their own local contexts and different perspectives on the same topic. Lastly, the topic of animals
can be linked to SDG 14, “Life below Water,” or SDG 14, “Life on Land,” offering further possibilities
for real-world applications. Overall, ESD can be used as a meaningful way to explore important
topics in more depth as well as provide opportunities to use language in meaningful ways. EFL
practitioners can add significant value to their English language lessons while giving students

knowledge and exposure to consequential content.

Considering topics for EFL courses and textbooks from a sustainability point of view, particularly in
terms of the SDGs, can encourage students to engage in the material more critically, expand their

understanding of the world, and encounter important and timely ideas.
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7.6 Future Research

7.6.1 Overview of Future Research

As outlined in chapters 1-6, there are several areas where this research can be further developed
and the gap in ESD integration in EFL can be closed. There are two important areas that would be
benefited by further development: (1) How textbooks and textbook publishers in EFL can better
utilize ESD best-practice in their materials and (2) How ESD mainstreaming in EFL curriculum is

better accomplished.

ESD best-practice would add another layer to what textbook publishers and EFL practitioners are
already doing in the classroom so clear guidance on how to do this would be very useful. In designing
EFL curriculum, several steps are necessary for the successful implementation of a course of study.
For instance, a course needs a set of ‘goals’ that are directly tied into a ‘needs’ assessment of the
students, ‘principles’ that guide the creation of the course, and an awareness of the ‘environment,’
or context, in which the course is situated (See Figure 7.3). Furthermore, this process of creating a
course of study entails having ‘content and sequencing’ of the topics, the ‘format and presentation’
of the materials should be consistent, and the ‘monitoring and assessing’ should be in line with goals
and what is taught. Overall, there are many elements that should be connected seamlessly to allow
for a successful course that fulfills its goals and gives the students the knowledge and skills they

need.

Principles
Evaluation
Content Format
and and
Sequencing Presentation
Goals
Monitoring
and
Needs Assessing Environment

Figure 7.3: Designing an EFL course
Taken from Nation (2013, pp. LOC3088)
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Already, designing and implementing an EFL course, or any course for that matter, is challenging.
ESD mainstreaming into EFL can simplify some of the elements of course design by offering
meaningful content from the SDGs, for instance, but, in general, ESD integration adds another layer
of complexity and challenge to this process. Thus, having detailed guidance on how this process is
done in an accessible way can help guide textbook developers as well as EFL practitioners in
mainstreaming ESD. Further research in how Frameworks, like the LESD Framework from Chapter
6, can be integrated into EFL course design will be useful to this purpose. Moreover, additional
research in how ESD best-practice can be further refined in the EFL and Content and Language
Integrated (CLIL) classroom add significantly to closing the research gap and contribute to refining

frameworks for designing language courses integrating ESD.

Another area where this research has potential is in the wider language teaching world. The
textbooks used in the corpus from chapter 3 and 4 were often developed for broader markets in
Asia and not simply for Japan only. This implies that the integration of ESD into Language textbooks
in broader markets could also benefit. In addition, Language Teaching (LT) in this thesis has referred
to the teaching of English but the LT market includes other popular languages that are widely taught
such as French, Spanish, and German. As ESD is universal in its outreach and scope and the LT
disciplines share a common body of language teaching literature and techniques, ESD integration
has the potential to benefit other languages as taught in HE contexts. Thus, this thesis may be more

widely applicable in other international HE settings.

7.6.2 Future Research from Chapter 3 and Chapter 4

The corpus will continue to be developed, analysed, and mined as a means to learn more about
environmental content and how it can be better integrated in EFL textbooks and material. This
corpus will also be made available to other researchers who may be interested in using it for further
analysis. As mentioned in the discussion of chapter 3 and 4, it is often not clear why texts, content,
and images were chosen for textbooks, so collecting data from publishers as well as content creators
would be a useful next step to understand the motivations behind content choice. At present, there
is very little research about how environmental content used in EFL materials could be improved or

how this content impacts university students in Japan or other countries. Thus, further research into
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corpora here in Japan or comparative studies between countries would contribute greatly to

learning more about this topic and improving student PEB.

7.6.3 Future Research from Chapter 5

There are several avenues where follow-up studies and further research about integrating ESD into
EFL curriculum could be useful. For instance, setting up a similar program-effects case study in a
general EFL classroom, where all ‘environmental’ and ‘sustainability’ content used ESD best-practice.
This would be useful as an inquiry into the ESD best-practice techniques adopted for this study.
Furthermore, it would be interesting to see if ESD best-practice can also be more broadly applied to

smaller content units of study with similar results.

Moreover, there is an opportunity to take the results of this ESD best-practice research and apply it
more generally to EFL curriculum design in CLIL or general EFL classrooms. This approach could look
at ways to not only integrate ESD best-practice throughout the units of a course but also look at
ways to scaffold language, vocabulary, and Skill-based design to improve both student

environmental literacy and English language skills.

Lastly, based on the results from chapter 5 of the benefits of integrating best practice into language
classrooms and the gap in the literature of ESD integration into the language classroom, there is
ample room to introduce a new field of study based on the LESD framework (Figure 6.1). This new
field of study would be aimed at investigating how ESD and SD, more generally, could be used in
language classrooms. This new field of study could be called the Language Education for Sustainable
Development, or LESD (Figure 7.4). LESD will aim to close the gap between the disciplines of
Language Education and Sustainability Education by exploring the areas where these two disciplines
would benefit from each other in meaningful ways such as in the area of critical thinking. The hope
is that LESD could help to promote and popularize the use of ESD in the EFL discipline in Japan but
also appeal more broadly to the Language Education community across the world as many of the
same methods and principles are shared. Furthermore, LESD would emphasize ways of challenging
student environmental beliefs, values, and norms while building language skills so students can
better participate in global conversations about important issues. These global conversations would

necessitate an understanding of environmental challenges commonly shared by all people on earth
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such as climate change, and entail the ability to understand, share, and negotiate in a common

language while being able to negotiate cultural differences. LESD sets out to bridge this gap and

develop students who can be future leaders in solving these environmental challenges.

LANGUAGE
TEACHING

*English as a Foreign
Language (EFL)

*English for Academic
Purposes (EAP)

*Content and Language
Integrated Learning (CLIL)

LANGUAGE EDUCATION FOR
SUSTAINABLE DEVELOPMENT

SUSTAINABILITY
EDUCATION

*Education for Sustainable
Development (ESD)
*Environmental Literacy (EL)
*Sustainable Development
Goals (SDGs)
*Environmental Education
(EE)

Figure 7.4: Language Education for Sustainability (LESD) as a field of study
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CHAPTER 8: CONCLUSION

8.1 Overview

This chapter briefly summarizes the findings of chapters 1-6 by offering synopses of early chapters,
the main research findings, the limitation of the thesis, and overall conclusions are introduced.
Lastly, the author presents an argument for how Education for Sustainable Development (ESD) could
be better utilized in the English as a Foreign Language (EFL) classroom in Japanese Higher Education

(HE) and how ESD could be applied more generally to Language Teaching (LT).

8.2 Synopses of Earlier Chapters

8.2.1 | Chapter 3: An Analysis of Environmental Content Found in English Language
Textbooks Using a Corpus

This chapter examined the role that environmental topics play in EFL textbooks through an analysis
of a corpus. The research used text and corpus tools to analyze the corpus. This chapter concludes
by proposing a framework to support and improve EFL lessons that integrate environmental content

with the ultimate aim of strengthening ESD mainstreaming.

8.2.2 | Chapter 4: Mainstreaming ESD: An Analysis of the Image-Text Interplay
Found in EFL Textbooks

This chapter presented a further analysis of the corpus from chapter 3 by looking at the text-image
interplay found in EFL textbooks. The research used a novel approach to mapping image-text

interplay within a corpus using the KPV-model (Scientific Knowledge, Social Practices, and Values).

8.2.3 | Chapter 5: A Program Effects Case Study Using ESD Best-Practice

This chapter examined how ESD can be integrated into a university EFL course in Japanese higher

education by using a program effects case study. The research used three main methods of data
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collection including student reflection tasks, examination of artifacts from a major research

assignment, and follow-up survey results from both semesters.

8.2.4 | Chapter 6: LESD Framework

This chapter further unpacked the Language Education for Sustainable Development (LESD)
Framework to conceptually and theoretically align ESD and EFL that was first introduced in chapter
4. The chapter also discussed how the Sustainable Development Goals (SDGs) can be utilized in EFL

classrooms as a source for timely, relevant, and important content within this LESD framework.

8.3 Main Research Findings

In Chapter 2 the author posed the following three Research Questions (RQ) and sought out to
answer them by using a Textbook analysis (Chapters 3 & 4) and a Program-effects Case Study
(Chapter 5). Based on the abovementioned findings, the responses to each question can be

summarized as follows:

e RQ1: How is ‘environmental’ and ‘sustainability’ content presented in Japanese Higher
Education EFL textbooks and is this contributing to students’ construction of environmental
knowledge, values, beliefs, and norms? (Chapter 3) Topics are taught in isolation and are not
connected meaningfully to other topics within a course or textbook. There is little opportunity
for scaffolding or reinforcement of key vocabulary, ideas, and concepts in ESD. Few activities
challenge student Environmental Values, Beliefs and Norms. The Sustainable Development
Goals (SDGs) can be used as a powerful source of ‘environmental’ and ‘sustainability’ content
in the EFL classroom.

e RQ2: How is the image-text interplay presented in Japanese Higher Education EFL textbooks
and is this contributing to students’ construction of environmental knowledge, values,
beliefs, and norms? (Chapter 4) Images rarely have meaningful relationships to the
associated text and rarely challenge student’s environmental Values, Beliefs, and Norms.

