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序文 

 

 日ᮏ࣒࣮ࣝࢻ༠会主催ࡢ Moodle Moot 20142014ࠊࡣᖺ 2᭶ 19日(水)～21日(金)࡟沖縄国㝿大学࡛開

催ࠋࡓࡋࡲࢀࡉMAJࡢ歴ྐࡢ中࡛ࡢࡇ大会ࠊࡣ沖縄県࡛開催ࡓࢀࡉ初ࡢ࡚ࡵ大会ࠋࡓࡋࡲࡾ࡞࡜大会参ຍ

者数ࠊࡣ首都圏ࢆ㝖い࡚࡛ࡲࢀࡇࠊ開催ࡓࢀࡉ過去 Moodle Mootࡢ最高人数 200ྡ以ୖ࡟遉ࠋࡓࡋࡲࡋ 

日ᮏ࣒࣮ࣝࢻ༠会2014ࠊࡣᖺᗘࡶ研究論文㞟ࢆ瘠行ࠋࡓࡋࡲࡾ࡞࡜࡜ࡇࡿࡍ会議ู࡛࣐࣮ࢸࠊࡣワ࣮

࡟以外ࣉࢵࣙࢩࢡ 研究࣭஦ࡢࡽࢀࡇ࡟主ࠊࡣ研究論文㞟ࡢࡇࠋࡓࡋࡲࡾあࡀ研究や஦例瘠表ࡿ越えࢆ50

例瘠表ࡘ࡟い࡚ࡢ会議録ࡢࡇࠋࡍࡲࡾ࡞࡜論文㞟ࡀ瘠表者ࡢ皆様ࠊࡣ࡟会議ࡢ場࡛瘠表ࡓࢀࡉෆ容ࢆ௚

活用࡚ࡋ࡜記録ࡘ࠿研究論文ࡢ各人ࡓࡲࠊࡋᥦ供ࢆ良い機会ࡃࡔࡓ見࡚いࡶ࡟人ࡢび外部ࡼ࠾参ຍ者ࡢ

 ࠋࡍࡲࡋ期待ࢆ࡜ࡇࡿࢀࡉ

最後ࠊ࡟英語ࡢ原稿ࡢ校ṇࢆ助࡚ࡅいࡔࡓいࡓ Don Hinkelmanඛ生࡟感謝ࡓࡲࠊࡋ原稿ࡢ編㞟ࡈ࡟助

力いࡔࡓいࡓᑠ杉 洋子氏࡟感謝ࠋࡍࡲࡋ 

 

Preface 

 

Organized by the Moodle Association of Japan (MAJ), Moodle Moot 2014 was held at Okinawa 

International University on February 19th (Wednesday) through the 21st (Friday), 2014. This is the first time 

to hold a three-day Moot in the history of MAJ. The number of participants at the Moot reached well over 200 

which is the largest number ever, compared with all previous Moots except for the one held at the Tokyo. 
The MAJ decided to publish a proceedings for the conference this year, Moodle Moot 2014, for its second 

annual publication. There were more than 50 talks on research topics and/or case studies in addition to various 

workshops. These proceedings mainly include papers from the research presentations and case studies. This is 

published without a fee to the public, as we would like to provide the opportunity for the presenters of Moot 

2014 to let other participants and other people outside of the association see the contents of talks through these 

proceedings, as well as providing an important record of each person’s research. 
I would like to appreciate Prof. Don Hinkelman for proofreading English abstracts of the proceedings and Mrs. 

Yoko Kosugi for helping me edit the whole proceedings. 

 

編㞟者 ᯇ木 孝幸/ Editor Takayuki Matsuki 
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321 
 

Summary of gamification 
 

Adrian GREEVE†1 
 

Gamification is the process of designing game elements into educational activities or classroom communities in order to increase 
participation and motivation. Since version 2.5, prominent gamification features were added to the Moodle LMS with badges as 
awards for accomplishments or significant participation. However, gamification can be very simple, such as hiding “levels” or 
assessments unitl later in a course. This kind of basic setting, of course, has been available in Moodle since its beginnings.  This 
paper summarizes the principles and possiblities of gamification within Moodle, and provides links to further information about 
the process of gamification. It also provides planning questions for teachers and explores types of learners (“players”) and how 
each of these learners may respond to various incentives. 

Key words: gamification, educational incentives, badges 

 

 い࡚ࡘ࡟ョンࢩ࣮ࢣ࢕フ࣑࣮ࢤ
 

 1†ࣈ࣮ࣜࢢ ࣥ࢔ࣜࢻ࢖࢚
 

要࣒࣮ࢤෆ࡛ࢫࣛࢡ教育現場やࠊ࡟ࡵࡓࡿࡍࢆࡅ動機付ࡿࡍ勉強ࡏࡓࡶࢆ参ຍ意識࡟授業ࠊࡣࣥࣙࢩ࣮ࢣ࢕ࣇ࣑࣮ࢤ

素ࡾྲྀࢆ入ࢆ࡜ࡇࡿࢀ指࡚ࡋいࠋࡍࡲ課㢟遉ᡂࠊあࡿいࡣ意欲的࡟授業࡟参ຍࡓࡋ褒章ࢆࢪࢵࣂ࡚ࡋ࡜୚えࡿ௙組ࡳ
ࣥࣙࢪ࣮ࣂࡢࣝࢻ࣮࣒ࡀࣥࣙࢩ࣮ࢣ࢕ࣇ࣑࣮ࢤࡓࡋ༟越࡟更ࠊࡏࡓ持ࢆ 2.5以降࡟付ࡅຍえࢤࠊࡋ࠿ࡋࠋࡓࡋࡲࢀࡽ
ࡼい࡞見えࢆ評価ࡣいࡿあ࡛ࣝ࣋ࣞࡲ後ࡢࢫ࣮ࢥࠊࡾあ࡛ࡢࡶ扱い易いࡾ簡単࡛ྲྀࡶ࡚࡜ࡣ自体ࣥࣙࢩ࣮ࢣ࢕ࣇ࣑࣮

うྍࡀ࡜ࡇࡿࡍࡾࡓࡋ࡟能࡛ࡢࣝࢻ࣮࣒ࠊࢇࢁࡕࡶࠋࡍ初期ࡢࡇࠊࡽ࠿ࣥࣙࢪ࣮ࣂ種ࡢ基ᮏ的࡞設定ྍࡀ能࡚ࡗ࡞࡟
いࡢࡇࠋࡍࡲ論文࡛ࣝࢻ࣮࣒ࠊࡣ中࡛ࡢࣥࣙࢩ࣮ࢣ࢕ࣇ࣑࣮ࢤࡢ原理やྍ能性࡛ࡢࡶࡓࡵ࡜ࡲࢆあࢣ࢕ࣇ࣑࣮ࢤࠊࡾ
ࠊࡋᥦ供ࢆ௙方ࡢ設定ࡢ質問ࡣ࡚ࡋ対࡟教師ࠊࡓࡲࠋࡍࡲࡋᥦ供ࢆ参考文献ࡢࡵࡓࡢ深い理解ࡾࡼࡢい࡚ࡘ࡟ࣥࣙࢩ࣮

学習者㸦࣮࣮ࣖࣞࣉ㸧ࡢ種々ࡢ型ࢆ᥈ࡢࡽࢀࡇࠊࡾ学習者ࡀ種々ࡢ動機付࡟ࡅ対࡝࡚ࡋう཯応ࢆ࠿ࡿࡍ述࡚࡭いࠋࡍࡲ 

࣮࢟ワ࣮ࠊࣥࣙࢩ࣮ࢣ࢕ࣇ࣑࣮ࢤ :ࢻ教育的配慮ࢪࢵࣂࠊ 

 
 
 

1. Introduction 

  Gamification is increasingly being utilized as a tool to 

make content more interesting and engaging. So what is 

gamification? Gamification is taking game elements and 

incorporating them into content [3]. By using different 

settings and features in Moodle, it is possible to gamify 

your course and achieve a more interesting and engaging 

course for your students. 

 

 

 

†1 Core Developer of Moodle Headquarters 

2. Should I use gamification? 

  Gamification is different from gaming and may not 

suited to every kind of education.  For example, 

gamification may just be a collection of tasks with points 

or some form of reward. Gamification is much easier and 

cheaper to build than a formal online game. 

 
 

Before creating or modifying your course, you should ask 

yourself some questions first to determine whether 

gamification is a suitable method to utilise.  

 How much time can I dedicate to this process? [4] 

 Will gamification increase the involvement in the 
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course?  

 Who is the audience for this content? [4] 

 

  Changing or creating a course can take a lot of time and 

effort. Simply introducing gamified aspects to a course 

may not be enough. For gamification to truly work, every 

aspect of the course needs to be considered and tailored to 

create a complete experience, that will have the maximum 

impact with your students. 

 

3. Player types 

  Something very important to consider are the different 

types of participants that are going to be using your 

course. Students fall into numerous different categories 

and may actually evolve and move from one category to 

another. These changes depend on mood and experience 

with the system.  

  Marczewski suggested that player types can be 

classified into two major sections [3]. These sections are 

intrinsic and extrinsic. The motivation for interacting with 

the system will determine which section the participant 

will fall into.  Intrinsic motivation revolves around 

playing for the internal rewards created by the system, 

such as the thrill of exploration, or the joy of helping 

another student, where as extrinsic are more external 

rewards such as obtaining badges, and entries on the 

leader boards. 

Marczewski further broke down the player types into 

eight different categories [3]. Intrinsic player types are 

Socialisers, Free spirits, Achievers, and Philanthropists. 

Extrinsic player types are Networkers, Consumers, Self 

Seekers, and Exploiters. Each one has a different type of 

motivation that defines them. 

 
 

 Socialisers are looking to interact and connect with 

other players [1]. 

 Free spirits are looking to explore and create [1]. 

 Achievers are looking to master the system and 

obtain 100% completion [1]. 

 Philanthropists are looking to help others where 

possible [1]. 

 Networkers are looking to interact and connect with 

other players [1]. 

 Consumers are just looking to obtain what they want 

from the system with little or no interaction with 

other people [1]. 

 Self-seekers are looking to collect badges and 

trophies to show off [1]. 

 Exploiters are looking to user other people to make 

progress [1]. 
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4. Using Moodle for gamification 

  Hiding course content is a great start to gamifying your 

course. Some Universities are required to provide the 

student with a curriculum outline at the start of a semester. 

