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Self-transcription and presentations:
A pilot study

Colin Skeates and Kevin Murphy
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Abstract:

A series of recent studies on how students transcribe their own speech, or self-
transcription, has led to improvements in language learning. The contents of this
paper concern a pilot study using self-transcription in a first-year presentation
workshop class for English majors (n=18) enrolled at Seisen University. The
purpose of the study is to better understand how self-transcription, used in concert
with other tasks, can be used as an aid for students to improve their own
presentation performances. Presentations were video recorded on a phone and
transcribed by the presenter. The presentations were later transcribed by a pair of
peers so as to provide further feedback, and then reflected upon by the presenter
with questions supplied by the teacher. These reflections were written in the
student’s learning journal, to be used during an end-of-term discussion. The
reflections from each presentation were also recycled by the student to add or
delete categories to their next presentation scoring rubric. The rubrics were used by
the presenter’s peers and the teacher for evaluation purposes. The aim was to create
a way in which students could take more control over all aspects of their learning -
planning (creating a rubric), doing (presenting), observing/reflecting (video
recording, transcribing, and writing in a learning journal), and evaluating (updating
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a rubric) - and, therefore, provide greater opportunity for self-directed learning.
Results from this study indicate that, overall, students favored all of the tasks
associated with self-transcription, but they required greater explicit instruction in
how to use the learning journal and transcripts.

Keywords (Japanese) B/ 7 « T VA7 VT vay ¥k, BE, KBRFEEE
Keywords (English) Self-transcription, presentation, reflection, experiential
learning

Introduction

For many instructors teaching presentation classes, the normal procedure is to
teach a series of presentation techniques from a textbook, and then for students
to make a presentation to demonstrate what they have learned. The rationale
for students doing presentations, presumably, is that they will need them; either
as a skill that will be used in the workplace, in everyday conversation, or as a
means for learning a language. The approach taken will depend on the purpose
of the course.

In this pilot study, we share the results of a presentation class intended to
explore how students could take greater control over all aspects of their
learning English, planning-doing-monitoring-evaluating, though practicing
presentations. Students were asked to do four tasks that were designed to
encourage improvement based on self-reflection. This paper is divided into
seven sections. The first section includes background literature into why self-
transcription is beneficial. Section two explains self-transcription and
theoretical justifications for using self-transcription as a scaffold to raise
awareness. The third section is a brief overview of the course. This includes
learning objectives, assessment, and what the teacher (the first author) and
students did (i.e. the methodology). Section four describes the four tasks.
These tasks were used to train students to reflect based on past documented
performances, and plan improvement by creating presentation scoring rubrics.
In short, the aim was to develop a scaffolded process whereby reflection led to
action, or praxis (Stewart and Irie, 2012; 6). Results and discussion of students’
praxis is provided in section five. Data used in this section is taken from
student output of the four tasks. Section six regards an end-of-year discussion,
which took the form of a semi-structured interview. Section seven concludes
with teaching implications, which include the shortcomings of this approach as
well as suggestions as to how it could be improved.
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Self-transcription

One possible reason for the recent activity in the increased use of students
transcribing their own speech, or self-transcription, in EFL settings is that “...
it allows students to re-examine their experience freed from the pressure of
performing the task itself, so they can notice and reflect on the language used
and encountered.” (Stillwell et al., 2010; 445) Encapsulated in this benefit is the
role of writing in self-reflection, which is hypothesized to make internal
thoughts external (Roux, Mora and Tamez, 2012) and, therefore, easier for
students to view and discuss.