Images rarely allow for meaningful conversations and are often decorative in purpose.
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e RQ3: How can ESD best-practice be integrated into the Japanese Higher Education EFL
Classroom and can ESD best-practice contribute to students’ construction of environmental
knowledge, values, beliefs, and norms? (Chapter 5) ESD best-practice can positively correlate
with environmental Values, Beliefs, and Norms further along the VBN spectrum. ESD can be
used as a tool to increase students’ VBNs but also teach English in the EFL classroom through
increasing problem-solving ability, deepening critical-thinking skills, and improving

motivation by using presentation skills and student-led research projects.

8.4 Limitations

8.4.1 Limitations from Chapter 3 and Chapter 4

A 55,000-word corpus (at the time of writing) is a good size considering the specific area of study
i.e. environmental topics within EFL textbooks after 2004. However, a corpus is used as a
representative sample, or a snapshot of the area of study, and, therefore, a larger body would be
better. The corpus will continue to grow as more samples are found, and new findings will be

published in future papers.

There is a huge body of EFL textbooks published with differing balances between EFL teachings, text
themes, and topics. The majority of texts found in the corpus showed a disproportionate emphasis
on learning-teaching content over a more topic-based approaches. The LESD Framework in Figure
6.1 offers a more balanced strategy for balancing content with EFL skill training, where the content
(i.e. topics and themes) used in textbooks are given a more considered weighting with the learning-
teaching content. Although this is ideal when using ‘sustainability’ topics and themes in EFL
textbooks, there are several other factors that would enhance textbooks such as the context,
learner ability, and purpose, that may affect how this balance is reached. Furthermore, language
learner levels and the contexts in which learners are studying are important in terms of content
understanding and conceptual understanding. For instance, lower level students of English may
simply not have the ability to deeply understand their own values and beliefs or be able to talk about
them accurately in a second language. Integrating ESD in EFL is likely to be more effective at certain
language levels and contexts and, therefore, this paper’s findings may not be applicable in all

circumstances.
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8.4.2 Limitations from Chapter 5

This research was done in an ‘Environmental Ethics’ CLIL course where the content already had an
environmental theme. This means that the results of an ESD best-practice course may not be more
widely applicable to a general EFL course in Japanese Higher Education. EFL courses often contain
environmental topics where the application of ESD is appropriate but the application of ESD to other
non-environmental topics in an EFL course needs further research. ESD best-practice, as defined
pedagogically, could have a positive influence in all teaching content, not just in ‘environmental’
content, as student-centered approaches, problem solving and critical thinking, and communicative
activities, like presentations, are wide-spread in EFL literature and correlate highly with increased

motivation and learning outcomes.

In addition, CLIL courses and ESD best-practice may have limitations at the lower English levels, or
lower language levels more generally, of the Common European Framework for Languages (CEFR).
Students that do not have basic speaking, presentation, reading, and listening skills in the target
language may struggle with the content, much of which is authentic in CLIL courses, and the course
tasks, such as poster and PowerPoint presentations. A bare minimum of a B1+ level student would
be ideal for ESD best-practice integration. A1 and A2 levels may not be sufficient enough to see

environmental literacy increases and language learning opportunities.

Lastly, this research is one of the first studies of integrating ESD bet-practice into a CLIL course in
Japanese HE. Although the results are encouraging that integrating ESD best-practice in the LT
classroom in HE is a worthwhile endeavour, more research looking at this issue could help support
the findings of this thesis. Currently, the gap in research looking at the nexus between ESD and EFL

is large and more research is needed.

8.5 Final Conclusion

As mentioned in previous chapters, ESD mainstreaming in the discipline of EFL has had very little
exposure in the research and limited guidance on how to do it effectively. Furthermore,

sustainability content used in EFL courses in Japanese HEls is being underutilized or being taught
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ineffectively through textbooks. Therefore, curriculum designers and textbook creators could
improve their courses by better considering the nexus of effective language teaching with
meaningful ‘environmental’ and ‘sustainability’ content. EFL as a discipline can benefit from ESD
best-practice as EFL and ESD share many of the same goals such as improving problem-solving,
advancing critical-thinking, and promoting better research and presentation skills. Most importantly,
however, the discipline of EFL can participate in challenging student environmental Values, Beliefs,
and Norms, and, ultimately, creating future leaders that can promote more sustainable societies.
English as a Foreign Language and Education for Sustainable Development can work together in
accomplishing this goal. Based on the results from chapters 1-6, three main research findings can

be deduced:

1. Textbooks commonly used in language teaching classrooms in Japan often contain
sustainability-linked content, but this content is doing very little to challenge student’s
environmental Values, Beliefs, and Norms (VBNs).

2. Education for Sustainable Development (ESD) could be better utilized in the Language
Teaching classroom to foster language learning and better challenge student’s VBNs.

3. There is untapped value between the nexus of English as a Foreign Language (EFL) and

Education for Sustainable Development (ESD) in Japanese HEls.

8.5.1 EFL Textbooks are not Challenging Student VBNs

Textbooks are often chosen for the EFL classroom in Higher Educational context because it is
convenient. The course is conveniently organized into accessible units and chapters for the students
and the teachers do not have to worry about the complexity of developing curriculum and thinking
about the pedagogy for EFL. Textbook writers and curriculum makers create textbooks with the goal
of providing this convenience and grounding their textbooks in solid Language Teaching
methodology and Learning Outcomes considering the complexities found in Figure 7.3. In creating
worthwhile textbooks, the ‘environment,” or the context-specific needs of students is important.
However, pressures on the publishing industry in recent years have allowed for country-specific
textbooks to diminish in favor of broader region-specific (e.g. Asia market) textbooks as revenues

from textbook publishing decrease. Furthermore, the slow uptake of important topics, like those
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outlined in the SDGs (Figure 1.1), has created a situation where sustainability-linked topics found in

textbooks are not challenging students’ environmental Values, Beliefs, and Norms (VBNs).

Chapters 3 & 4 were dedicated to understanding how sustainability topics and images are presented
in popular EFL textbooks used in Japanese HE. The findings show that, in general, textbooks are
doing a poor job of challenging students’ VBNs and offer very little scaffolding or reinforcement of
key vocabulary, ideas, and concepts in ESD. Although it has been acknowledged that the objective
of English language textbook publishers is not to teach ESD, ESD best-practice can offer EFL textbook
writers and curriculum developers opportunities to not only provide meaningful content but to also

teach English better.

8.5.2 ESD can Enhance Language Learning and Environmental Literacy

Offering textbooks that enhance language learning while, at the same time, improving
environmental literacy is enormously valuable. This can be accomplished in many ways as outlined
in this thesis. One way is by using articles that are not simply informative in nature but also aim to
challenge students’ beliefs about sustainability. One research finding discussed in chapters 3 and 4
was that textbooks often utilize reading and listening texts that simply offer information on subject-
matter but do not offer opportunities for students to think critically or question their own beliefs
about climate change, for instance. Additional activities could be created that challenge students’
current environmental values, beliefs, and norms as well as creating links and connections with
other topics within a course or textbook. By creating links and connections to other topics, for
instance, students have the opportunity to: (1) make broader connections to sustainability content
and think critically about this interconnectedness and (2) offer language learners an opportunity to
see vocabulary, concepts, and language uses in multiple instances contributing to their language
proficiency. Lastly, as outlined in chapter 6, ESD best-practice can offer overlap with EFL and ESD in
terms of the common goals of enhancing problem-solving, improving critical-thinking skills, and

offering students an opportunity to develop presentation skills and share student-led research.

Textbook writers and curriculum developers should consider how mainstreaming ESD best-practice

can enhance their curriculum because it is not only beneficial for language learners, but it is also a
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means to integrate content that addresses critical global challenges, which can only strengthen the

appeal of their products to HEls.

8.5.3 The Nexus between ESD and EFL has Enormous Potential

The ultimate goal of Environmental Education (EE) is to promote Pro-Environmental Behaviors
(PEBs) at the far spectrum of the VBN-model. The commonly held belief that simply giving students
environmental knowledge will translate into meaningful PEBs is ignorant of the many processes that
people need to go through in order to turn values, beliefs, and norms into meaningful, day-to-day

actions.