This document lays out all of the assessments that the 

student will have to undertake to successfully complete 

the course. This is a lot of information for the student to 

digest, and seeing the equivalent of this in a Moodle 

course could cause some apprehension. Hiding the 

majority of the content and allowing access only once 

previous activities have been finished, allows for 

digesting the course in manageable portions. 

  To create a course that has activities that will unlock 

themselves; conditional viewing of resources and activity 

completion and tracking need to be enabled. Conditional 

viewing of resources allows for logic statements to be put 

in place to restrict access to activities until the conditions 

have been met. These conditional statements can now be 

quite complex, and can produce some interesting 

possibilities for your gamified course. One such 

possibility is creating branches for the student to choose 

and follow. The conditional statements can be configured 

to open one path while blocking one or more different 

paths. Creating multiple paths will increase the amount of 

content that you will need to provide for the course, but 

this is balanced with the course being more rewarding for 

the student. Creating a multiple path course allows for 

exploration which is one of the intrinsic rewards that 

(insert player type here) are looking for. 

  Quizzes are a valuable tool in the creation of a gamified 

course. One of the key features of a game is that the 

difficulty will increase as you progress further. To create a 

similar sensation in a gamified course, so too should 

quizzes also increase in difficulty. Once familiar with 

creating the different types of questions it is easy to make 

quizzes of varying difficulty and type to put throughout 

the site. To compliment your quizzes the inclusion of the 

quiz results block creates a leader board for students to 

compete with each other. This reward type is shown to 

match up with the self seeker player type. 

  Achievements are good for rewarding different types of 

behaviour in the courses. This sort of reward is valued by 

Networkers, Exploiters and Self seekers. Moodle has a 

badges system, but  a different method for presenting 

achievements may be more suitable for this type of 

reward. Achievements can be awarded for many different 

types of activities, ranging from viewing all the 

documentation in a course, to completing 100% of all 

activities. The current conditional parameters allow for a 

large amount of variation when determining when to 

award an achievement. It is possible to create an 

achievement section on the course page and use labels 

with conditional access to award these rewards [5].  

Open badges are a display of skills that can be seen and 

verified by the online community [2]. As these are based 

on the acquisition of skills, they should not be used for 

achievements that are not related to competency in some 

area. Flooding the internet with badges reduces the 

prestige of the issuing institution and the value of the 

badge. 

 

5. Course review 

  After the course has been completed it is important to 

determine how successful it was. Feedback is  important 

for improving your future courses. Moodle has a few 

programs that can help provide feeback from the course. 

Areas of Moodle that are handy for feedback are: The 

activity completion report, surveys, and the feedback 

module.  
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  The feedback module allows you to create a custom 

survey with specific questions that can be modified to 

obtain the desired information from the participants. The 

activity completion report on the other hand show which 

activities were completed by which students in the course. 

The report layout is in a table format and quickly shows 

the areas that were not popular with the students. This 

information is instrumental in fine tuning your course to 

be successful. 

 

6. Summary 

  For success with your gamified Moodle course it is 

important to remember the following things. Think about 

whether a gamified course is really needed; Plan out the 

course first before creating it; Try to pick rewards that 

will encourage all player types to participant; Use open 

badges sparingly for such things as core competencies; 

Closely assess your course and look for ways to improve 

for the next one. Careful consideration of these factors 

should help increase participation and engagement in your 

course. 
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317 
 

Moodle as a Conduit for International Telecollaboration 
 

Eric HAGLEY†1  
 

Telecollaboration has become a powerful means of allowing students to interact with learners in foreign countries and giving 
them all the benefits that such international collaboration entails. For language learners in countries or regions where there is 
limited opportunity to interact with other cultures and speakers of the target language (TL) physically, this is a particularly 
important feature of telecollaboration. Moodle is an excellent platform on which to run telecollaboration projects because of the 
many features it includes and this paper will outline how it was used for two different types of successful telecollaboration 
between students in different countries. It will go on to show how the author used Moodle to allow his students, who study 
English in a regional university in the north of Japan, to interact with students in several countries thus giving them greater 
motivation to use the language they are studying. The students used English in activities that promote cultural awareness and 
developed all five of the language skills. Moodle’s forum, wiki, questionnaire, quiz and book modules were extensively used to 
promote online exchange. Data suggests the methods used were beneficial to language acquisition and cultural understanding and 
were popular with students. It also shows there are clear differences between the two types of telecollaboration outlined. 

 ン学習交流࢖国際࢜ンࣛࡿࡼ࡟ࣝࢻ࣮࣒
 

 1†࣮ࣜࢢࣁ ࢡࢵ࢚ࣜ
 

近ᖺࣥ࢖ࣛࣥ࢜ࠊ学習交流㸦ࣥࣙࢩ࣮ࣞ࣎ࣛࢥࣞࢸ㸧ࡣ外国࡟いࡿ௚大学࣭高等学校ࡢ学生࡜国ෆࡢ学生ࡢ࡜交流࡛
ࡢ言語ࡿࡍ࡜合う機会や目標ࢀ触࡜文໬ࡢ௚国ࠋࡍࡲࡋࡽ࡜ࡶࡶ利Ⅼ࡞様々ࡢ国㝿交流ࡢࡑࠊࡾ࡞࡜手段ࡓࢀ優ࡿࡁ

実践的࡞使用ࡿࡍ場ࡀ少࡞い国や地方࡟いࡿ学生ࡢࣥࣙࢩ࣮ࣞ࣎ࣛࢥࣞࢸ࡚ࡗ࡜࡟特徴࡛࣎ࣛࢥࣞࢸࡣࣝࢻ࣮࣒ࠋࡍ
ᮏ論文࡛ࠊࡾあࡀ機能࡞様々࡟ࡵࡓࡿࡍ実施ࢆ交流ࠋࡍ࡛࣒࣮࢛ࣇࢺࢵࣛࣉࡿい࡚ࡋ充実ࡿࡅ࠾࡟活用ࡢࣥࣙࢩ࣮ࣞ
地方大学࡛࣒࣮ࡢ日ᮏ໭部ࠊࡣ࡟ᮏ論文ࠋࡍࡲࡋい࡚報告ࡘ࡟企画ࣥࣙࢩ࣮ࣞ࣎ࣛࢥࣞࢸࡢୖࣝࢻ数࢝国間࡛࣒࣮ࡣ

ࡢ場ࡿࡍ使用ࢆ英語࡞向ୖや実践的ࣥࣙࢩ࣮࣋ࢳࣔࡿࡍ対࡟英語勉強ࡢ学生ࡿࡅ࠾࡟交流࡜国㝿語学学習ࡢୖࣝࢻ
ᥦ供ࡘ࡟い࡚ㄝ明ࠊ࢟࢕࢘ࠊ࣒࣮࢛ࣛࣇࡢࣝࢻ࣮࣒ࠋࡍࡲࡋ調査ࠊᑠࡢ࣮ࣝࣗࢪࣔࢡࢵࣈࠊࢺࢫࢸ利用ࡾࡼ࡟㸳ࡢࡘ
言語ࢆࣝ࢟ࢫ向ୖࠊࡋ多文໬理解ࢆ高ࡶ࡜ࡇࡿࡵ出来ࡢࢱ࣮ࢹࠋࡓࡋࡲ参考ࡿࡼ࡟௒回使用ࡓࡋ方法ࡣ語学ྲྀ得や文

໬理解ࠊࡾ࡞࡟ࡵࡓ࡚ࡗ࡜࡟学生ࡢࡽ࠿評価ࡶ高い࡜示ࠋࡍࡲࡋ 

 
 
 

1. Introduction  

 As the field is relatively new, a definitive term has yet to 
be agreed upon: telecollaboration, online exchange, computer 
mediated communication, eTandem and virtual exchange in 
addition to others have all been used to date. In this paper, 
telecollaboration will be the term used. It involves students, 
usually in different countries but could also include different 
regions of the same country, collaborating in projects and/or 
exchanging ideas and language using the Internet.  
 The author in the past has used the terms “online 
cooperative language exchange” and “online collaborative 
language exchange” to try and differentiate between exchanges 
where the former entailed students using both their first 
language (L1) and the target language (TL) and the latter 
involved only English as a lingua franca. This distinction is 
perhaps not clear enough and hence in this paper, the terms 
“single language” and “dual language” telecollaboration (SLT 
and DLT) will be used to differentiate these different types of 
exchange.  
 Though the field is young, it has already developed a 
strong body of research that shows the benefits of 
telecollaboration. It has been shown to increase the level and 
amount of participation in communicative events, (Pais Marden 
and Herrington, 2011; Sotillo, 2000); increase the amount of 
interaction of people with lower power positions (Kern and 
Warschauer, 2000); improve peer feedback (Bower and 
Kawaguchi, 2011; Ware and O’Dowd, 2008) as well as increase 

                                                                 
 †1 ᐊ蘭ᕤ業大学 Muroran Institute of Technology 

opportunities to participate in and learn from and about other 
cultures (Chen and Yang, 2014; Thorne and Black, 2007). These 
studies have all been either SLT or DLT. There have, to the 
author’s knowledge, been no studies on the differences between 
the two. Nor have there been papers looking at how Moodle 
helps in the facilitation of such exchanges. 

2. Use of Moodle to facilitate telecollaboration 

 The papers that were detailed in the introduction used a 
variety of means to carry out the telecollaboration projects 
researched. However each one was reliant on only one mode, 
whether that be email, synchronous chat, or forums. Only Chen 
and Yang used a multi-modal exchange model though only mail 
was open for students to use outside of class time. Moodle 
combines all of these tools in one easy to use package, which 
students can access at any time and from anywhere. It also adds 
the wiki, which is a powerful tool for students to participate 
in collaborative writing. 
 In both the SLT and DLT projects, students used Moodle 
forums, chat and wikis to carry out projects. Within the forums, 
students attached audio files, video files and other multimedia. 
In the ongoing exchanges from 2014, students no longer have to 
attach these to forums as they can directly add them using the 
Poodll add-on. In addition to Moodle, Skype was used by some 
of the students to carry out synchronous oral exchanges. The 
benefits of this setup are obvious. Students have access to all 
the material they are sharing in one space. They can easily 
access past exchanges between themselves in the forums to 
develop their arguments and synthesize these in the wikis. 
When needed, they can exchange ideas in real time via the chat. 
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With email, students only have their own and their partner’s 
mail to view. The teacher can also supply students with the 
necessary language scaffolding using other features of Moodle. 
In the author’s case, these included the book, quiz and 
questionnaire modules as well as the page resource.  