There are several benefits attributed to self-transcription. Perhaps the most
significant being that it helps improve grammar usage (Afsharrad and Benis,
2014; Lynch, 2001; 2007; Lynch and Maclean, 2001; McCormick and Vercellotti,
2013; Mennim, 2003; 2007; 2012; Stillwell et al. 2010; Stone, 2012; Swain and
Lapkin, 2008). For example, self-transcription has been found to help with
short-term (Mennim, 2003) and long-term (Mennim (2007) accuracy. In non-
language areas, self-transcription is purported to increase students
understanding of the processes of learning (Mennim, 2012), and to give greater
control over their own learning (Lynch, 2001), more opportunities for learner
autonomy (Cooke, 2013), and an increased awareness of goal-setting (Stillwell
et al.,, 2010) These latter studies are of particular importance here as they
indicate that self-transcription can be used as a tool for helping students
become more efficient in their understanding of higher level cognitive skills.

The learning cycle and self-transcription

Though there are various theories of learning that could be used to describe
what self-transcription does, one that is of particularly relevant is Kolb’s (1984)
Experiential Learning theory. Kolb’s theory is useful as it describes a simple
four-step sequence (plan-do-observe-evaluate) that suggests a way for students
to improve their learning. This four step sequence is often referred to as a
learning cycle. In language teaching and learning contexts, Kolb’s theory has
influenced such areas of research as language learning strategies (e.g. Oxford,
1990), learner training (e.g. Dickenson, 1992), self-assessment (e.g. Ekbatani
and Pierson, 2000), and self-transcription (eg. Dehaan et al., 2012).
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Course overview

The course overview is divided into three parts. In part one, learning
objectives are explained and stated for the presentation workshop. In part two,
a breakdown of the evaluation criteria is covered. In part three a summary of
class activity is provided.

Learning Objectives

The following information about Learning Objectives (hereafter LO) is
derived from Teacher Support Services (The University of Guelph). A LO is
usually a behavior that the students are expected to be able to perform by the
end of the course. Useful LO contain three parts that help the student to better
understand why and what the course is about. The first part is an action verb
(Bloom et al., 1954) that usually states the cognitive level of learning expected.
These action verbs are used to signal the type of learning that is expected from
the student. The second part of LO concerns the content that students are
expected to learn. The final part lists actual tasks that students will do to show
their highest attainment of the behavior. This can be indicated in LO through
the use of the word by, followed by a list of tasks that students will do. Below
are four LO for the presentation workshop course.

By the end of the course, students will be able to:

e analyze their own learning by creating presentation scoring rubrics,
reflecting on presentations using video recordings and transcription
(both self- and pair-peer transcriptions), and keeping a record of what
was learnt in their learning journal.

e create visuals that aid audience understanding of content by presenting
with self-made posters and power point slides.

e apply presentation techniques learnt in class by making four
presentations.

e critique their own learning by participating in an end-of-term
discussion.
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From the four learning objectives listed above, it should be noted that
reflection is a major component of the course, and that students are expected to
document their learning. All reflection, including the self-transcription,
learning journal, and rubric are completed in English.

Assessment Criteria

The second area of the course to be discussed is how students were assessed.
As indicated above, students created a scoring rubric for each time they
presented. To provide a starting point, the first scoring rubric was for their 1-
minute self-introduction presentation, which was not counted as part of the
final grade. This presentation was used in order for students to understand the
feedback procedure. The procedure included giving the rubric to the teacher in
advance, presenting, and then receiving spoken and written feedback, from the
teacher, as the next student prepared. Table 1, below, provides an overview of
the initial and modified version of the assessment criteria made after
consultation with students. The main cause for the revision was that providing
objective reasons for preparation proved to be too complex with the number of
students in the class. Therefore, it was agreed that marks received for
presentations would be the most appropriate way to objectively grade students’
effort. The role of self-assessment will be discussed in section four.