Based on the findings of chapter 5, students benefit from ESD best-practice and this potential for
mainstreaming ESD into EFL and, more generally, language education has enormous potential. As
ESD mainstreaming becomes more common in HE disciplines, students are empowered with an
increased awareness of sustainability issues and, more importantly, the skills, as future leaders, to
solve them. This push for mainstreaming in ESD as well as wide-scale behavior change, the ultimate

goal of ESD, has recently been discussed by the IPCC:

“Education, information, and community approaches, including those that are informed by
indigenous knowledge and local knowledge, can accelerate the wide-scale behaviour
changes consistent with adapting to and limiting global warming to 1.5°C. These approaches
are more effective when combined with other policies and tailored to the motivations,
capabilities and resources of specific actors and contexts (high confidence). Public
acceptability can enable or inhibit the implementation of policies and measures to limit
global warming to 1.5°C and to adapt to the consequences. Public acceptability depends on
the individual’s evaluation of expected policy consequences, the perceived fairness of the
distribution of these consequences, and perceived fairness of decision procedures (high
confidence) {1.1, 1.5, 4.3.5, 4.4.1, 4.4.3, Box 4.3, 5.5.3, 5.6.5}” (Masson-Delmotte, et al.,
2018, p. D.5.6: 22)

Thus, it is not just important to initiate ESD mainstreaming in the EFL discipline; it is essential if
education is seen as instrumental to raising public awareness and policy creation in order to stem

some of the worst consequences of Climate Change (CC). Moreover, EFL often uses sustainability-
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linked content so there is an imperative to ensure that EFL practitioners are offering their students

effective knowledge about sustainability issues as well as challenging their students’ VBNs.

Based on the findings in chapter 5 and the LESD Framework (Figure 6.1) from Chapter 6, EFL and
ESD have enormous potential to work together to not only improve student PEBs but also offer
them the language skills necessary to participate in global conversations around these important

issues. EFL can thus play a large role in empowering students to address environmental challenges.

In order to get students to adopt meaningful actions, however, Higher Education has an important
role to play. Language classes, as mandatory in Japanese HE, can contribute significantly. The EFL
classroom, for instance, offers students the opportunity to learn English through exposure to many
topics, many of which are sustainability-related. Empowering language teachers with the tools to
integrate ESD best-practice in their classrooms in not only a pedagogically sound way to present
language (i.e. student-centered, critical thinking and problem-solving), but it can also encourage
students to move further along the VBN-model spectrum. Figure 8.1 shows how the VBN model can

be used in the language classroom through ESD integration.

Attitudes,

Values, and =
Beha\;iour e Biospheric
Ch Environmental
n .
e New Ascription of behaviours
ecological responsibility
i i
paradigm
X Egoistic i
Foundatlon Awareness of Personal
consequences norms
Language Language A S
Teachin Teaching =
isci e Content Altruistic
Discipline
CoeS) VBN-Model

Figure 8.1: LESD framework and the VBN-model
Source: Jodoin & Singer (2018); Bronfman, Cisternas, Lopez-Vazquez, de la Maza, & Oyanedel
(2015)

The LESD Framework on the left side of Figure 8.1 (Figure 6.1) shows how EFL, as a language
discipline, supported by meaningful content based on the Sustainable Development Goals (SDGs),

can elevate students’ environmental values, beliefs, and norms through the use of ESD integration.
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Essentially, the language support and the meaningful content build on their existing values and
knowledge when students enter a course. Through ESD best-practice, students can begin to develop
their own sense of ‘Awareness of Consequences,” ‘Ascription of Responsibility,” and ‘Personal
Norms.” Through ESD best-practice, students gain the opportunity to learn about sustainability
issues as well as learn about possible solutions and how they can be applied at the local, national,
and global levels. Furthermore, students gain an opportunity to share what they have discovered in
meaningful ways, whether through presentations, discussions, or writing. Lastly, content units can
be integrated in a way that allows for students to recycle their understandings of topics as well as
be challenged to apply their knowledge to other related topics. Thus, students will come away with
a deeper understanding of ‘environmental’ and ‘sustainable’ topics and have the ability to apply
their knowledge more widely, which are transferable skills to other disciplines and domains of
inquiry. In other words, ESD best-practice integration does not just aid students in the discipline of
language teaching or environmental education, but these skills can then be more broadly applied

to other courses of study or problem-solving areas.

Overall, ESD best-practice integration in the language classroom improves environmental literacy,
is a pedagogically sound approach to teaching at the university level and offers students

transferable skills that can be applied in other domains of study.
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Appendix 1: Consent forms from Program-effects Case
Study

Al.1 Participation in the Research

Please read the following consent form. If you agree to participate in the research,
you will be asked to sign at the bottom of the form prior to participating. The
researcher will keep the original of the consent form and you will be given a copy
of the consent form for your records.

Researcher: Joshua Jodoin

Affiliation and position: Associate Lecturer of English, School of Policy Studies, Kwansei Gakuin
University and PhD student in Kyoto University Graduate School of Global Environmental Studies

What you will be asked to do: The researcher would like to collect data over the Fall 2017 Special
Topics - Environmental Ethics course for analysis. Students will be asked to take an online
Sustainability Test (Sulitest - http://www.sulitest.org/en/) at the start (September 29", 2017) and end
of the semester (January 12" 2018). The researcher will also be collecting research assignments in
lesson 5 (October 20™, 2017) and lesson 10 & 11 (December 8" and 15™, 2017), reflection tasks in
lesson 2 (September 29", 2017) and lesson 13 (January 12™, 2018), and results from the mid-term
exam in lesson 6 (October 27", 2017) and the final exam in lesson 12 (December 22", 2017). All
marks and assignments will be anonymized, meaning that no one will be able to know your mark or
name on tests, assignments and reflections. The researcher may publish short examples or excerpts of
anonymized writing from the collected data at a later date.

Voluntary participation: Your participation in the study is completely voluntary and you may
choose to stop participating at any time. The study is not connected to your coursework in any way.
Your participation will not affect your course grade. If you choose not to participate in the study, it
will not affect your grade or your relationship with your teacher in any way.

Withdrawal: You can stop participating in the study at any time, for any reason, if you so decide.
Please feel free to contact Joshua Jodoin if you wish to stop participating.

Confidentiality: All information you supply in your writing will be held in confidence and your name
will not appear in any report or publication of the research. Only the researcher will have access to
your information.

Questions? If you have questions about the research please contact Joshua Jodoin at
jjodoin@kwansei.ac.jp.

I , consent to participate in this study. I have understood the nature of

this project and wish to participate. My signature below indicates my consent.

Signature Date
Participant (Class )
Signature Date

Researcher: Joshua Jodoin
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THROFEEELZHATLEIV, ABOZMEREBEL TCWAEE T35
. TELEBHEVHRLET, AEEPEAEZEOEAZREE L 94
 ABEEDavr—%2ZHETHRELTT I W,

FEH: Joshua Jodoin

FIRB LRV Y a v FEEREKERABORFAM SMEANFE#HA . AR RERELREE
£

AEANR : PFEE 23447 B# T Fall 2017 Special Topics - Environmental Ethics (2017 4 #H
FHI P &y 2 - BREEGEE) a—XICffE 7 — X IREZTF T, E/EICITFHIER (2017 9 A
29 H) ¢#HEK (20184 1 H 12 H) ic4 > 7 4 > TD Sustainability Test (3 27F ¥V 7
4« 7AbF) (Sulitest - http://www.sulitest.org/en/) #FZF T\ E ¥ 7, ILHEEIIL
vy A5 (2017410 H20H) Ly 2v9&10 (20174 12 H 8 H &20174 12 H15H) @
W@, vy Rrv2 0079 9H29H) vy zrv 13 (20174 12H 22 H) oEF 4 2

7, LyRv6 (20174 10 A 27 H) CToPTHERABROHER, b CicLy 2V 12 (2017 4 12
H22H) CORKBBABROEINZITVET, BELFHEHIETELLIN, Thbb, HROK
B, K&, FEIoBFCIARINEEA, EHIERE, WE LT —2 2R ICELLLE
WIS HE2RKRT 2560850 7,

EERAE: coRBE~0SMiZ. FEODDOTH Y, FETHNITMETCISMEZHETE D
TE¥FT, ZORBRIBHICEEBNICEET I OTIRAL, VAR IEAD. FAE~0S
MoOFELHAEPLH L OBRICHEETZDOTED ) TH A,

R FE~OSMIIFIRETH, TELALBEATH-TH, CHHORETHRT 2 LHTE
9, HREFLEINSSIE, FAEE Joshua Jodoin T THHLEL I W,

THEE: WES W REL L/ ONFERICE L TRFREHFZFY. LF—FPRL 0T
EAEREART 2 LD Y A, AEBETINEINZFECEH I ZHRERS C
EHTEET,

HR:C ofEIcBIT 3 HMA T W E Lz b, Joshua Jodoin (jjodoin@kwansei.ac.jp) ¥ T Zi##&
CEEE,

A 2. ZOFBEOTEELXHMBEL, REICSMT S CLiCHERLE
T, TROEL%F->T, Moz LT,

Signature Date
Participant
Signature Date

Researcher: Joshua Jodoin
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A1l.2 Voluntary Interview Consent Form

Please read the following consent form. If you agree to participate in the research, you will be
asked to sign at the bottom of the form prior to participating. The researcher will keep the original
of the consent form and you will be given a copy of the consent form for your records. The
interview will take about 30 minutes. We don’t anticipate that there are any risks associated with
your participation, but you have the right to stop the interview or withdraw from the research at

any time. Thank you for agreeing to be interviewed as part of the above research project.