3. SLT and DLT course outline 

 Both the SLT and DLT courses detailed here were 
carried out on Moodle. In the SLT, Japanese university students, 
who were majoring in engineering, collaborated with students 
from a Vietnamese architectural university. English was the 
only language used. The topics covered were introductions, 
fashion, holidays and also a project. The project entailed 
students, in groups that included students from both countries, 
deciding on the design of a multi-cultural home. To compare the 
two styles of telecollaboration, the DLT was carried out with 
the same topics covered and the same project. The students in 
the DLT were students from the same university in Japan and 
high school students in the United States. The students in the 
United States were studying Japanese so that this course 
involved students exchanging in both English and Japanese. 
Forums for each language were set up so that only one language 
was used in any particular forum.  
 Since 2003 the author has been carrying out both SLT 
and DLT projects. However, initially only the DLT projects had 
the full cooperation of the teacher in the U.S. The SLT projects 
were more informal and often revolved around the students in 
Vietnam (and other countries) volunteering. Their teachers were 
not involved to any degree. Importantly for this paper, the 
teacher in Vietnam became involved for this course in second 
semester 2013.  
 In the DLT course being examined here, there were 47 
active students – 20 Japanese and 27 American. The SLT course 
comprised 36 Japanese and 25 active Vietnamese students for a 
total of 61 students. The Japanese students were from the same 
department and randomly assigned into one of the two classes. 
The Japanese students’ attitude to English was, on the whole, 
very negative. They didn’t have to take an English entrance 
exam to enter the university and their general level of English is 
quite low. Their average TOEIC scores were in the 310 to 330 
range. The course they were participating in was a general 
English communication course. 
 Japanese students were given 30% of their final grade 
based on their participation in the forums, with a holistic grade 
being assigned to each forum based on the amount of language 
used and the effort used to communicate. In the DLT course the 
English forums were given a smaller grade than in the SLT 
courses as in the DLT course a small grade was also given to 
the students for communicating in the Japanese forums and this 
was added to the grade for English forum participation. 

3.1 SLT – benefits and drawbacks 
 
 The first benefit of SLT is that there are many more 
chances for it to take place. There are many more students 
studying English as a Foreign Language (EFL) than there are 
native English speakers studying Japanese as a Foreign 
Language (JFL) or indeed, native speakers of English. As this is 
the case, finding partner schools or classes should, in theory, be 
much easier to do. In the author’s case, a sister school 
agreement was the starting point for the two schools’ students to 
interact. The author approached the international office at his 
university to attain a letter of introduction to the teachers in the 
sister school in Vietnam. This was obtained and signed by the 
dean of the school. Emails were exchanged and the course 
began but it was the student body in the university in Vietnam 
that carried the exchange in the early years. This was due in a 
large part to the lack of training the teachers in Vietnam had 

taken. Over a period of three years the author created tutorials 
for the teachers in Vietnam and went there to carry out 
workshops. This is probably the main reason that the teacher for 
the most recent of the SLT projects became more involved. This 
involvement included the teacher checking what her students 
were doing in the forums and giving feedback – something that 
was not being done in previous projects, thus resulting in less 
extrinsic motivation for the students to participate. This was 
born out in the statistics from the various courses done over the 
last 5 years. The DLT courses averaged more than 3 times the 
participation of the SLT courses as measured by Moodle’s 
course participation reports. In the course just completed, the 
participation reports for both the DLT and SLT courses had 
similar outcomes. 
 Another enormous benefit of the SLT course is the 
affordance of cultural exchange. Though still needing 
improvement, Japanese students understanding of the majority 
of cultures where the English language is used as the main 
language in the country, is greater than that of the cultures of 
non-English speaking countries. Japanese students have little to 
no knowledge of the culture of Vietnam and it is this that leads 
them to negotiate cultural standing – something that requires 
them to use the language they are studying. Long’s (1996) 
interaction theory promotes the negotiation of meaning as an 
important factor in acquiring a language, but in the case of 
English as a foreign language in telecollaboration, it is not only 
negotiation of meaning that occurs but also negotiation of 
cultural standing. This makes for deeper discussions. It can also 
result in misunderstandings but, in the classroom environment, 
such misunderstandings can be used to teach intercultural 
communicative competence as outlined in Byram (1997).  
 SLT has the additional benefit of being able to include 
multiple countries’ students in the one course. To date, the most 
varied course the author has carried out was in 2010 where 
students from Colombia, Korea, Taiwan, Vietnam and Japan all 
interacted in a single course. 
 There are drawbacks to SLT. The different goals and 
expectations that teachers bring is possibly the biggest one. This 
is magnified when there are multiple countries’ students 
involved. Other problems arise with differing levels of technical 
know-how, which leads to a power imbalance regarding 
organizing the online platform. Discussions between teachers 
need to be frank and development of the course needs to begin 
early. 

3.2 DLT – benefits and drawbacks 
 
 The first benefit of DLT is the dynamic that develops. 
There is a spirit of cooperation amongst the students – you are 
helping me learn your language, and I’m helping you learn 
mine. This becomes a powerful motivator for students, 
particularly if they see the students in the other country making 
gains in their language study. Competition also develops. “If 
those students are that good at Japanese, I need to become 
better at English” was a quite common comment on post-course 
questionnaires. Japanese students also have expressed their 
satisfaction at being able to interact with native speakers – 
something they can seldom do if they live and study in a 
regional university in Japan. Amongst the teachers there is not 
as big a communication problem regarding content as with the 
SLT example. As the Japanese teacher is free to choose the 
subject matter for the Japanese forum content as the English 
teacher is regarding the English content, there is no need to 
agree on content and hence there is less of a power imbalance 
between teachers. In the majority of cases, the JFL students and 
teachers are in developed countries where they both have a 
greater understanding of the technology being used. Less time 
is required to orientate teachers and students regarding Moodle 
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and there are also less technical problems to face. This also 
translates into more motivation to use the site. 

4. Some results from the courses 

 The results outlined here come from the reports section 
of the Moodle course, which teachers can access. There are also 
statistics taken from the site administration reports section 
“course overview”. The interaction took place over a 6-week 
period in second semester, 2013. Students created some video 
exchanges as well in these courses but only the text exchanges 
will be reviewed here. 

4.1 DLT course results 
 
 Recalling that there were 47 active students – 20 
Japanese and 27 American and looking at the course 
administration reports section, there were 5826 views of the 
English forums in this course (this figure covers both Japanese 
and U.S student views). The Japanese students used 10,194 
words in the English forums for an average of 509.7 words per 
student in a total of 207 forum postings (though in actual fact 
some of the students were responsible for a lot more than 
others). Total activity in the course as measured by the Moodle 
course overview statistics was 22596 or 498 per active student, 
these numbers representing the number of “hits” to the course 
page. In a post course student survey, 93% of students were 
strongly affirmative or affirmative to the statements “I enjoyed 
communicating with students in the other country online”, “The 
online exchange increased my motivation to study the TL” and 
“The online system (Moodle) was good.” 

4.2 SLT course results 
 
 36 Japanese and 25 Vietnamese students for a total of 61 
students actively participated in the SLT course. There were 
7963 views of the English forums (this figure covers both 
Vietnamese and Japanese student views) and the Japanese 
students used 12201 words in the English forums for an average 
of 339 words per student (though again some of the students 
were responsible for a lot more than others). This from a total 
of 493 forum posts. Total activity in the course as measured by 
the Moodle course overview statistics was 36238 or 594 per 
active student, these numbers representing the number of “hits” 
to the course page. In a post course student survey, 85% of 
students were strongly affirmative or affirmative to the 
statements “I enjoyed communicating with students in the other 
country online”, “The online exchange increased my motivation 
to study the TL” and “The online system (Moodle) was good.” 

5. Discussion 

 For both courses, students appreciated Moodle as a 
platform. From the teachers’ perspective, it was also a safe 
environment. Privacy, in Japan in particular, is a major issue. 
Moodle, as a closed, password-protected platform is ideal for 
this reason. The constructivist theories on which Moodle is 
based ensure that the platform is one on which students can 
share their ideas freely and easily and create representations of 
each other’s worlds because of it. It offered students a means of 
interacting with students from other countries in the TL – 
something they would have struggled to be able to do without 
it.  
 The DLT course resulted in a good deal of language 
production per Japanese student and this language production 
was more concentrated too. 207 forum posts resulted in 10,194 
words for an average of 49 words per post. Though perhaps not 
a great amount by general standards, for engineering students 
who don’t like English and who struggle to produce language at 

any time, it is considerable. In addition to actual production, 
there was a great deal of “consumption” of language in this 
course too. Forum views, at an average of almost 124 per 
student, were far greater than forum posts and from this it is 
obvious that students were reading other students’ posts. This 
“input” is another powerful means of TL development and is 
not possible with email exchanges.  
 SLT did not precipitate as much language production per 
Japanese student as the DLT course. Japanese students created 
an average of almost 25 words per forum post – considerably 
less than the DLT course students. Their consumption of 
language was a little more than 130 views per active student. 
This number is greater than the DLT course, but if the amount 
they were reading was less, then the end result means their 
actual consumption would have been less than the DLT course. 
It is still, however, a large amount of input that was being 
consumed outside of class time. 
 What the SLT course did result in was new knowledge. 
The majority of topics in the DLT course developed from a 
strong understanding base. Many of the exchanges were based 
on reciprocal understanding. However in the SLT exchanges 
there were numerous examples of “I don’t know….” and “I’ve 
never heard of ….” Though the American students sometimes 
used these phrases, the Japanese did not in the DLT course. In 
the SLT course, they were numerous. The fact that they did not 
generate more language production requires more research as to 
why – something the author will be doing in the future. 