Table 1: Initial and modified assessment criteria

Activity Initial Asse§sment Modified Asgessment
Criteria Criteria

Presentation 1 5% 10%
Presentation 2 10% 15%
Presentation 3 15% 20%
Presentation 4 20% 25%
Discussion 10% 30%
Preparation in English 40% 0%

Summary of class activity

The class met a total of 28 times (in-class hours= 42 hours) over the course of
the school year. Students were asked to do five presentations (one practice
presentation (the one-minute self-introduction) that was not evaluated and four
that were), as well as participate in an end of term discussion. A summary of
in-class, as well as out of class activities can be found in Appendix A.
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The four tasks

More pertinent to the topic of this paper, Appendix A outlines the time frame
for students to complete the four specific tasks used to help them become better
learners through presenting. The first task was for students to video record their
own presentations using the cameras on their phones. This was done by asking
a friend to be a ‘camera woman’ during the presentation. The second task was
completed as homework. Students were asked to transcribe their speech and to
note any particular areas they believed to be in need of improvement or that
they thought were completed particularly well. In the third task, students wrote
these areas of strengths and weaknesses in their learning journal. As an aid to
generate further insights from the transcripts, students were asked to give their
phones to two other friends in the class. These students, working together, then
transcribed the presentation. Afterwards they were to indicate simple errors
they had noticed. The pair was also asked to state areas of the presentation they
liked, and were encouraged to copy words/expressions in their learning journal
that they would like to use in their own future presentations. The learning
journal as a tool for reflection (Kerka, 1996; Moon, 2006) involves students
writing about events and experiences that are relevant for them. The last task
was to create a new presentation scoring rubric for their next presentation. The
categories for the scoring rubric came from the areas that students identified as
needing improvement or from areas that their peers suggested during the in-
class peer transcription task. What to include in the rubric was left to the
individual students. The remainder of this paper concerns the student output of
these four tasks.

Results
Video Recording

Students were asked to video record presentations 2, 3, and 4. This was
accomplished by students asking a friend to use the presenter’s phone. Though
this was thought to be a simple task, some unforeseen difficulties did occur.
For example, one student forgot her phone on the day of presenting and
borrowed another student’s phone. However, in order to complete the
transcription task, they needed to ascertain how to transfer the recording file.
Other problems included uncharged phones and the initial learning of how to
record a video.
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Transcription (self- and pair-peer)

Students were instructed to do self-transcription as homework. For most
students, this proved to be a simple task. As no transcription training was
provided, almost all students’ transcriptions resembled written text. This is
quite common for those transcribing for the first time (Cameron, 2001).
Particularly noteworthy was the inclusion of sounds that students did not make,
such as the ending of words (especially the letter s), and the exclusion of
sounds that were made, which occurred when students used katakana English.

To help students notice more about what they were doing during their
presentations, pair-peer transcription was added. Interestingly, despite its
success in other research settings (Cooke, 2013; Stillwell et al., 2010) this
activity did not provide presenters with the level of increased insight
anticipated. After focused teaching on specific areas, students continued to
make rudimentary errors.

Learning Journal

After transcribing their presentations, students were asked to reflect on what
they did well, what they did not do well, and the areas they wished to make
improvement. The learning journal was one of the tasks that clearly illustrated
the level of involvement of each student in the process of reflecting, as the
following two examples demonstrate. They were taken from the end-of-the-
year summary of areas that still required further improvement.

Example 1
1 still need to improve to memorize. Because I didn’t do well when I
did presentation. Probably I was a little nervous. So, I want to
memorize well when doing presentation in next year. I think that I
have to prepare and practice well.

Example 2
1 want to speak smoothly in English and I want to speak clear voice.

Though neither example demonstrates a high level of analysis, the student in
Example 1 proposes a course of action for how she can show improvement.
She understands that learning involves more than simply identifying problems.
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The student in Example 2 is solely concerned with identifying areas to
improve. No information is given on what needs to be done. This is discussed
further in section seven (teaching implications).

Another important point was raised by the blind review, which was the
important role of non-verbal cues in presentations. Given the visual nature of
the recording of students’ presentations, surely this would be one of the areas
that students would reflect upon. However, very few comments were made
regarding any form of non-verbal cue, other than eye contact. This is made
more interesting as it was one of the areas that received explicit instruction.
Tasks involving the use of posture, head, hand, and body movement were all
conducted in class. It would seem, for these students at least, that this was not
an area that they wanted to reflect on.