LUTOREBEZRHFAWVEZE, L LIDRABICSNVVEGFSE5THNIE, 124
Ex—2Z 50 AREEORRICCZERZESBOWELET, ABRBFTEREEED
BARZREWV-LETH, HREO-HORAEEDELZHELM-LET, COI1245E
1—EEEE 30 "INV ET ., CORARADSMIZIE, LA LESEBGERKRIEENE
HFAN, WOTEHEA VA Ea—DhWFELIIAE~DSMEIFETEET, AR IO
IV FD—RELTDA VA E2a—~DIBRIZOEFE L TREBHWLVZLET,

Researcher: Joshua Jodoin S§& & : Joshua Jodoin

Affiliation and position FT/E# & U'BEAL: Associate Lecturer of English, School of Policy Studies,
Kwansei Gakuin University and PhD student in Kyoto University Graduate School of Global
Environmental Studies BT ERR R F R EBERFES SAEANEEEM, RVAXEXFR hRREFS
ELEERE

What you will be asked to do %75 =M E R &5 NZA: Based on what the researcher collected
over the Fall 2016 or Fall 2017 Special Topics - Environmental Ethics course, the researcher would
like to collect additional data from a recorded interview for further analysis. 2016 £ E#FEAE =
(% 2017 EEMFHIIZZE SN 1= Environmental Ethics IBBEGEI—XIZHITHIHRICEDE, FHE
BEXSEDODOWICBEREMDT—2%A VA E2—DHBICE>TIELIZWEEZTEY E

9, Would you therefore read the information below and then sign this form to certify that you
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approve the following: A T DA ZE HHAH LN 1-F, RELTW:=EITSKLS5TLEDL,
CEREBBELLNLET,

e the interview will be recorded, and a transcript will be produced

o ZDAVAEaA—FHFEESIN, BEHR (XFRILSINEER MMERSNDLIFE
TY,

e you will be sent the transcript and given the opportunity to correct any factual errors

e FEREIBABELIETNEEE, CBEORENPRYVLGIREESN T LSHHE
BETELTWERECZENTEFT,

e the transcript of the interview will be analyzed by Joshua Jodoin as research investigator

e A 2HE1—NDFEERIL JoshuaJodoin NARFEERE L THH WV =LET,

e access to the interview transcript will be limited to Joshua Jodoin and academic colleagues
and researchers with whom he might collaborate as part of the research process

e AVAE1I—DZREHDEEILFAES Joshualodoin 5 UWICHAEELFIRT 5%
EDOHRE, EEHAEEOHICRONFET,

e any summary interview content, or direct quotations from the interview, that are made
available through academic publication or other academic outlets will be anonymized so that
you cannot be identified, and care will be taken to ensure that other information in the
interview that could identify yourself is not revealed

o WMXZTDHMDEMEEMICENTHIMSINIBEEN-A V2 E2—DEHLLZ
SIRIETATER&ILSHh, EANHESNGVREIZWL-LET,

e any variation of the conditions above will only occur with your further explicit approval

o S HUT-IHERICERINGUVRYIE, LEOFHZEEI S EFRLTH
YEE A,

e Compensation F£LIZ DLV T: You will be given 1,500 yen worth of book vouchers in
exchange for your time. £ 42 Ea—I[Z&MUM=FZM=8i3L& LT 1500 A5 ORE
HEELLETFET,

Voluntary participation COIREADEEDBMIZDLVT: Your participation in the study is

completely voluntary and you may choose to stop participating at any time. CDRAEIZSINT 5 H
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ESME, HLE-OFEEMNDBHTY.,. FELEINLIEEE, LWOTIEMZIFHRT LI ENTE
F 9, The study is not connected to your coursework in any way. Your participation will not affect
your course grade. If you choose not to participate in the study, it will not affect your grade or your
relationship with your teacher in any way. CDFREIE, HLE-OREFETOEMRFFE-TFEERE
EEFELECEDLYDGENELDOTHY, REICSMLEGELN>F-ELTH, HRT-DRBIREOEME
DERIZEFS - EEBEHY FHA,

Withdrawal #3BIZ DLV T: You can stop participating in the study at any time, for any reason, if
you so decide. ZCDHAEILX, WO TH, FLEALEBERTH-TH, CEENDEERTHERT S &
MTEET, Please feel free to contact Joshua Jodoin if you wish to stop participating. #iR % &2
=nBEEIE IEEL < Joshualodoin( jjodoin@kwansei.ac.jp )& T &K S LY,

Questions? BRFIZDLVT : If you have questions about the research please contact Joshua Jodoin
at jjodoin@kwansei.acjp. C DWEICEA T HAEMBMMN I T IVE L 2 5, Joshua Jodoin
(jodoin@kwansei.ac.jp ) T ZEK L FZE LY,

I , consent to participate in this study. | have understood the nature

of this project and wish to participate. My signature below indicates my consent.

#h X, KARADSMIZOVWTREZW-LET, HARED
BEIZDOWTHEFEL, BARICSMIZWVELET ., UTOEZEREIHOREZRLFET,

Signature &4 Date® H H
Participant S0 (Student ID =24 ID )
Signature &4 Date® A H

Researcher Fi &% : Joshua Jodoin
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A1.3 Follow-Up Interview Information for Students

BMA A Ea1—

If you are willing to participate in a follow-up interview, please record your information below. %
L, REDOLODEMA VA EA—ITTFTATEMLTELRSHALIE, UTICRAZS
BFELMN=LET ., If not, please leave this section blank.JBIMA Y2 Ea—%FL I A
FZEADEETRETT . The follow-up interview will take about 30 minutes to conduct and
Mr.J will contact you to set up a time. CDEMA A Ea—IlEMr) BBz ERKEZEYR
BZERELT, 30 DREEORRKEEBZWN=EWTITS>3HLDTT, The follow-up Interview will
take place in English only. BiA >3 E 2 —I[XEEDHTITIFETYT, Compensation FH*L

(22U T: You will be given 1,500 yen worth of book vouchers in exchange for your time. - > X

Ea—CSMu/fon7zEitle LT 1500 A9 ORESEZL EIFET,

1. | would be interested in a follow-up interview
Bl >4 Ea—ICEKEAHY £9H.
a. Yes &Ly
b. No (Please skip the following questions and push the 'submit' button at the bottom
of the page)
LWWZ (UTOEBRIZEADFEFETHEETT, DL R—UTEHOD submit R4
VERLTLSESL, )
2. First name
2E (4)
3. Last name
21 (&)
4. Email address * —JL7 FL X

124



Appendix 2: Post-class Survey Questions used in the
Program-effects Case Study

You are being asked to take this post-class survey as a follow-up to the Environmental Ethics (Special
Topics) course that you took in either FALL 2016 or FALL 2017 at Kwansei Gakuin University. Your
participation in this post-class survey is completely optional and you may quit the post-class survey

at any time. The post-class survey should take no more than 20 minutes.
Researcher: Joshua Jodoin (Mr.J)

Affiliation and position: Associate Lecturer of English, School of Policy Studies, Kwansei Gakuin

University and PhD student in Kyoto University Graduate School of Global Environmental Studies

What you will be asked to do: The researcher would like to collect data in this post-class survey as
a follow-up to the Environmental Ethics course taken in either FALL 2016 or FALL 2017. All post-class
survey answers will be anonymized, meaning that no one will be able to know your answers on this
post-class survey unless you agree to participate in the follow-up interview. The researcher may

publish short examples or excerpts of anonymized writing from the collected data at a later date.

Voluntary participation: Your participation in the study is completely voluntary and you may choose
to stop participating at any time. The study is not connected to your coursework in any way. Your
participation will not affect your course grade. If you choose not to participate in the study, it will

not affect your grade or your relationship with your teacher in any way.

Withdrawal: You can stop participating in the study at any time, for any reason, if you so decide.

Please feel free to contact Joshua Jodoin (jjodoin@kwansei.ac.jp) if you wish to stop participating.

Confidentiality: All information you supply in this post-class survey will be held in confidence and
your name will not appear in any report or publication of the research. Only the researcher will have

access to your information.

Questions? If you have questions about the research, please contact Joshua Jodoin at

jjodoin@kwansei.ac.jp.
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Section A: General Questions

1. Which year did you take the Environmental Ethics Course with Mr.J?
Mr.J @ Environmental Ethics IRIBEMMEDZERHAIILNDTIH,

a. Fall 2016 2016 R
b. Fall 2017 2017 FER ]
2. What is your gender?
HIET=DHERMZDONTHAZTLIZELY,
a. Male B1%
b. Female &%
c. Prefernottosay X 71=< HLY
3. How old are you?
FEIELC DT D,
4. What year of your undergraduate study are you currently in?
WEIXRFEETT M,
5. What department are you currently in?
MADORFRITIEZTI D,
a. Social Policy #A B BUE R
b. Applied Informatics * T « 7 1&HRFF}
c. Urban Studies #iTTBURZEH
d. International Policy Studies EFRBUREF
6. Did you have any environmental education in high school?
EEFFRTE, BEICATLIZEZTVELED,
7. Have you had environmental education in any other university courses at Kwansei Gakuin
University not including 'Environmental Ethics'?
B PR ERE K2 T & Environmental Ethics IRIBEMIBLUN DIRETIREICET 2FB 1T
LVE LD,

A8If you answered “yes” for question A7, please explain briefly.
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Section B: Environmental Knowledge

B1. How do you rate your knowledge of the following environmental issues?