6. Conclusion 

  Both SLT and DLT courses give students the chance to use 
the TL for real communication with students in other countries. 
Students are overwhelmingly positive regarding the 
telecollaboration and it results in extensive communication 
occurring outside of class time, a goal of any teacher of 
communication. At present, it would seem that DLT is easier to 
carry out and results in more interaction between students. 
However, as teachers in countries where EFL is taught become 
more technology literate, the ease of creating SLT courses 
should improve. Once this happens and if agreement can be 
reached between the teachers involved regarding content, 
means of assessment and promotion to students, then increased 
interaction would follow. As the interaction in the SLT courses 
can involve multiple countries and cultures, it is the author’s 
hope that these types of exchanges become the norm. There is 
certainly room for DLT courses but the future of 
telecollaboration will more than likely reside in SLT. As has 
been shown here, Moodle is an ideal platform for this to 
eventuate. 
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プ࣑ࣟࣛࢢンࢢ授業࠾࡟けࡿ自習用ᑠࡢࢺࢫࢸᑟ入࡜実践 
 

伊藤 恵†1 బ藤 智紀†1 椿ᮏ 弥生†1 白石 陽†1 
 

情報系ࡢ学部ࡿࡅ࠾࡟必修ࢢ࣑ࣥࣛࢢࣟࣉ科目࡛ࡣ少数教師㝕ࡀ多数学習者ࢆ教えࡿ多人数授業࡛ࡕࡀࡾ࡞࡟あࡿ㸬

ࢆࢀࡰࡇࡕ落ࡿ㸪いわゆࡾ࡞࡜࡜ࡇࡿ㢗࡟自習ࡢ㸪学習者自身ࡃࡋ㞴ࡣ対応ࡓࡌ応࡟学習状況ࡢ学習者個々ࡵࡓࡢࡇ
瘠生ࡏࡉ易い環境࡚ࡗ࡞࡟いࡿ㸬著者ࡽ所属大学࡛ࡶ初ᖺ時教育ࢢ࣑ࣥࣛࢢࣟࣉࡢ科目࠾࡟い࡚୙合格率や再ᒚ修率
 㸬ࡓい࡚ࡗ࡞࡜問㢟ࡀࡉ高ࡢ
ࡓࡿࡍ支援ࢆ予復習ࡢ講生ཷࡢ㸪授業時間外ࡋ対࡟科目ࢢ࣑ࣥࣛࢢࣟࣉࡿい࡚ࡗ行࡟中心ࢆ㸪当学࡛対面授業࡛ࡇࡑ
ࡵ 2011ᖺᗘࡾࡼ自習用ᑠࢆࢺࢫࢸᑟ入࣭実践ࡓࡁ࡚ࡋ㸬ࡢࡇ実践結果ࡽ࠿㸪授業࡛୙合格ཷࡓࡗ࡞࡜講生ࡣ࡟各学
習㡯目࡟対ࡿࡍᑠࢆࢺࢫࢸ多ࡃ利用࡚ࡋ満Ⅼཷ࡛ࡲࡿྲྀࢆ験ࡿࡅ⥆ࡋ者ࡀ目立ࡕ㸪合格ཷࡓࡗ࡞࡜講生ࡣ࡟各ᑠࢫࢸ

࣮ࢤࡶࡾࡼ理解ࡢ学習㡯目ࡿい࡚ࡗ扱ࡣ㸬前者ࡓࡗ目立ࡀ者ࡿ終えࢆ利用ࡶ࡚ࡃ࡞ࡽྲྀࢆ満Ⅼ࡚ࡋ利用ࡘࡎ数回ࢆࢺ
࣒感覚࡛ࡢ高得Ⅼ獲得࡟注力ࡾ࠾࡚ࡋ㸪後者ཷࡣ験後࡟表示ࡿࢀࡉ解ㄝ資料ࡢㄞ解࡟注力࡞ࡣ࡛ࡢࡓࡋい࡜࠿考察ࡉ
行い㸪ࢆ対策ࡢ解ㄝ資料ᥦ示等ࡢ回答前ࢺࢫࢸ験抑ไや㸪ᑠཷࡢ感覚࡛࣒࣮ࢤࡿࡼ࡟え㸪ཷ験ไ限ࡲ踏ࢆࢀࡇ㸬ࡓࢀ

自習用ᑠࡢࢺࢫࢸᥦ供࡚ࡋ⥆⥅ࢆいࡿ㸬 

 

Introduction and Practice of Quizzes for Self-Learning within 
Programing Classes 

 

Kei ITO†1 Tomoki SATO†1 Mio TSUBAKIMOTO†1 Yoh SHIRAISHI†1 
 

In compulsory programing courses at information departments, classes tend to have a small number of teachers responsible for a 
large number of students. This situation makes it difficult for teachers to respond to each student's learning conditions. Learning 
in such situation tends to rely on students' self-learning. This kind of environment is likely for students to dropout easily. In our 
university, a high rejection ratio in certificate exams and many students re-taking classes are problems in fundamental 
programing courses. 
  To support self-learning, within a face-to-face programing course in our university, we have introduced and practiced 
self-learning quizzes since the 2011 academic year. One of the findings from this practice is that rejected students use 
self-learning quizzes many times and continue to use them until getting a perfect score for each quiz. Another is that the passed 
students use self-learning quizzes a few times and spend time to learn the material before getting a perfect score for each quiz. It 
is thought that the former students focus to get high scores on quizzes rather than to understand learning items handled in 
quizzes, and that the latter students focus to read and understand the explanation shown after quizzes. Based on the above results 
and consideration, we set some restrictions on the use of quizzes and we also set that the explanation are shown before quizzes in 
some classes. 

 

  ࡟めࡌࡣ .1

 情報系ࡢ学部や学科࡛ࢢ࣑ࣥࣛࢢࣟࣉࡣ科目ࡀ初ᖺḟࡢ

必修科目࡚ࡋ࡜教えࡀ࡜ࡇࡿࢀࡽ多い㸬ࡢࡇ場合㸪少人数

࡞࡟多人数授業ࡿいわゆࡿ教えࢆ学習者ࡢ多数ࡀ教師㝕ࡢ

対ࡓࡌ応࡟学習状況ࡢ㸪学習者個々ࡾ般的࡛あ୍ࡀ࡜ࡇࡿ

応ࡀ困㞴࡛あ[1]ࡿ㸬ࡵࡓࡢࡑ㸪ࡇういࡓࡗ授業科目ࡢ教育

ࡰࡇࡕ㸪落ࡾ࡞࡜࡜ࡇࡿࡍ依Ꮡࡃ強࡟自習ࡢ学習者自身ࡣ

所ࡢࡽう[2]㸬著者ࡲࡋ࡚ࡗ࡞࡜易い学習環境ࡏࡉ瘠生ࢆࢀ

属大学࡛ࡶ初ᖺḟ教育ࢢ࣑ࣥࣛࢢࣟࣉࡢ科目࠾࡟い࡚検定

試験ࡢ୙合格者ࡀ多い࡜ࡇや㸪ḟᖺᗘ以降࡟再ᒚ修ࡿࡍ学

生ࡀ多いࡀ࡜ࡇ問㢟࡚ࡗ࡞࡜いࡿ㸬  

ࡢࡵࡓࡿࡍ逭ಁࢆ予習や復習ࡢ授業時間外ࡣᡃ々࡛ࡇࡑ 

自習用ᑠࢆࢺࢫࢸᥦ供࡛࡜ࡇࡿࡍ㸪ࢢ࣑ࣥࣛࢢࣟࣉ授業ࡢ

落ࢀࡰࡇࡕ軽減ࢆᅗ[4][3]ࡓࡁ࡚ࡗ㸬ᮏ稿࡛ࡢ࡛ࡲࢀࡇࡣ自

習用ᑠࡢࢺࢫࢸ実践ෆ容ࡢࡑ࡜結果ࡼ࠾び結果ࢆศ析ࡿࡍ

  㸬ࡿࡍ報告ࢆ傾向等ࡢ学習者ࡓࡁ࡚ࡗ࠿ศ࡛࡜ࡇ

                

†1公立࡚ࡔࡇࡣᮍ来大学 

2. 対象ࡿࡍ࡜授業科目 

 著者ࡽ所属大学୍ࡢᖺḟ後期࡟必修科目࡚ࡋ࡜開講ࢀࡉ

࡚いࢢ࣑ࣥࣛࢢࣟࣉࠕࡿ基礎ࠖࢆ対象ࡓࡋ࡜㸬著者ࡽ所属

大学୍࡛ࡣᖺḟ前期࡟ Processingࢆ用い࡚ࢢ࣑ࣥࣛࢢࣟࣉ

基礎ࠖࢢ࣑ࣥࣛࢢࣟࣉࠕࡢࡇ後㸪ࡔࢇ学ࢆ基ᮏ概念ࡿࡍ関࡟

࡛ C言語ࡢࢢ࣑ࣥࣛࢢࣟࣉࡾࡼ࡟基礎ࢆ学ࡪ㸬ࡢࡇ授業ࡣ

学部୍ᖺ生全員(約 ࡀ(250ྡ ࡿࡍ講ཷ࡚ࢀ࠿ศ࡟ࢫࣛࢡ6

ࡢࡑ㸪ࡀ 1/4～1/3程ᗘࡀ୙合格ࡾ࡞࡜㸪翌ᖺᗘ࡟再試験や

再ᒚ修࡚ࡅཷࢆいࡿ状況࡛あࡿ㸬୍部ࡣ࡟ 3回ࡶ再ᒚ修ࢆ

学生ࡿい࡚ࡅ⥆ࢆ再ᒚ修ࡶ࡚ࡗ࡞࡟い࡚㸪学部四ᖺ生࡚ࡋ

 㸬ࡿいࡶ

 表 1 授業ࡓࡋ࡜ᑟ入対象ࡢࢺࢫࢸᮏ実践࡛自習用ᑠࡣ

㸪ࡵࡓ多いࡀ数ࡣ㸬再ᒚ修者ࡿ人数࡛あࡢ対象者࡜ࢫࣛࢡ

通常୍ࡢᖺ生࡟ูࡣ࡜ࢫࣛࢡ再ᒚ修ཷࢆࢫࣛࢡ講࡚ࡋいࡿ㸬

ࡢ㸪再試験ࡀい࡞い࡚ࡋ実施࡚ࡋ࡜ࢫࣛࢡࡣ㸪再試験ࡓࡲ

時期࡟合わ࡚ࡏ自習用ᑠࡢࢺࢫࢸᥦ供ࢆ行࡚ࡗいࡿ㸬  
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表 1 自習用ᑠࡢࢺࢫࢸ対象者 

年度/学期 対象クラス 対象人数 

2011/後期 再履修者クラス(BPR2011) 74名 

 一年生クラス(BP2011) 254名 

2012/前期 再試験クラス 102名 

2012/後期 再履修クラス(BPR2012) 58名 

 一年生クラス(BP2012) 259名 

2013/前期 再試験クラス 132名 

2013/後期 再履修クラス(BPR2013) 47名 

 一年生クラス(BP2013) 256名 

  