Student-created presentation scoring rubrics

The final part of the four tasks was for students to create a scoring rubric for
each of their presentations. This activity was meant to promote self-
assessment, which includes the learner being involved in how (in this case)
their presentations were to be evaluated. Self-assessment, as used here, is
intended to inform students of how well they are improving when making a
presentation. According to La Blanc and Painchaud (1985, as cited in
Ekbantani, 2000; 3), two factors that make self-assessment particularly useful
are:

1. concrete linguistic situations where the learner can self-assess their
communicative ability.
2. good descriptors that will in turn produce good descriptive items.

Regarding these two factors, presentations are concrete as they are scripted.
This, as in all written text, is in the form of a monologue that can be returned to
for revision and editing over a period of time. Scripts can be distributed for
discussion and changes made to the hard copy. Presentations can be recorded
visually and on audio to be reconsidered, reviewed, or reassessed.

La Blanc and Painchaud’s second point is about the need for good
descriptors. As used here, a descriptor is an explanation of a presentation
technique. The explanation can include good and bad examples of the
technique, or it can be stated as different levels of acceptability. Descriptors
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need to be accessible to the learner and in language that the learner is able to
understand. One way to accomplish this is to have the students create the
descriptors themselves after watching model presentations. This is one area
where learners were not well guided, as reported by students in the end-of-year
discussion.

End-of-year discussion

A semi-structured interview, in the form of a four-student-group-plus-teacher
discussion, was used to better understand how students felt about the four
tasks. For the first half of the discussion, students were asked to prepare a
written summary in English of what they had learned from the five
presentations they had made; the practice presentation plus the four
presentations that were evaluated. Students were asked to evaluate:

e areas that they had improved upon,
e areas that they still had trouble with, and
e areas that they wanted to focus on in the future.

These questions were repeated after each presentation and required more input
than simply stating categories. For example, students knew that when
expressing areas they had improved upon they were to include sow they knew
they had improved. In short, student preparation for the discussion was
expected to be informed by past experiences.

In the second half of the discussion, students were asked to prepare by
specifically writing their opinion of the four tasks. Unanimously, students
found video recording their presentations to be beneficial. Of the few criticisms
made, all were concerned with the sound quality. Students’ reaction to self-
transcription was mixed. Some felt that it helped focus their attention on the
three areas (good and bad areas, and future focus), while others stated it was
troublesome and time-consuming. Students found the learning journal the most
confusing of the four tasks. Nine out of fifteen criticisms leveled at the learning
journal regarded the teacher not providing enough explicit instruction in the
purpose and method of writing in the learning journal. Regarding the
presentation scoring rubric, most felt it was beneficial for learning presentation
skills, but were unable to state why. Example 3, below, was written by one of
the higher level English speakers in the class. She is able to state her opinion of
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the rubric, but not provide reasons for why she thinks so. Additionally, she
states that there are many things that can be learned from evaluating other
students’ presentations, but does not state what they are.

Example 3

Rubric — good — because that students evaluated ourselves is very good thing. |
think we can learn many things to other student’s presentation. So I need
rubric.

Teaching Implications

The premise of this paper is that through structured reflection new,
beneficial courses of action arise. This is not only true for students learning
how to present, but for teachers seeking to improve their own practice. There
are two areas that we see where changes would lead to improvement in
learning. The first area concerns the four tasks, incorporating what students did
in their presentations and their comments at the end-of-year discussion. The
second area concerns how changes to the presentation types, primarily explicit
instruction of genre, can further help the implementation of the four tasks.

Changes to the four tasks
Below is a list of changes that will be made to the course with regard to the
four tasks.

Video recording
e Train students to improve their camera techniques before video
recording begins.
e Remind students to charge their phones before coming to class or
suggest they bring a portable battery.

Self-transcription
e Suggest students transcribe not only what is said, but also include
instruction on how to transcribe the accompanying verbal and non-
verbal cues used.
e Make time for teacher + group discussion during the year to talk about
how the transcripts can be used as a vehicle for noticing, especially
about word choices.
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Learning journal

Rubric

After the first presentation, have students read each other’s learning
journal and then brainstorm how reflections can be expanded. On
completion, explain why general comments on performances are not
particularly helpful for making improvements.