LUTORERMEICOVNT, HE-0OM#HZCBHFTIHML TS,

Not
heard of
Ay
_ED
g A

Heard of
but could
not explain
=2
ElEHd
AERBA T
=224

Have some
Knowledge
E A8
LB

Know a lot
LA
2TV

N/A
Enic
LHT
FTE5
g A

Global Warming / Climate
Change
EKCREL - JIEZESH

Damage to the ozone layer

IV VB OHIER

Acid Rain
[ipgEds]

Deforestation

PR R

Desertification

iR

Animal rights
B DIEF

Biodiversity

EYEHit

Species extinction

MR fE R

Air pollution

RRFBEE

Water pollution

KEFE
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B2. How do you rate your knowledge of the following environmental legislation, policy, and

standards?

LT OBRSMEICEY 2ERNLIY RO - 14 - BRISOVT, HULONBECAS
TEMEL TR,

Heard of

Not but could Have some N/A &
heard of not explain | Knowledge :‘now alot TE'L .
[V o . EL<CH | HTIE
— L HW=C& | 2005 ST | ok
| BB HWikH S o

BCEAL Ly

Intergovernmental Panel on
Climate Change (IPCC)
SURZEENRET 5 BT
/N2 JL(IPCC)

The Sustainable
Development Goals (SDGs)
Fri I Re SRR B R

(SDGs)

Montreal Protocol on CFCs
(1987)
EVM)F—ILEEE
(1987)

Rio Declaration on
Environment and
Development (1992)
IRIECBERICEET SV A
TE(1992)

Kyoto Protocol (1992)
REBETE S (1992)

The Paris Agreement (2016)
N IRTE (2016)
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B3. How do you rate your knowledge of the following environmental tools, technologies and

approaches?

LUTORERECEDLSFER - &iff - MYMBEAIZDOWT, HE-OMBEZE B TEHMEL
TLEESW,

Heard of .
::atrd of but could Have some K lot ;{f_i

not explain | Knowledge fhowa o e
BN g N LA | &TIE
Sy |MVESE sdom | T
| EBEOE WEHS |7 o

BCEAL Ly

Clean technology 2 ') —>
TV/80— (RE~ADE
FZEFHRBLI-LDT, R
RREREDRRK LGS
fitT)

Solar power

AEAFEE

Hydroelectric power

KDEE

Wind power

BEAEE

Geothermal power

EFEE

Eco-labelling
ITaxFT - TaAsSNY24y

Fuel cells

Waste minimization

FEREYMR/NME
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B4. How do you rate your knowledge of the following sustainability topics?

LT OFEaIse%<B 9 5

IS OWNT, HL-DMBZECEHSE TIHMEL TSN,

Not heard
of

=2
EDEL

Heard of but
could not
explain [ LY
-2 &EH
BAGRHT
=EAYA

Have some
Knowledge
Z D> DG
Ex&H 5

Know a lot
LA
2TULV3

N/A En
(2HHT
lTESL
LY

Components of sustainability
(economy, social, and
environment)
FinagetE = D< 5 E%R
(#FF, L, &’RE)

Inter- and intra-generational
equity
HAREE (AF) ML
AEE (AF) 4%

Connection between poverty,
population, consumption and
the degradation of the
environment

BE, A0, HELCREHER
& DA%

Earth’s carrying capacity
HERDIRFINE S

Eco-footprint
IaavhiLay RIFTYk
(RIR - £BR~DEH)

Actions that can be taken by
companies and engineers to
promote sustainability
EEOFEMEIC &L DEFHEATEE
HEHESELEH

food supply, food kilometers
and sustainability

BREH, J—F3a1L—>
(BHOWAER) &k
Aeld

sustainable tourism versus
unsustainable tourism

Rl gE R B8R & iR A Al RE
TRERJE & DXL

urban and rural sustainability

#hh & 75 DT AIRETSE

130




Section C: Environmental Behaviors

C1. In your view, how much does each of these statements represent you? (Energy Use)

IRLF—ERICEALT, HEEOTHEITOENIZHETIEEY FIH,

Never Rarely Sometimes Often Always
Fofz |2z | EFESF LD

(250 | 53 F<BHD

In winter, | keep the heat at such a
temperature that | can wear light
clothing inside my house.

Z, RTIEHEETHI I EMNTE
5CHOVNEMNVEREZRELTL
B

In winter, | leave the windows of my
house open for long periods of time to
air the house.

Z, BIOE-OREEEZRITTL
%o

In winter, | turn off the heat in my
house at night.

Z, RTHEHKEHE, BEEHREDRA Y
FEHELTWD,

In winter, when | leave my house for
more than 30 min, | turn off the heat.
Z, 30 LEDONEET BIE, B
BHREDAAvFZHLTLS,

| make the most use out of natural
light.
BARIXZFZHARISERALTLS,

| turn off any lights I’'m not using.
EHLGEWESFTEDT STOER
Yz ELTWLS,

| unplug any electrical appliances I'm
not using.
FEOLLGWEEFITRTOERHED
TS EHRNTLS,
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C2. In your view, how much does each of these statements represent you? (Ecologically aware

consumer behavior) IBIBZEH LI-HEIZDOWT, HEEOITHEITOENIZHETIEFY

FIh

*If you live alone, you can answer your own situation.

*x— ANELLDGZRIE, CRETELESIBFDITHZEATSESL,

Never
Ede)
=<
g A

Rarely
&>
1=1Z
g A

Sometimes
EEEED
)

Often
&<
H5

Always
ANk

My household uses biodegradable detergents
to wash laundry.

FTITEREZEICITELRE (BRISETS
NPT NVHEE) ORFIZEFE-TLD,

My household uses organic products.
RTEA—HT=v o (BHEE O#EH
FE-TWND,

My household uses rechargeable batteries.

RTEREXEMZE TS,

My household uses energy-efficient light
bulbs.

RTIFEIREHKZFE LT D,

My household uses products in reusable or
returnable containers.
RCIEBEFAFRLIRANAGELEHFOH
mEFE->TLD,
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C3. In your view, how much does each of these statements represent you? (Biodiversity

protection)

SMEHREOREBICONT, HEEOTHEITOENICHTIEEY T3hH.

N/A
N Rarel S times | Often | Always S = 4 sl
ever arely ometi way Ehicd

Fofz | oz | &EFEFT | &KL | Ly N
7-~
CHN 2B | 3 55 | 4 f\'**b*

After spending a day outdoors,
| leave the site as clean as it
was when | got there.

BN TR LI-RIEKE
ERUCIRREIZED K SITE
wELTRDS,

| visit national parks, nature
reserves, and mountains.
Ei AR BERRER,
IRz b,

| have many plants in my
household.

RTIEZL DEMEETT
W5,

| collect plants, seeds and
organic matter when | visit
natural areas.
BRDHLHEZAIZHEMIT
=FF, 1Y, & A£PYEW
£95,
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C4. In your view, how much does each of these statements represent you? (Water conservation)

KOBRLEIZODWNWT, HEEDTEBIEITOENIZHTIETEY FIH,

Never | Rarely | Sometimes | Often Always Nt{;‘_ 1

Fol- | o= | EFEE | KLH | LD é’iflgii

KWL IZHWL | $HD % % > 4o
75U

| try to repair leaky faucets
quickly.
KEnLfzoOzd <
[CIEES HLIICLTL
%o

| leave the water running in
the shower until it reaches
the proper temperature.
¥ D—0R, #YTR
EIZRH5FETKERL-
(XZELIZLTWLWA,

| try to turn off the faucet
when | brush my teeth.
WEBECH, KERLTE:
FFEIZLAEWELSIZLT
W5,

| wait until | have a full load
of laundry before putting it
in the washing machine.
HEPNBREL oL
BELIETHERZED
0y,

| try to take short showers
(less than 10 min).
EERTOL Y I—%ZID
MIFTULS (10 7L
A)
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C5. In your view, how much does each of these statements represent you? (University Life)

RFERIZENT, HEEOTHETOENICHTEEFY FIH,

Never

E£Fo7=
LY

Rarely

Ho1=IZ
g A

Sometimes
LEESE
H5

Often
KL< H

Always
(AYSE

N/A
Enlc
HET
=& )
g A

To travel short
distances, | prefer to
walk or use a bike.
BEULERTHNIES
EHBEETHRET
B,

| use public
transportation.
AEZBEKEZFA
ERCE

| drive a car.

EziB8iY D,

| bring a lunch to
school.
FRIZERZHE ST
(%,

| bring my own utensils
for school lunch.
FRICTAE (T+
—9 - RT=2) B
R4 hy7T (BT
7—) HF-oTK
%o

| am careful about
wasting paper when |
print.

ENRIlY SRR, #H%x
EEAELLAGWLES
IREDMTTND,
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C6. In your view, how much does each of these statements represent you? (Ecological waste

management)

HRBRICEELIEZCHDERIZOWLNT, HEEOITENEITOENIZHTIEFY EFTH,

N/A
Eh
Never Rarely Sometimes | Often 2%

Eof |Wofls |EEEE | &<B |No | 8T
b | BL | B5 % %
54
LY

When | go shopping, | use
cloth instead of plastic
bags.