3. 実施概要࡜提供教材 

3.1 実施概要 

 自習用ᑠࡣࢺࢫࢸᚑ来行わࡓࡁ࡚ࢀ授業࡟ูࡣ࡜

Moodleୖࡢ授業࣮࡛࣌ୖࢪᑠ࡚ࡋ࡜ࢺࢫࢸᥦ供ࡓࡋ㸬自習

用ᑠࡢࢺࢫࢸ設置や利用ࡣࢫࣥ࢘ࢼ࢔ࡢࡵࡓࡍಁࢆ授業担

当教員ࡀ行ࡓࡗ㸬ࡋࡔࡓ㸪あࡶ࡛ࡲࡃ自習用࡛あ࡚ࡗ㸪ࡑ

࠿う࡝࠿ࡿࡍ㸪利用ࡎࡏࡉ཯映ࡣ直接࡟授業ᡂ績ࡣ利用ࡢ

ࡿ࡭ḟ節࡛述ࡣࢺࢫࢸ㸬自習用ᑠࡓࡏ任࡟断ุࡢ講生ཷࡣ

ࡣࡽࢀࡇ㸪ࡀࡿい࡚ࢀ࠿ศ࡟複数࡚ࡌ応࡟学習㡯目࡟うࡼ

授業ࡢ逭行࡟応࡚ࡌ段㝵的ཷ࡟講学生࡟公開ࡓࡋ㸬ཷ講学

生ࡣ授業ࡢ後㸪演習課㢟ࡾྲྀ࡟組ࡴ前や㸪演習ࡢ後㸪検定

試験前࡟㸪ࡢࡽࢀࡇᑠࢆࢺࢫࢸ利用࡚ࡋ自習࡛ࡀ࡜ࡇࡿࡍ

 㸬(ᅗ 1)ࡓࡗ行ࢆᥦ供࡟うࡼࡿࡁ

 

ᅗ 1 自習用ᑠࡢࢺࢫࢸ利用機会 

   

 ᑠࢺࢫࢸᥦ供後ཷࡣ講学生ࡢᑠཷࢺࢫࢸ験傾向やཷ験傾

向࡜最終ᡂ績ࡢ࡜関ಀࢆ調査࣭ศ析ࡓࡋ㸬  

3.2 提供教材 

 ஦前調査ࡾࡼ࡟㸪授業資料ࡣ理解࡛ࡀࡿࡁ㸪演習課㢟ࡀ

ࡇࡓࢀࡽ見ࡀいう傾向࡜多いࡀいཷ講学生࡞ࡅ解࠿࡞࠿࡞

㸪演習課ࡃࡋ㞴ࡣࡾࡼ授業資料ࡣࢺࢫࢸ㸪自習用ᑠࡽ࠿࡜

㢟ࡣࡾࡼ簡単࡜いう఩置࡙࡛ࡅ作問ࢆ行ࡓࡗ㸬問㢟ࡣ Cࣉ

ࡓࡋ対応࡟学習㡯目ࡢࢢ࣑ࣥࣛࢢࣟ 㸪ࢆࣜࢦࢸ大࢝ࡢࡘ9

ࡓࡌ応࡟㞴易ᗘや学習㡰序ࢀࡒࢀࡑ 3～4 ࣜࢦࢸᑠ࢝ࡢࡘ

࡚ࡋ対࡟ࣜࢦࢸ㸪各ᑠ࢝ࡅศ࡟ 3～4問ࡢ多肢選択ࡣࡃࡋࡶ

穴埋ࡢࡵ問㢟ࢆ用意ࡓࡋ㸬ࡓࡲ㸪各々ࡢᑠ࢝࡟࡜ࡈࣜࢦࢸ

୎寧࡞解ㄝ資料ࢆ用意ࡋ㸪ᑠཷࢺࢫࢸ験後࡟出㢟ࡓࢀࡉᑠ

㸬学習ࡓࡋ࡟うࡼࡿࢀࡉ表示ࡀ解ㄝ資料࡚ࡌ応࡟ࣜࢦࢸ࢝

者間࡛答えࡀࡳࡢ伝搬ࢆ࡜ࡇࡿࡍ抑Ṇࡵࡓࡿࡍ㸪Moodle

࣒ࢲࣥࣛ࡟࡜ࡈࣜࢦࢸ用い࡚㸪ᑠ࢝ࢆ問㢟機能࣒ࢲࣥࣛࡢ

出㢟ࡓࡋ㸬  

3.3 問題例 

 ᥦ供ࡓࡋ教ᮦ中ࡢ問㢟ࡣᅗ 2ࡼࡢう࡛ࡢࡶ࡞あࡾ㸪ᑠ࢝

㸬解ㄝ資ࡿあ࡛ࡢࡶ࡞うࡼࡢᅗ 3ࡣ解ㄝ資料ࡢ࡜ࡈࣜࢦࢸ

料ࡣ理想的ࡣ࡟問㢟࡟࡜ࡈ用意࡛ࡁ࡭ࡍあࡀࡿ㸪教ᮦ作ᡂ

全体࡜ࢺࢫࢥࡢ㸪個々ࡢ解ㄝ資料自体ࡅࡔࡿࡁ࡛ࡣ୎寧࡟

作ᡂࡼࡋうࡽ࠿࡜ࡇࡓࡋ࡜㸪ᑠ࢝ࡢ࡜ࡈࣜࢦࢸ作ᡂࡓࡋ࡜㸬

習得ྍࢆ学習㡯目࡟容易ࡤࢀࡍ理解࡛ࢇㄞࡣ解ㄝ資料ࡢࡇ

能࡛あࢆ࡜ࡇࡿ意ᅗ࡛ࡢࡶࡓࡋあࡀࡿ㸪実態ࡣ࡚ࡋ࡜୎寧

ࢀ࠿聞ࡀいう感想࡜い࡞ࡽ࡞࡟気ࡴㄞ࡚ࡃ長࡟ࡵࡓࡿࡂࡍ

࡜いࡋ㞴ࡔࡲࡶ࡛ࢀࡇࡣ࡚ࡗ࡜࡟講学生ཷࡢ㸪୍部࠿࡯ࡓ

㸬ࡓࢀࡽ得ࡀࢺ࣓ࣥࢥࡢ

 

ᅗ 2 問㢟例 

 

ᅗ 3 解ㄝ資料ࡢ例 
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4. 実践ࡢ詳細࡜結果 

4.1 第一期㸦2011再履修，2011一ᖺ生㸧 

 2011ᖺᗘࡢ再ᒚ修ࡼ࠾ࢫࣛࢡび୍ᖺ生࡟ࢫࣛࢡ対࡚ࡋ

ษ୍ࡶ験回数無ไ限㸪ཷ験間隔等ཷࡣࢺࢫࢸ㸪自習用ᑠࡣ

ไ限࡟ࡎࡏᥦ供ࡓࡋ㸬ᑠࡣࢺࢫࢸ大࢝࡟࡜ࡈࣜࢦࢸ 用ࡘ9

意ࡋ㸪ᑠࡢࢺࢫࢸ中࡟ᑠ࣒࢝ࢲࣥࣛࡢ࡜ࡈࣜࢦࢸ問㢟ࡀ含

 㸬ࡓࡋ࡜出㢟形式ࡿࢀࡲ

 ཷ験状況ࡣᅗ 4ࡢ通࡛ࡾあࡿ㸬ྲཱྀ 講学生࡟࡜ࡈ ᑠࡢࡘ9

ࡀ講学生ཷࡓࡋ㸪何回程ᗘ利用ࡋ㞟計ࢆ験回数ཷࡢࢺࢫࢸ

何ྡいࣇࣛࢢࢆ࠿ࡓ໬࡛ࡢࡶࡓࡋあࡿ㸬ᅗ 4ୖࡢ再ᒚ修ࢡ

ࡣ࡛ࢫࣛ 70回以ୖ利用ࡓࡋ学生ࡀ ࡋ69回利用～60ࠊ1ྡ

ࡀ学生ࡓ 学生ࡓࡋ㸪70回以ୖ利用ࡀࡿい࡚ࡗ࡞࡜࡝࡞2ྡ

㸪単఩ྲྀ得ࡾ࡞࡜検定試験࡛୙合格ࡢࢫࣛࢡ再ᒚ修ࡢࡇࡣ

ࡣ࡛ࢫࣛࢡᖺ生୍ࡢ㸬ᅗ 4ୗࡓࡗ࠿࡞ࡁ࡛ 70回以ୖ利用

ࡓࡋ ࡟㸪逆ࡀࡿい࡚ࡁ単఩ྲྀ得࡛ࡣ学生ࡢ1ྡ 1回ࡶ利用

 多い㸬ࡣ者ࡿい࡚ࡁ単఩ྲྀ得࡛ࡶい学生࡛࡞い࡚ࡋ

 
ᅗ 4 第୍期ཷࡢ験状況 

 自習用ᑠࢆࢺࢫࢸ利用ࡶ࡚ࡃ࡞ࡋ授業ࡀ理解࡛࡚ࡁ単఩

ྲྀ得࡛ࡿࡁ学生ࡣ特࡟問㢟࡞いࡀ㸪自習用ᑠࢆࢺࢫࢸ多ࡃ

利用ࡶ࡚ࡋ単఩ྲྀ得࡛࡞ࡁい学生ࡀ目立ࡣࡢࡘ全ࡃ想定外

࡛あࡵࡓࡓࡗ㸪個々ࡢ学生ࡢᑠཷࡢࢺࢫࢸ験傾向ࢆ詳ࡃࡋ

調査ࡓࡋ㸬 

 ᅗ 5ࡣ 2011ᖺᗘ再ᒚ修ࡢࢫࣛࢡあཷࡿ講学生ࡢᑠࢫࢸ

ࡋ表ࢆᖺ᭶ࡣ㸬ᶓ軸ࡿあ࡛ࡢࡶࡓࡋ໬ࣇࣛࢢࢆ験傾向ཷࢺ

㸬9ࡿい࡚ࡋ表ࢆⅬ数ࡢࢺࢫࢸᑠࡓࡋ験ཷࡣ㸪縦軸ࡾ࠾࡚

ࡣ講学生ཷࡢࡇ㸬ࡿい࡚ࡋ表示࡚ࡋࡅ色ศࢆࢺࢫࢸᑠࡢࡘ

9 ୍ࡶ࡛ࢺࢫࢸᑠࡢ࡝㸪ࡋ多数利用ࢆ࡚࡭ࡍࢺࢫࢸᑠࡢࡘ

ᗘࡣ 100Ⅼ࡚ࡗྲྀࢆいࡿ㸬ࡼࡢࡇうཷ࡞験傾向ࡶ࡟関わࡽ

 㸬ࡓࡗ࠿࡞ࡁ単఩ྲྀ得࡛ࡣ学生ࡢࡇ㸪ࡎ

 