Explicitly state in writing what the learning journal is and how it will
be used.

As a whole class, start a Google document that includes categories
students want to improve on and descriptors that indicate positive and
negative aspects of performances.

Indicate to students that they are to include a justification in the
learning journal for including each of the categories in their rubric.

Changes to the course
In this section are two areas of the course in which changes would help
students complete the four tasks.

Genre
°

Explicitly teach the steps of each presentation genre used in class.
This was done for presentation four and it made for more concise
presentations. This would also help students reflect on past
performances as it provides them with an additional category.

Include genres not commonly taught in the presentation class, but
which are found in everyday language use.

Individual vs. pair presentations

The first three presentations are currently done by individual students.
For some students this is their first time to present in English. One
way to make this easier is to have students work in pairs to do the
same presentation; share preparation duties and script writing, but
perform the presentation separately.
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Appendix A — A brief description of some in- and out of class activities

Practice presentation — self-introduction
Presentation description: students practice making a speech about themselves.
Important points: 1 minute, individually done, no visual aids

Before
Number of classes: 1

In class: Teacher model’s

self-introduction speech.
Student brainstorm
categories about what
makes a good
presentation.

Home work: Students
use categories from class
to create first scoring
rubric

During

Number of classes: 1
Teacher: Provide
individual feedback
Home work: write in
learning journal what

to improve

was good/bad, and areas

After
In class: Show teacher
learning journal

Presentation one — Hometown
Presentation description: students are asked to imagine that they are on the
tourism board for their hometown. Important points: 1.5-2 minutes,

individually done, pictures are allowed

Before

Number of classes: 2
In class: Students
brainstorm what makes
a town interesting.
Teacher: Teacher
model’s hometown
presentation

Teaching point:
Grammar of point +
support, Presentation =
beginning, middle and
end.

Home work: Find
pictures, make rubric

and presentation

During

Number of classes: 1

In class: Friend to video
record presentation
Teacher: provide
individual feedback.
Home work: students
transcribe presentation,
write in learning journal

After

In class: Teacher goes
over common errors.
Home work: Students
research persons they
respect.
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Presentation two — A person you admire
Presentation description: students talk about a person they admire. Important
points: 2-2.5 minutes, individually done, poster presentation

Before

Number of classes: 4
In class: Fluency
building: 4-3-2 (Nation
and Newton, 2009),
poster design (Murphy,
unpublished), Starting a
presentation, time
order, Goal setting:
SMART goal

Home work: Rubric

During

Number of classes: 1

In class: Friend video
record, teacher provide
feedback

Home work: Transcribe
and write in learning
journal

After

Number of classes: 1
In class: Pair-peer
transcription, add to
learning journal,

Presentation three — descriptive presentation
Presentation description: open topic presentation in which students are pushed
to be more descriptive (to use more adjectives, noun phrases, and adverbs).
Presentation description:2-2.5 minutes, individually done, poster presentation

Before

Number of classes: 5
In class: 4-3-2, The
importance of being
more descriptive
Home work: Rubric

During

Number of classes: 2

In class: Friend video
record, teacher provide
feedback

Home work: Transcribe
and write in learning
journal

After

Number of classes: 2
In Class: Pair-peer
transcription, add to
learning journal

Presentation four — Controversial topic
Presentation description: students research a controversial topic, such as
euthanasia or the 2020 Tokyo Olympics, and present on the pro’s and con’s.
Important points: time limit left up to the student, done in groups, power point

Before

Number of classes: 5
In class: Group
preparation

Teacher: Model For &
against presentation
Home work: Rubric

During

Number of classes: 2

In class: Friend video
record, teacher provide
feedback

Home work: Transcribe
and write in learning
journal

After
Home work: Prepare for
discussion
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