BLWICIT< EE, E
Z-LERORDYICH
BOANVEFERLT
W3,

| reuse plastic bags (from
the supermarket).
R—N—TRELSHE
LoHENEIITLT
W5,

| refuse to take plastic
bags from the
convenience store when |
have only a few items.
AVEZIVRRMT
T, LPELHMEDLAEL
LE LORELLD
TWWEHIZLTWLWAS,

| buy products with less
packaging.
EEOEDHRZEE
Do

| buy eco-friendly
products when they are
available.

FICTABRY [FREIC
BLWVMERZE S,
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Section D: Environmental Values

D1. In your view, how much does each of these statements represent you? (Predictor Variables)

HEEEFTOAPRENDS S, EDIAGZITHRLENTI D, (FPAER

Not at all | Not Like Very much
like me like Neutral me like me

EFofz | me Ebbedy | AT FEEIZH
CEG | BTG | LWAHWL FFE | TEFED
% % %

A person who believes that everyone must
look after the environment.
TRTOANREICERZH-LGTAELR
LIEWEFE LTS A,

A person who respects the environment and
believes that we should live in harmony with
other living beings.

RIEBICHEZILLD, ABXthOEMENS
VRAREROTHELLBITNEG LG NE(E
CTL %AW,

A person who believes it is important to help
others around them.
BRBYDARZMITADIEKREYIEZEEFELTL
oA\,

A person who believes in the fair treatment of
all people, including persons who are
unknown to them.

EZAMBIEVWATE, ETOANIILTEL
HIGEMSEITNIEGELLENEEFELTLDS

A¥,

A person who makes decisions and likes to be
a leader.

RETANHY, )V—F—IZHEHI ENEL
A¥,

A person who believes it is important to have
a lot of money.

K SADEEEHFE O EIIRYG I &=
EELTWWS AW,

A person who believes it is important to have
influence over people and their actions.
ZLDARDEBZOITEICEEEE5Z 5T
EFXRUEEEFELTLD AL
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D2. How much do you agree with the following statements? (Ecological vision)

ARRCHMBRIREICEHTATOEAALICIZVLT, EORBREBRFLEIRMLETH,

Neither agree nor Slightly

THRHTS | 0 .
Rt woRE | ARTLRATY | PRR | o

E55THAL | i

In recent times, the human
population has grown at a faster rate
than the planet can support.

E, MBAZZHEY LRV
E— FTAROAOAEML TLY
2o

The earth has limited resources and
space (e.g., like a space ship).
[FHMMERS] Ofz&ZMNRT
£II1Z, HERDEIR & ZERMIIRE 5
hTWhb,

Human beings have the right to
modify the environment as fits their

needs.
ANEIEF=—X (FE) I2T&hET
BRIEZZEZHEFNLNH D,

Plants and animals have the same
right to life as human beings.

ey EEMmiE, AMERCHERZE
BoTWa,

Nature is sufficiently strong to
support the impacts of modern life.
BAREBEIHERADEFEZXZ oh
BFETRGESZFHFH>TLD,

The balance of nature is very fragile
and easily disrupted.

BRADNT VR(EETHERDT
{EHEICHRAAREICLES,

Most environmental problems can
be solved by using better technology.
BT DELIC L > TE < DIREM”
BIFRRTE S,

Human beings will learn enough
about how nature works to control
it.
ANEFERZaFO—ILT DA
EEFATWNET TH S,

Environmental degradation is not as
bad as people normally say it is.
RIEBIRITIALRHE S FERLE
HDTIEALY,

We will soon experience a major
natural disaster.

=bld, EARESLERKEZE
EBRI 5155,
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D3. How much do you agree with the following statements? (Awareness of Consequences)

THORKBICEATEITOEZAICFLLT, EOBREERFRIEIRALETH,

Completely
disagree

%t

Slightly
disagree

X040 [ st

Neither agree
nor disagree
BrTH rxt
THELLT
370

Slightly
agree
PoH
157

Completely
agree

Bk

Protecting the environment
benefits everyone.
REZFLHIEFHATTDF
®IZH B,

Protecting the environment will
help to improve the quality of life
for everyone.
RIEZSFHZEIEHATEDY
TVFT4-FT-547

(QOLAENE) TR LEE
B EIZDEMNB,

Protecting the environment will
create a better world for me and
my family.
RIEZSFH 2 EIEERYER
DREIZES>TLY BWMED
FEDLBIEITDEMND,

Degradation of the environment
directly affects my health (e.g.,
air pollution).

RIERIERIEX, BR0ORERICE
BEEIT S, il KRF

)

Environmental degradation
caused in my neighborhood will
often affect people in other parts
of the world.
BNEY T HIREHIR
X, HEDAZDES LIZE
EJ 50NN H D,

In the next 10 years, thousands
of animal and plant species will
go extinct.

S& 10 M, AFLOEY
EYHIERT 5155,
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D4. How much do you agree with the following statements? (Ascription of Responsibility)

REOMECETAITOEZAICINLT, EOBREEREFLEIRMLETH,

Completely
disagree

%t

Slightly
disagree

X040 f st

Neither agree
nor disagree
BT H rxt
THELLT
370

Slightly
agree
PoH
X

Completely
agree

Bk

Every person is responsible
for protecting the
environment.
LTHOANICIFBER52E
ELH b,

The government bears the
most responsibility for
protecting the environment.
BUAFIFIRIRREICEA L T
XKOEFEZE-TLS,

Corporations bear the most
responsibility for reducing
environmental degradation.
XEEF, REREZRLT
ZEICEALTRRDEREE
B-oTLV5,

My household is responsible
for reducing environmental
degradation.

BN DORIEFIRFEHIR Z R
LTEELH D,

All households are
responsible for reducing
environmental degradation.
LTOREICIRERIES
BodEENHD.

I am unwilling to cooperate to
reduce environmental
degradation if others do not
do same.
HDOANZNLELTEH, FA
FRERIEZT RO T &I
TIATHNT S,
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D5. How much do you agree with the following statements? (Personal norms)

BEAOREERICEAT HIUTDEZAIZONT, EOBREFERFLIIRTLETH,

Neither agree

Completely Slightly nor disagree zhfzély Completely
disagree disagree | B THRx*t ‘é‘bﬁ agree
xt PR3 | THEELT | B
N 157
%70

| have an ethical
obligation to protect
the environment.
FAICIE, WEMGE
mhn, RIEZRE
THEENH D,

Environmental
problems cannot be

ignored.
RIEMBIEEEATE
0y,

| think it is important
that people protect the
environment.
FhFIANRHDIREZST
SDIEKRUEZER S
T3,

The government should
require greater
environmental
protections.
BT K7 BIC RS
REZTIETRT HNE
THb,

Corporations should
reduce their impact in
degrading the
environment.
TRIFIREREAD
HEERBOIANE
=5
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Appendix 3: Fall 2016 & 2017 Environmental Ethics Course
at Kwansei Gakuin University

A3.1 Fall 2016 Research Assignment Sample

Article 1: Unhealthy Fixation

Frxation ©

Unhealthy Fixation o e

The war against genetically modified organisms is full of for comethiney
fearmongering, errors, and fraud. Labeling them willnot |,

—_—

make you safer. describe, something
By William Saletan but pfeen unfrly
or incorrectly

Is genetically engineered food dangerous? Many people seem to think it is. In the past five
oertify ] years, companies have submitted more than 27,000 products to the Non-G@ Project@/ GMO :
[ siate somesing which certifies goods@hat are free of genetically modified organisms> Last year, sales of such Genera(ly
is corvect or true products nearly tripled. Whole Foods will soon require labels on all GMOs in its stores. |
Abbot@fhe company fhat makes Similac babyw has created a non-GMO version to w:«;d;@d
formula: give parents “peace of mind.” Trader Joe’s has sworn off GMOs. So has Chipotle. organispv

cipe .
re ie Cn;‘lwﬂei

Some environmentalists and public interest groups want to go further. Hundreds of ]
Qrice J"a!a?ena

organizations,&ncluding Consumers Union, Friends of the Earth, Physicians for Social

Responsibility, the Center for Food Safety, and the Union of Concerned Scientists) are that has been
mandatoty:  demanding “mandatory labeling of genetically engineered foods.” Since 2013, Vermont, dried For use
the law Safs Maine, and Connecticut have passed laws to require GMO labels. Massachusetts could be I Use in cobking.

it must be donfnext. = ® How effecy
does the GMO

The central premise(of these Iaw%nd the main source(of consumer anxietWhich has 0 L
- labels have ¢

sparked corporate interest in GMO-free food}is concern about health. Last year, in a
qurvey{by the Pew Research Cente}, 57 percent of American%said it’s generally “unsafe to
eat genetically modified foods.” Ve@rjr;)%t saysﬁi‘ie primary purpose éf its labeling Iavg)is to
help people “avoid potential health risks of food producedffrom genetic engineering;"
Chipotle notesthat 300 scientists have “signed a statement rejecting the claim that there is
a scientific consensus on the safety of GMOs for human consumption.” Until more studies

are conducted, Chipotle says, “We believeﬁt is prudent to take a cautious approach toward ?f“dﬂe"t :
GMOs.”| careful, wise.