ᅗ 5 ᑠཷࡢࢺࢫࢸ験傾向 1 

 ᅗ 6 ࡓࡋ໬ࣇࣛࢢ࡟様ྠࢆ験傾向ཷࡢ講学生ཷࡢูࡣ

ࡶ学生ࡢࡇ㸬ࡿあ࡛ࡢࡶ ࡚ࡋ利用ࢆ࡚࡭ࡍࢺࢫࢸᑠࡢࡘ9

いࡀࡿ㸪利用回数ࡣあࡾࡲ多ࡃ࡞ࡃ㸪ࡢ࡝ᑠࡶࢺࢫࢸ 100

Ⅼ࡚ࡗྲྀࡣい࡞い㸬ࡋ࠿ࡋ㸪ࡢࡇ学生ࡣ単఩ྲྀ得࡛࡚ࡁい

 㸬ࡓ

 

ᅗ 6 ᑠཷࡢࢺࢫࢸ験傾向 2 

ࢫࢸ結果㸪ᑠࡓࡋ調査ࢆ験状況やཷ験傾向ཷ࡞うࡼࡢࡇ 

࡛ࢺࢫࢸ㸪ᑠࡣい学生࡞ࡁ単఩ྲྀ得࡛ࡶ࡚ࡋ多数利用ࢆࢺ

高得Ⅼ࡟࡜ࡇࡿྲྀࢆ注力ࡋ㸪ࡢࡑෆ容ࢆ理解ࢆ࡜ࡇࡿࡍ怠

ࡋ࡚ࡋ暗記ࢆṇ解ࡾࡼ࡟験ཷࡢ多数ࡣࢺࢫࢸ結果㸪ᑠࡓࡗ

࡛ࡢࡓࡗ࠿࡞ࡁ理解࡛ࡣ学習ෆ容ࡀࡓࢀྲྀࡀ高得Ⅼ࡚ࡗࡲ

ཷ࠿ࡋࡋ少ࡣࢺࢫࢸᑠࡢ㸬୍方࡛㸪個々ࡓ考え࡜࠿い࡞ࡣ

験ࡶ࡚ࡃ࡞ࡋ単఩ྲྀ得࡛ࡓࡁ学生ࡣ㸪ᑠཷࢺࢫࢸ験後࡟表

示ࡿࢀࡉ解ㄝ資料ࢆㄞ࡛ࢇ理解ࡓࡋ結果㸪ᑠཷࡢࢺࢫࢸ験

回数やⅬ数ࡣ高ࡶ࡚ࡃ࡞ࡃ単఩ྲྀ得࡛࡞ࡣ࡛ࡢࡓࡁい࡜࠿

考えࡓ㸬ࡢࡽࢀࡇ考察ࢆ踏ࡲえ࡚㸪解ㄝ資料ࡢ閲覧時間調

査ࢆ行ࡓࡗ㸬  

4.2 解説資料閲覧時間調査 

 実㝿ཷ࡟講学生ࡢ࡝ࡀ程ᗘ解ㄝ資料ࢆㄞ࡛ࢇいཷࡣ࠿ࡓ

講学生୍人୍人ࢢࣥࣜ࢔ࣄ࡟等ࢆ行わ࡞いุ࡜明ࡎࡏ㸪ࡑ

ࡣᡃ々࡛ࡇࡑい㸬࡞ࡣ࡛ࡅわࡿ࠿ศ࡟ṇ確࡝࡯ࡉࡶࢀ

Moodleࢆࢢࣟࢫࢭࢡ࢔ࡢ調࡚࡭㸪解ㄝ資料ࡢ表示࡚ࢀࡉい
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行うࢆ操作ࡢ㸪Moodleୖ࡛ḟࡽ࠿開い࡚ࢆ画面࣮ࣗࣅࣞࡿ

調査࡛ࡀ閲覧時間࡟近似的࡛࡜ࡇࡿࡍ計算ࢆ時間差ࡢ࡛ࡲ

 㸬ࡓ考え࡜࠿い࡞ࡣ࡛ࡢࡿࡁ

 ᅗ 7ࡣ実㝿࡟ 2011ᖺᗘ୍ᖺ生ࡢࢫࣛࢡMoodleࢭࢡ࢔ࡢ

ࡓࡋ㞟計࡚࡭調ࢆ表示時間ࡢ画面࣮ࣗࣅ用い࡚ࣞࢆࢢࣟࢫ

ࡀ㸬ศ単఩࡛表示時間ࡿあ࡛ࡢࡶ 0ศࡣࡓࡲ 1ศཷࡢ講生

㸪ࡾ࡞࡟࡜ࡇࡿ居ࡶ人数࡛半ศ࡭延ࡿࡍ対࡟験ཷࢺࢫࢸᑠࡀ

㸬実ࡓࡗ࠿ศࡀ࡜ࡇ短い࡚ࡵ極ࡀ表示時間ࡢ画面࣮ࣗࣅࣞ

㝿ࡌྠࡣ࡟ᑠࢆࢺࢫࢸ何回ཷࡶ験ࡌྠࡤࢀࡍ解ㄝ資料ࢆ何

ᗘࡶ見ࡵࡓࡿ࡞࡟࡜ࡇࡿ㸪2,3回目以降ࡣ表示時間ࡀ短࡞ࡃ

ࢸᑠ୍ྠࡢ学生୍ྠࡣ࡛ࡇࡇࡵࡓࡢࡑ㸬ࡿ自然࡛あࡀࡢࡿ

ࡿࡍ対࡟ࢺࢫ 3回目以降ཷࡢ験ࡘ࡟い࡚ࡣ㝖外࡚ࡋ㞟計ࡋ

࡚いࡀࡿ㸪ࡾ࡞࠿ࡶ࡛ࢀࡑ短い㸬単఩ྲྀ得࡛ࡓࡗ࠿࡞ࡁ学

生ࡣࡾࡼ単఩ྲྀ得࡛ࡓࡁ学生ࡢ方ࡀ多少ࡣ表示時間ࡀ長い

୍ࡃࡈࡣࡢࡿい࡛ࢇㄞࢆ解ㄝ資料࡟実㝿ࡽ࠿結果ࡢࡇ㸪ࡀ

部ࡢ学生࡛ࡅࡔあ࡜ࡿ考えࡿࢀࡽ㸬 

 

ᅗ 7 解ㄝ資料表示時間 

㸪࠿い࡞ࡀ気ࡴㄞࢆ解ㄝ資料ࡣ講学生ཷࡢࡃ㸪多ࡾࡲࡘ 

ࡽ考え࡜࠿い࡞ࡣ࡛ࡢࡓࡗ࠿࡞ࡁ理解࡛ࡶ࡛ࢇㄞࡣࡃࡋࡶ

誤答࡛ࢺࢫࢸ表面的࡛㸪ᑠࡀ方ࡳㄞࡢ解ㄝ資料ࡓࡲ㸬ࡿࢀ

࠿中ࡢ㸪解ㄝ資料ࡣࡾࡼいう࡜ࡿࡍㄞ解ࢆ解ㄝ資料ࡶ࡚ࡋ

ࢆいう利用方法࡜ࡿࡍࢆ験ཷࡢḟ࡟ࡄࡍ㸪࡚ࡋ᥈ࢆṇ解ࡽ

 㸬ࡓ考え࡜࠿い࡞ࡣ࡛ࡢࡓࡗ࠿多ࡀ講学生ཷࡓࡋ

4.3 第஧期㸦2012再試験，2012再履修㸧 

 第୍期ࡢᑠཷࡢࢺࢫࢸ験傾向や解ㄝ資料閲覧時間ࡢ調査

結果࡚ࡅཷࢆ㸪解ㄝ資料ཷࢆ講学生ࡾࡼ࡟ㄞࡽࡶ࡛ࢇうࡓ

ࡢ㸪以ୗ࡟ࡵ 2Ⅼࡢ変更ࢆ行ࡓࡗ㸬 

(a) ᑠࢆࢺࢫࢸ㞴易ᗘศࡿࡍࡅ 

(b) ࣒࣮ࢤ感覚࡛ཷࡢ験ࢆ抑Ṇࡿࡍ 

 (a)ࡘ࡟い࡚ࡣᑠࢆࢺࢫࢸ大࢝࡟࡜ࡈࣜࢦࢸ設置ࡓࡓࡋ

㸪1࡟ࡵ 問ࡿ࡞࡜ࡇࡢ㞴易ᗘ࡟࠿ࡽ明࡟中ࡢࢺࢫࢸᑠࡢࡘ

㢟ࡀ含ࡾ࡞࡟࡜ࡇࡿࢀࡲ㸪結果࡚ࡋ࡜学習意欲࡟悪ᙳ響ࡀ

あ࡞ࡣ࡛ࡢࡓࡗいࡢ࡜࠿推測ࡽ࠿㸪ࡢࢀࡒࢀࡑ大࢝ࣜࢦࢸ

ࡣࢺࢫࢸ㸬ᑠࡓࡅศ࡟応用編࡜基礎編࡟㞴易ᗘูࢆ 18個࡟

ࡁ講࡛ཷࡀ応用編࡜ࡿྲྀࢆ基礎編࡛満Ⅼࢀࡒࢀࡑ㸪ࡀࡿ࡞

 㸬ࡓࡋ࡟うࡼࡿ

 (b)ࡘ࡟い࡚ࡣᑠࢆࢺࢫࢸ無ไ限࡟いཷࡶ࡛ࡽࡃ験࡛ࡁ

㸪ཷ験回数ࡾࡓࡅ開ࢆ験間隔ཷ࡟㸪強ไ的ࡋࡃ無ࢆ状態ࡿ

࡛࡜ࡇࡿࡍࡾࡓࡋไ限ࢆ 1回ᑠཷࢺࢫࢸ験ࡓࡋ後㸪ḟཷࡢ

験ࡢ࡛ࡲ間࡟解ㄝ資料ࡾࡃࡗࡌࢆㄞࡽࡶ࡛ࢇう࡜いう想定

࡛㸪各ᑠཷࡢࢺࢫࢸ験回数ࢆ最大 5回࡛ࡲ㸪ࡓࡲ 1回ཷ験

ࡽࡓࡋ 24時間ࡣḟཷࡢ験࡞ࡁ࡛ࡀいࡼうࡓࡋ࡟㸬 

4.4 第୕期㸦2012一ᖺ生㸧 

 第୕期ࡶ第஧期࡜基ᮏ方針ࡲࡲࡌྠࡣ実施ࡀࡓࡋ㸪ᑠࢸ

ࡢ毎基礎編/応用編ࣜࢦࢸ大࢝ࡢ第஧期ࢆࢺࢫ 18個࡛࡞ࡣ

毎ࣜࢦࢸᑠ࡚࢝ࡅศ࡟ࡽࡉ㸪ࡃ 30個ࡢᑠ࡚ࡋ࡜ࢺࢫࢸ実施

 㸬ࡓࡋ

 第஧期㸪第୕期࡜自習用ᑠࡢࢺࢫࢸᥦ供方法ࢆ変え࡚ࡁ

い変ࡋࡲ目覚࡟験傾向や୙合格率ཷࡢ㸪ཷ講学生ࡢࡢࡶࡓ

໬ࡣ見ཷࡓࡗ࠿࡞ࢀࡽࡅ㸬ᅗ 8ࡣ第୍期ࡽ࠿第୕期ࡢ࡛ࡲ

ᑠࢺࢫࢸ利用率ࡢ推移ࢆ示࡛ࡢࡶࡓࡋあࡀࡿ㸪全体的࡟ప

ୗ傾向࡟あࡿ㸬再試験や再ᒚ修ࡣ࡛ࢫࣛࢡ自習用ᑠࢺࢫࢸ

ࡀ利用ࡢ 2期目以降࡛あࡿ学生ࡀ多いࡵࡓ㸪自習用ᑠࢫࢸ

能性ྍࡿい࡚ࢀࡽࡌ感࡜い࡞ࡀ効果ࡾࡲあ࡟単఩ྲྀ得ࡀࢺ

利用率ࡢ(新規ᒚ修ࡣ中࡛ࣇࣛࢢ)ࢫࣛࢡ㸪୍ᖺ生ࡀࡿあࡶ

  㸬ࡿい࡚ࡗࡀୗࡶ

 

ᅗ 8 第୍期～第୕期ᑠࢺࢫࢸ利用率 

 ᅗ 9 学生ࡢࢺࢫࢸᑠࡢ࡛ࡲ第୕期ࡽ࠿第୍期ࡃࡌྠࡣ

ูཷ験回数ࢆ示࡚ࡋいࡿ㸬ᑠࡢࢺࢫࢸᥦ供方法ࢆ変更ࡓࡋ

2012ᖺᗘ再試験࡜ 2012ᖺᗘ୍ᖺ生(ࣇࣛࢢ中࡛ࡣ新規ᒚ

修)࡛ࢫࣛࢡᖹ均ཷ験回数࡚ࡗࡀୖࡀいࡀࡿ㸪必ࡶࡋࡎ合格

率ࡣ࡚ࡗࡀ࡞ࡘ࡟い࡞い㸬 

 

ᅗ 9 第୍期～第୕期ᑠࢺࢫࢸᖹ均ཷ験回数 

࡟時期ࡿࢀࡉ利用ࡀࢺࢫࢸ自習用ᑠࡶ学期中࡛ࡌྠࡓࡲ 

偏ࡀࡾあ࡞ࡣ࡛ࡢࡿい࡜࠿考え࡚調査ࢆ行ࢁࡇ࡜ࡓࡗ㸪予

想通ࡾ大ࡃࡁ偏ࡾ࠾࡚ࡗ㸪演習ࡢ行わࡿࢀ授業日や検定試

験ࡢ直前ཷ࡟験数ࡀ極端࡟多ࡀ࡜ࡇࡿ࡞ࡃศࡓࡗ࠿(ᅗ 

10)㸬 
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ᅗ 10ᑠࢺࢫࢸ利用時期ࡢ偏ࡾ 

4.5 第四期㸦2013再履修，2013一ᖺ生㸧 

 第四期ࡢうࡕ㸪୍ᖺ生ࡣ࡛ࢫࣛࢡ第୕期ྠ࡜様ࡢ方法࡛

ᑠࡢࢺࢫࢸᥦ供ࢆ行ࡀࡓࡗ㸪再ᒚ修ࡢࡇࡣ࡛ࢫࣛࢡ自習用

ᑠࢆࢺࢫࢸ何回ࡶ利用࡚ࡋいࡿ学生ࡀ居࡜ࡇࡿや㸪ᑠࢫࢸ

ࡇࡿ࡞࡟ࡕࡀ感覚࡛ཷ験࣒࣮ࢤ࡚ࡃ多ࡀ数ࡢ問㢟ࡢࡑやࢺ

ࡣ㸪出㢟࡚ࡋ期待ࢆ予防効果ࡢ࡬࡜ 6個ࡢᑠ࢝࡟ࣜࢦࢸ限

定ࡋ㸪ࡶ࠿ࡋ㸪ཷ験後࡟表示࡚ࢀࡉいࡓ解ㄝ資料ࢆඛ࡟表

示࡚ࡋ㸪ࢆࢀࡑㄞࡳ終わࡽ࠿࡚ࡗᮏ来出㢟࡚ࡋいࡓ問㢟ࢆ

出ࡓࡋ࡟࡜ࡇࡍ㸬解ㄝ資料ࢆඛ࡟表示ࡶ࡚ࡋ࡜ࡓࡋ㸪ཷ講

学生ࢆࢀࡑࡀㄞࡳ飛࡚ࡋࡤ問㢟࡟逭࡛ࢇいࡽࡓ何ࡶ効果ࡣ

得࡞ࢀࡽいࡀ㸪୍定程ᗘཷࡢ講学生ࡣ問㢟ࢆㄞࡿࢀࡃ࡛ࢇ

 㸬ࡓࡋ期待࡜࠿い࡞ࡣ࡛ࡢ

 第四期再ᒚ修ࡢ࡛ࢫࣛࢡᑠཷ࡭ࡢࡢูࢺࢫࢸ験回数ཷ࡜

験時間ࡣᅗ 11࡜ᅗ 12ࡢࣇࣛࢢࡢ通࡛ࡾあࡿ㸬ࡢࡇ再ᒚ修

い学生࡞う࡛ࡑ࡜学生ࡓࡁ単఩ྲྀ得࡛࡚ࡋ࡜結果࡛ࢫࣛࢡ

࡞ࡁ㸪単఩ྲྀ得࡛ࢁࡇ࡜ࡓࡋ㞟計ࢆ時間࡜回数࡚ࡅศ࡟࡜

ࡿい࡚ࡋ利用ࢆࢺࢫࢸᑠ࡞様々ࡃ࡞ࢇ࡭ࢇࡲࡣ学生ࡓࡗ࠿

㸪ࡃ多ࡀ験回数ཷࡢ単元ࡢ文Ꮠ列ࡣ学生ࡓࡁ㸪単఩ྲྀ得࡛ࡀ

ཷ験時間ࡶ前半ࡢ簡単࡞単元ࡢᑠࡣࡾࡼࢺࢫࢸ後半ࡾࡼࡢ

㞴ࡋい単元ࡢᑠཷࡾࡃࡗࡌࢆࢺࢫࢸ験࡚ࡋいࡀ࡜ࡇࡿศ࠿

ࡿい࡛ࢇㄞࢆ解ㄝ資料ࡢ問㢟出㢟前ࡣ࡟験時間ཷࡢࡇ㸬ࡿ

時間ࡶ含ࡵࡓࡿࢀࡲ㸪単఩ྲྀ得࡛ࡓࡁ学生ࡣ解ㄝ資料ࡶ相

応࡟ㄞࡳ込࡛ࢇい࡞ࡣ࡛ࡢࡓい࡜࠿推測ࡿࡍ㸬 

 
ᅗ 11 第四期ᑠཷ࡭ࡢูࢺࢫࢸ験回数 

 

ᅗ 12 第四期ᑠཷูࢺࢫࢸ験時間 

4.6 問題別分析 

 Moodleࡣ࡟ᑠࢺࢫࢸ等ࡢ結果表示ࡢ機能ࡶ豊富࡟あࡿ

ࡉ出㢟࡟࣒ࢲ用い࡚ࣛࣥࢆ問㢟機能࣒ࢲࣥࣛࡢ㸪Moodleࡀ

機能ࡿࡍ表示ࢆ等࠿ࡓࢀࡉ程ᗘ利用ࡢ࡝࡟実㝿ࡀ問㢟ࡓࢀ

ࡓࡋ多用ࢆ問㢟࣒ࢲࣥࣛ࡟㸪実㝿ࡋ࠿ࡋい㸬࡞ࡽࡓ見当ࡣ

ᑠࢆࢺࢫࢸ運用࡜ࡿࡍ㸪ࡇういࡶࢱ࣮ࢹࡓࡗ㔜要ࡿ࡞࡟㸬

ࡣᡃ々࡛ࡇࡑ Moodleࡽ࠿ࢱ࣮ࢹࣉࢵ࢔ࢡࢵࣂࢫ࣮ࢥࡢ㸪

回数㸪ࡓࢀࡉ験ཷࡢ問㢟ࡢ㸪個々࡚ࡋᢳ出ࢆࢱ࣮ࢹࡢࡽࢀࡇ

ཷ験࡭ࡢࡓࡋ学生数㸪問㢟ࡢ࡜ࡈ評Ⅼࡢᖹ均㸪誤答例࡝࡞

 㸬ࡓࡋศ析ࢆ

ࡋ࡜結果ࡢ㸪ศ析ࡀࡿࡍ省略ࡣ詳細ࡢศ析結果ࡣ࡛ࡇࡇ 

࡚出㢟者ࡀ㞴ࡋい࡜思࡚ࡗ作問ࡀࡢࡶࡓࡋ実㝿ࡣṇ答率ࡀ

高ࡾࡓࡗ࠿㸪逆࡟易ࡋい࡜思࡚ࡗ作問ࡢࡢࡶࡓࡋṇ答率ࡀ

పࡾࡓࡗ࠿等ࡼࡢう࡟出㢟者ࡢ意ᅗ࡜実㝿ཷࡢ験実績ࡢ差

異ࡀあࡀࡢࡶࡿいࡶࡘࡃ見ࡓࡗ࠿ࡘ㸬ࡢࡇศ析結果ࡽ࠿出

㢟࣑ࡀࢫ検出ࡾࡓࢀࡉ㸪ࡓࡲ出㢟方法や㞴易ᗘ設定ࡢ再検

討ࢆ示唆ࡼࡿࢀࡉうࡀࢡࢵࣂࢻ࣮࢕ࣇ࡞得ࡓࡋࡾࡓࢀࡽ㸬 

 ࡟ࡾわ࠾ .5

㸪自習ಁ逭ࡵࡓࡢ対策ࢀࡰࡇࡕ落ࡢ授業ࢢ࣑ࣥࣛࢢࣟࣉ 

࡚ࡋ意ᅗࢆ Moodle࡛ୖࢪ࣮࣌ࢫ࣮ࢥࡢᑠࢆࢺࢫࢸᥦ供ࡋ

ࡋ調査ࢆ傾向ࡢ問㢟ࡿࢀࡉ傾向やཷ験ࡢ㸬ཷ講学生ࡓࡁ࡚

限ࡣ࡜ࡿࡀ࡞ࡘ࡟良い結果ࡶ࡚ࡃ多ࡀ㸪利用回数ࢁࡇ࡜ࡓ

改ࡢ自体ࢺࢫࢸᑠ࡚ࡋ࡜対策ࡢࡇ㸬ࡓࡗ࠿ศࡀ࡜ࡇい࡞ࡽ

善やཷ講者ࡢ意識改善ࡀ必要࡛あࡾ㸪ࡢࡽࢀࡇ対策ࢆ行い

 㸬ࡿい࡚ࡋ⥆⥅ࢆᥦ供ࡢࢺࢫࢸ自習用ᑠࡽࡀ࡞
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 利用ࡢMoodleࡿけ࠾࡟た自学自習授業ࡋを利用࣒࣮ࢤ
 