©1 ;’hcutiﬁ[
muth move Fu‘ple

I§9Wulf} Care abeut

GHO Geds .

The World Health Organization, the American Medical Association, the National

Academy of Sciences, and the American Association for the Advancement of

Science have all declared@at there’s no good evidence GMOs are @1 think Sp toe.
unsafe. Hundreds of studies back up that conclusion.@ any of us don’t trust these Bocaue adually
_assurances. We're drawn to skeptics@vho say[that there’s éore to the story) that some { ;. b
studies have found risks associated with GMOs, and that Monsanto is covering it up. qugs are wsale

© . very much
froud: I've spent much of the past year diggingnto the evidence. Here's whatfl've learnedj - 7_ .
i D\ i . . . . L have pever
Something irst) it’s truelthat the issue is complicated.|Bupthe deeper you dig, the more fraud you thoucht o
I‘;nmndw to  find in the case against GMOs. It’s full of errors, fallacies, misconceptions, "

deceive - misrepresentations, and lies. The people tho tell you lt:hat Monsanto is hiding the truth] GUEs e Striowsh

are themselves hiding evidence(that their own allegations about GMOs are false> They're
' counting on you to feel overwhelmed by the science and to accept, as a gut presumption,
aeim their message of distrust.

allegation -

32
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A3.2 Fall 2016 Research Assignment Assessment Criteria

RESEARCH ASSIGINMENT #2 (DUE DECEMBER 2)

Name: Student #:_ Class:

Reading Guide:

For the 3 article, you must research on your own and include a copy of the full article when you
hand in your research assignment. Please fill in the chart below with the details:

Page
Articl Article Titl | Topi Key V |
rticle rticle Title General Topic ey Vocabulary Number
“The Debate:
. banned,
Should Testing on . . . .
1 . The debate on animal testing experimentation,
Animals be
N torture, advocate,
banned L
vivisection
“Background:
Should An@als l?e The background on animal public O.pInIOh, .
2 used for Scientific . regulations, liberation,
. testing .
and Commercial cosmetics, treatments
Testing”
3
. . . Grade
Preparation Evaluation and Reflection (15% of
final)
1. Carefully interacted with the articles
U Took good notes in the margins (e.g., opinions, comments, questions,
definitions)
O Underlined/highlighted important facts
U Found an appropriate 3rd article related to the topic /10
2. Carefully answered comprehension questions with complete notes
U Paraphrased answers to comprehension questions
O Provided enough detail in question answers
O Answered all of the questions
/10
3. Reflection
U Shows evidence of linking to other topics in the course
U Uses appropriate vocabulary from the course
U Demonstrates a deep understanding of the material /
10
Teacher comments: Total
/30
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A3.3 Fall 2017 Poster Presentations Samples

. Yeduce W2

Q‘ (209107\0(‘ ?Ow?r 7
' &

t\ﬁ orium
Mo\eor

little COz
X cost : expertie

¥ energy: small

egevemes —>

ez

ste elecu.c.c% n Ofagmme

" gene

b Mﬁ

&=

AkO\‘MS

wse

HJ..//,A/,/, 7

Food waste °

rations efbiciently

Background

whi cn regions waste the most food?

Causes
-
vkvshima
nvelear

10

Who disposes much food?
1) Errorsin
industrial processing
» :
& —
2) Purchase and

preparation
of too much food

Eoodiiuaste 4times of the total amount of food
in Japan (2015) aid distributed worldwide

T~
PRy
1728 —
400 X 4
i
>

i o
million tons million tons

= V)

A GEm -

O reserves (™

5 Negative effects

1) Land pollution
- 1

2) Carbon is increasing
- Climate change will progress

X oir Polluﬁon /

Pyrotzestzar Aol i=r Skl

How We Are

Nuclear Power IVlanaged

3 Interesting “acts about the Energy

— e 5

*The Amount of Nuclear Power Plants is 46. e

However, in fact, only 5 power plants are operating. (September, 2017)
Of course, It is related to Fukushima nuclear accident.

*
There is Methan Hydrate in Sea of Ja pan.
Japan is called “Non Resources Country” . Therefore, this energy will
change Japanes energy system and economy.

-
H
* New Reneable Enegy are Discovered. t
I This s called snow and ice heat energy. This energy attract attentionin o ' . g
cold region (like Tohoku, Hokkaido.)— - 2 e

Visual Resource

Track Record about The Amount of Electricity ~ ~ from Kansai Electric Power~

Py, =

natural
a0 gas(LMG)
Ao 4 =

& b AR Sy

= renewable

Proposed Place or Person for Interview e .

*How is this place or person related to your research question?

Minoru Takahashi.
He is the professor of Tokyo Institute of Technology. *Where is this place or person located?
His major is advanced nuclear energy. Tokyo Institute of Technology

* What are TWO major things that you want to learn?

3 1. Should Japan keep operating nuclear power plants?
* Contract information of person or place L P A (il

g A 3 2. How to operate nuclear power plants safty?
mtakahas@laneiiir.titech.acjp

References

Japan Nuclear Safty Institute (2017) Plant Operating Chart for Last 12 Months (from Oct. 2016~Sep. 2017) from
http: .gengikyo.jp/db/ .php

Nikkei Keizai Shimbun (21, June, 2017) Adavance Development Methan Hydreat

Kansai Electric Power (2015) The Problem of Energy and Nuclear Power from
http#/www.kepco.con/energy supplv/enerav/nuclear power/nowenerav/issue.html

/
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A3.4 Fall 2017 PowerPoint Presentation Sample
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A3.5 Fall 2017 Poster and PowerPoint Assessment Criteria

Poster Presentation Poster Rubric

Name: ID:
Partner Name: ID:
Excellent (4) Good (3) Adequate (2) | Inadequate (1)
Logical, smooth Logical, smooth Reader can follow | Poster jumps
flow of flow of poster’s flow of between
Organization informatiop in informatiop in information, but disc.onnect.ed
. poster; main poster; main some gaps are topics; main
and clarity points clearly points clearly evident points unclear
stated and stated
explained
Content Content Content Content patchy,
thoroughly presented/ presented in an lacks specific
presented/ analyzed in an interesting way, important
analyzed in an interesting, some key points information; little
interesting, knowledgeable linked, but others | effort to
knowledgeable way; key points left “hanging”; synthesize key
Content way; key points clearly expressed | poster may lack points
clearly expressed | and integrated clear synthesis
and integrated with logical links; | and/or insight
with logical links; | presented
presented appropriate
appropriate, insights
forward-thinking
insights
Well-selected Well-selected Visuals related to | Visuals not
visuals, clearly visuals; visuals topic but does not | connected to
Visual related to the support ideas contribute to topic and/or
topic and make it | presented and understanding of | poorly ordered;
Resource easier to most make it topic too much or not
understand easier to enough detail;
understand distracting
e e No or minor Some errors Numerous errors | Readability
(Grammar & errors _signif.icantly
peTis] impaired by
errors
Overall Eye-catching, Organized layout | Layout mostly Layout
. organized layout; acceptable distracting or
Effectiveness not too busy disorganized

Poster Total:
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Poster Presentation Oral Rubric

Name: ID:
Partner Name: ID:
Excellent (4) Good (3) Adequate (2) | Inadequate (1)
Clearly, quickly Established focus Audience had an Little or no intro, or
established the by the end of the idea of what was intro unfocused
Opening / focus of the intro, but went off coming, but the such that audience
Introduction presentation; on a tangent or intro did not clarify | did not know the
gained audience two; gained the main focus speaker’s main
attention audience attention focus
Main points clearly | Main points clearly | Main points must Presentation jumps
stated and stated; logical, be inferred by among
Organization | explained; logical, smooth audience; audience | disconnected
and clarity smooth organization can follow topics; main points
organization presentation, but unclear
holes are evident
Presentation Presentation Presentation Presenter spoke to
clearly seen and clearly seen and contained a few the poster or
heard, using heard, using distracting gestures | mostly to one
appropriate eye appropriate eye or odd language; person in the
Style & contact, gestures, contact, gestures, may be poorly audience; difficult
) and language; and language; timed; presenter to hear and/or
Dellvery intonation, pauses, intonation, pauses, hesitant or understand;
and transitions and transitions uncertain poor timing;
effective mostly effective presenter appears
not to have
practiced
Link to final Link to final Link to final Link to final
presentation presentation presentation poorly | presentation non-
Synthesis / clearly stated; clearly stated; explained by existent or very
summary summary speaker; audience abrupt; lack of

link to Final
Presentation /

integrated main
points and brought

integrated main
points and brought

has to summarize
main points for

synthesis of main
points

Summary the presentation to | the presentation to | themselves
alogical and an appropriate
effective closure closure
Questions handled | Questions handled | Speaker made a Speaker lacked
with confidence in a knowledgeable | strong effort to answers to obvious
and ina way but with some | answer questions, questions the
knowledgeable hesitation; speaker | with some audience would be
way; speaker demonstrated hesitations; likely to ask;
Addressing clearly greater depth of speaker lacked speaker struggled
Questions demonstrated knowledge than depth of knowledge | to link answer to
greater depth of just the information | beyond what content of
knowledge than in his/her he/she presented presentation
just the information | presentation
in his/her
presentation

Oral Poster Presentation Total: /20

Adapted and modified rubric from: (https://www.eoas.ubc.ca/courses/eosc449/poster_rubric.pdf
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PPT Presentation PPT Rubric

Name: ID:
Name: ID:
Name: ID:
Name: ID:
Excellent (4) Good (3) Adequate (2) | Inadequate (1)
Logical, smooth Logical, smooth Reader can follow | Poster jumps
flow of flow of poster’s flow of between
Organization information in information in information, but disconnected
. poster; main poster; main some gaps are topics; main
and clarity points clearly points clearly evident points unclear
stated and stated
explained
Content Content Content Content patchy,
thoroughly presented/ presented in an lacks specific
presented/ analyzed in an interesting way, important
analyzed in an interesting, some key points information; little
interesting, knowledgeable linked, but others | effort to
knowledgeable way; key points left “hanging”; synthesize key
Content way; key points clearly expressed | poster may lack points
clearly expressed | and integrated clear synthesis
and integrated with logical links; | and/or insight
with logical links; | presented
presented appropriate
appropriate, insights
forward-thinking
insights
Well-selected Well-selected Visuals related to | Visuals not
visuals, clearly visuals; visuals topic but does not | connected to
Visual related to the support ideas contribute to topic and/or
Resource topic and make it | presented and understanding of | poorly ordered;
easier to most make it topic too much or not
understand easier to enough detail;
understand distracting
ErateTE No or minor Some errors Numerous errors | Readability
(Grammar & errors §ignificantly
Spelling) impaired by
errors
Overall Eye-catching, Organized layout | Layout mostly Layout
. organized layout; acceptable distracting or
Effectiveness not too busy disorganized

PPT Total:

/20
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PPT Presentation Oral PPT Rubric

Name: ID:
Partner Name: ID:
Partner Name: ID:
Partner Name: ID:
Excellent (4) Good (3) Adequate (2) | Inadequate (1)
Clearly, quickly Established focus Audience had an Little or no intro, or
established the by the end of the idea of what was intro unfocused
Opening / focus of the intro, but went off | coming, but the such that audience
Introduction presentation; on a tangent or intro did not clarify | did not know the
gained audience two; gained the main focus speaker’s main
attention audience attention focus
Main points clearly | Main points clearly | Main points must Presentation jumps
stated and stated; logical, be inferred by among
Organization explained; logical, smooth audience; audience | disconnected
and clarity smooth organization can follow topics; main points
organization presentation, but unclear
holes are evident
Presentation Presentation Presentation Presenter spoke to
clearly seen and clearly seen and contained a few the poster or
heard, using heard, using distracting gestures | mostly to one
appropriate eye appropriate eye or odd language; person in the
Style & contact, gestures, contact, gestures, may be poorly audience; difficult
. and language; and language; timed; presenter to hear and/or
Dellvery intonation, pauses, | intonation, pauses, | hesitant or understand;
and transitions and transitions uncertain poor timing;
effective mostly effective presenter appears
not to have
practiced
Conclusion Conclusion clearly Conclusion clearly Conclusion poorly Conclusion non-
(What you stated; summary stated; summary explained by existent or very

learned from
the experience)

integrated main
points and brought
the presentation to

integrated main
points and brought
the presentation to

speaker; audience
has to summarize
main points for

abrupt; lack of
synthesis of main
points

/Synthesis / | alogical and an appropriate themselves
Summary effective closure closure
Questions handled Questions handled Speaker made a Speaker lacked
with confidence in a knowledgeable | strong effort to answers to obvious
and in a way but with some | answer questions, questions the
knowledgeable hesitation; speaker | with some audience would be
way; speaker demonstrated hesitations; likely to ask;
Addressing clearly greater depth of speaker lacked speaker struggled
Questions demonstrated knowledge than depth of knowledge | to link answer to
greater depth of just the information | beyond what content of
knowledge than in his/her he/she presented presentation
just the information | presentation
in his/her
presentation

Oral PPT Presentation Total:

Adapted and modified rubric from: (https://www.eoas.ubc.ca/courses/eosc449/poster_rubric.pdf

/20
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A3.6 Fall 2016 & 2017 Reflection Task

FINAL REFLECTION TASK (10%): END OF SEMESTER

In the first lesson of the course, you wrote a letter to yourself about your understanding of nature
(questions below). You will now use this for your final reflection task worth 10%. You will be marked
on how well you interacted with the ‘letter to yourself’, carefully answered the questions, and made

links to the course content (page 4 rubric).

You have approximately 50 minutes to write your reflection task below by answering the following

questions. Plan on spending about 5-7 minutes on each question.

1. What is your definition of ‘environment’ now? Has anything changed? Is there any way to
improve the definition?

2. What is the most important thing you have learned from the course? Explain with examples.

3. Do you value the environment more than you did at the start of the course? Less? Explain
with examples.

4. Do you think you should be doing more to save the environment? How? Explain with
examples.

5. What aspects of Environmental Ethics would you like to learn more about? Why? Explain
with examples

6. Are you happy with your relationship to the environment? With your place in the
environment? Is there anything you would like to improve?

7. Please include any final thoughts about the course and the topics (Population Growth and
Resource Use, Sustainability, Non-human Animal Welfare, Biodiversity Loss, Global Climate

Change).
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REFLECTION TASK (10%): START OF SEMESTER

LETTER TO YOURSELF: UNDERSTANDING NATURE

In this lesson, you will write a letter to yourself that will be used for the final reflection task worth 10% in Lesson 13.
Your teacher will not read these reflections until the end of the semester, but it is important that you write as much
as you can and be as honest as you can. It is best to write in English, but you can write in Japanese if you forget a
word or are not sure of the English translation.

Write a letter to yourself in the future reflecting on the questions below. Remember that your teacher will not see
this letter until the end of the semester. Your future self will read this letter so write as much as you can.

Reflect on the following questions:

il

2
8t
4

U

10.

Why did you tal(e this course? What do you hope to learn?
How do you define ‘environment’? Do you see yourself a part of the environment?
Do you think it is important to protect the environment?

Has your relationship with the earth been a relationship with a friend or stranger? Or sometime friend and
sometime stranger?

How do you "see" the earth? Is it beautiful or ugly or somewhere in between?

What do you "feel" about the natural world? Do you feel joy or sorrow, pain or pleasure about animals or
sunsets or white-capped waves?

Do you "understand" the natural world and how its components are related? Or are its ways foreign?
Do you "love" the earth - or do you feel alien from it?

Do you care for its well-being, feel for its suffering, want to heal its wounds? Or does thinking about the
earth in such terms seem inaccurate and far-fetched?

What is your most significant experience of nature? An experience undertaken in the course of work or
recreation or other? Are there one or two experiences of an encounter with the natural world that stand
out in memory?

REFLECTION EVALUATION o

1. Carefully interacted with the letter to yourself

O Reflected on your past beliefs
O Demonstrated how your beliefs have changed over the course /30

2. Carefully answered questions

U Answered the questions in a reflective way
O Provided enough detail in question answers
U Answered all of the questions

/30
3. Link to Course content
O Shows evidence of linking to other topics in the course
O Uses appropriate vocabulary from the course
U Demonstrates a deep understanding of the material /40
Teacher comments: Total
/100
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A3.7 Fall 2016 Environmental Ethics Course Syllabus

4. WEEKLY SCHEDULE
DATE UNIT TOPIC ‘ CONTENT HOMEWORK
1 | September . ¢ Introduction to Environmental Reflection Task
23 Introduction to Ethics
Environmental ¢ Lecture / Note-taking
. e Letter to Self
Ethics * In-class Research task
2 | September . * Introduction to Population Reflection Task
30 Population Growth and Resource Use
Growth and ¢ Lecture / Note-taking
3 October 7 Resource Use ¢ Introduction to Population Reflection Task
Growth and Resource Use
cont...
* In-class Research task
4 | October 14 ¢ Introduction to Sustainability Finish Research
¢ Lecture / Note-taking Assignment
. vae e Introduction to Sustainability RESEARCH
5 | October21 | gystainability cont... ASSIGNMENT #1 DUE
* In-class Research task (15%)
Study for the Mid-Term
Exam
6 October 28 Reflection Task

November
11

MID-TERM EXAM (15%)

November 4 - NO CLASS

Non-human .
Animal Welfare

Introduction to Non-Human
Animal Welfare
Lecture / Note-taking

November 18 - NO CLASS

Reflection Task

12

January 6

December 23 & 30 - NO CLASS

REFLECTION TASK

Final Reflection Task (10%)

Course Evaluation

8 November * Introduction to Biodiversity Finish Research
25 Biodiversity Loss Assignment
Loss ¢ Lecture / Note-taking
9 December . * Introduction to Biodiversity RESEARCH
) Global Climate Loss cont... ASSIGNMENT #2 DUE
Change ¢ In-class Research task (25%)
Reflection Task
10 | December ¢ Introduction to Global Climate | Study for the Final Exam
9 Change
¢ Lecture / Note-taking
11 | December Review Lectures and
16 FINAL EXAM (15%) vocabulary

No Homework
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