⏣窪 美葉†1 
 

ᮏ論࡛ࡣ㸪ࠕやࡳ࡚ࡗ店長ࠖ࡜いうࢆ࣒࣮ࢤࢫࢿࢪࣅ用いࡓ経営教育࠾࡟い࡚㸪Moodleࢆ利用࡚ࡋ学生ࡀ自学自習ࢫ
ࡣ㸬教員ࡓࡋい࡚示ࡘ࡟ࡳ行う試࡛ࣝ࢖ࢱ MS-Excel教ᮦࢆࣝ࢖࢓ࣇ Moodleୖ࡟用意ࡋ㸪学生࣒࣮ࢤࡣෆࡢ経過や考
察ࢆ記入࡚ࡋ㸪Moodle࡛ࡢ課㢟ᥦ出ࢆ行ࡓࡗ㸬数逬間自学自習ࢆ行ࡓࡗ後㸪ࢆ࣒࣮ࢤࡢࡇ利用࡚ࡋ利益ࡢ状況ࢆ競い㸪
学習ෆ容や学習方式࡟関連ࢆࢺ࣮ࢣࣥ࢔ࡿࡍ実施ࡓࡋ㸬ࡢࡽࢀࡇ実践ࢆ࣒࣮ࢤࢫࢿࢪࣅࡽ࠿使用ࡓࡋ e-Learning講義
 㸬ࡍ示ࢆࢺࣥ࢖࣏ࡢ

 

Application of Moodle to Self-Education by Using Games 
 

Miha TAKUBO†1 
 

This paper shows the application of moodle to self-education by using the game “Yattemi-Tencho”. We presented the MS-Excel 
materials on the Moodle LMS, and the students completed the activities and handed in files using moodle. After several weeks of 
self-education, they competed for profits in the game, and completed a survey in the form of a questionnaire on the learning 
contents or way of learning. We show the points of e-learning using business games through this practice. 

 
 

  ࡟めࡌࡣ .1

 著者ࡣ㸪長期間࡟わࡾࡓ㸪ࢆ࣒࣮ࢤᑟ入ࡓࡋ経営教育ࢆ

実践ࡓࡁ࡚ࡋ㸬ᑟ入ࡣ࡟࣒࣮ࢤࡓࡋ㸪会社ࡢ㔜役研修࡝࡞

࡛用いࠕࡿࢀࡽGOM-21ࠖ 㸪ࡳ組ࢆ࣒࣮ࢳ㸪数人࡛࡟うࡼࡢ

社長࣭販売࣭生産࣭㈈務࡜いࡓࡗ会社ࡢ主要業務࣑ࣗࢩࢆ

含࡟中ࡢࡑࢆや㸪経営行動[1]ࡢࡶ࡞ᮏ格的ࡿࡍࣥࣙࢩ࣮ࣞ

ࡿࡍ学習ࢆᙳ響ࡢࡑ過程࡛㸪ࡿࡍ΅交ࡀ㸪学習者ྠ士ࡳ

SIMINSOC[2]ࡀ࡝࡞あࡿ㸬学習目的࡟応࡚ࡌ㸪実㝿ࡢ話ࡋ

合いや交΅ࢆ含ࡢࡶࡴや㸪ࢱ࣮ࣗࣆࣥࢥࡢࣥࣟ࢔ࢻࣥࢱࢫ

࡛行うࢆ࣒࣮ࢤ࡞ࡲࡊࡲࡉ࡝࡞ࡢࡶ用い࡚㸪講義ࢆ展開ࡋ

࡚い[3]ࡿ㸬ᮏ論࡛ࡣ㸪ࠕ経営ࣥࣙࢩ࣮࣑ࣞࣗࢩ IIࠖ࡜いう 2

ᖺḟ生対象講義ࡢ前半࠾࡟い࡚㸪ࠕやࡳ࡚ࡗ店長ࠖ[a]࡜い

う࣒࣮ࢤࢫࢿࢪࣅ㸦ࢽࣅࣥࢥ経営࣒࣮ࢤ㸧ࢆ࢔࢙࢘ࢺࣇࢯ

自学自習࡛ࣝ࢖ࢱࢫ利用ࡓࡋ஦例ࢆ扱う㸬学習者࣒࣮ࢤࡀ

課㢟࡚ࡋ利用ࢆ㸪Moodleࡾ࡜ࢆ記録ࡢい࡚ࡘ࡟ࢺࣥ࢖࣏ࡢ

ᥦ出ࢆ行ࡓࡗ㸬ࡢࡇ講義ࡣ㸪完全࡞ e-Learning講義࡜いう

わ࡞ࡣ࡛ࡅいࡀ㸪ࢆ࣒࣮ࢤࢫࢿࢪࣅ使用ࡓࡋ自学自習ࢱࢫ

ࡍ利用ࢆ࣒࣮ࢤ㸪࡛࡜ࡇࡍ示ࢆ能性ྍ࡜課㢟ࡢ講義ࡢࣝ࢖

ࡿ e-Learning講義ࢆ展開࡛ୖࡿࡍ主要࡞Ⅼࢆ示ྍࡀ࡜ࡇࡍ

能࡜ࡿ࡞࡟考えࡿ㸬 

2. 講義ࡢ概要 

 概要ࡢョンࠖ講義ࢩュ࣮࣑ࣞࢩ経営ࠕ 2.1

学科ࣥ࢖ࢨࢹ㸪経営ࡣࠖࣥࣙࢩ࣮࣑ࣞࣗࢩ経営ࠕ  2ᖺḟ

生対象講義࡛㸪前期ࠕ࡟経営ࣥࣙࢩ࣮࣑ࣞࣗࢩ I 㸪ࠖ後期࡟

                                                                 
†1 Osaka International University 
a) ࣋ࣥࣙࢩ࣮࣏࣮ࣞࢥࢭࢵࢿ: 学校用࣭࢔࢙࢘ࢺࣇࢯ教ᮦ 
http://www.teacher.ne.jp/welcome/seihin/s_ytt/index.html 

ࣥࣙࢩ࣮࣑ࣞࣗࢩ経営ࠕ II いう形࡛㸪各ࠖ࡜ 15回ࡢ講義ࢆ

行࡚ࡗいࡿ㸬 

 前半ࠕࡢ経営ࣥࣙࢩ࣮࣑ࣞࣗࢩ I࡛ࠖࡣ㸪数式࡛表現ࡉ

㸪Microsoft Excel(以ୗ㸪MS-Excel)ࢆ[4]࣒࣮ࢤࢫࢿࢪࣅࡓࢀ

ไ約࡟㸪学習者࡚ࡋ利用ࢆ㸪再計算機能ࡋ記述࡚ࡋ利用ࢆ

条件ࢆࣥࣙࢩ࣮࣑ࣞࣗࢩࡢ࡛࡜ࡶࡢ行わࡏ㸪࣮ࣂࣝࢯ㸪ࢦ

必要࡟ࣥࣙࢩ࣮࣑ࣞࣗࢩ㸪࡝࡞書式ࡁ㸪条件付ࢡ࣮ࢩ࣮ࣝ

࡞ MS-Excelࡢ機能ࢆ学習࡚ࡏࡉい[5]ࡿ㸬 

 後半ࠕࡢ経営ࣥࣙࢩ࣮࣑ࣞࣗࢩ II࡛ࠖ 店長ࠖࡳ࡚ࡗやࠕ㸪ࡣ

㸪学習ࡏࡉ講義ෆ࡛実践࡟学習者ࢆ࣒࣮ࢤࢫࢿࢪࣅࡢ࡝࡞

自学ࡿࡏࡉศ析ࢆ結果࡜計画ࡢ㸪各回࡚ࡗᚑ࡟ࢺࣥ࢖࣏ࡢ

自習ࢆࣝ࢖ࢱࢫ用い࡚㸪売ୖ高や純利益ࢆ向ୖࡵࡓࡿࡏࡉ

自学ࡢࡇࡣࡢ㸬ᮏ論࡛扱うࡿい࡚ࡏࡉ学習ࢆෆ容࡞必要࡟

自習ࢆ伴う部ศ࡛あࡿ㸬 

 概要ࡢ店長ࠖࡳ࡚ࡗやࠕ 2.2

࢔ࢻࣥࢱࢫ用い࡚ࢆࢱ࣮ࣗࣆࣥࢥ㸪ࡣ店長ࠖࡳ࡚ࡗやࠕ 

࡛ࣟࣥ行うࢽࣅࣥࢥ経営࡛࣒࣮ࢤあࡿ㸬ࣛࣝࣂ࢖店ࡢ設定

設計࣭資金ࡢ場所࡛㸪店舗ෆࡓࡋ㸪初期設定࡛出店ࡃ࡞ࡣ

計画࣭商品௙入࣭ࢫࣅ࣮ࢧ商品࣭ࢺ࣮ࣃ᥇用࣭販売ಁ逭等

ࡢෆ࡛࣒࣮ࢤࢆ決定ࡢ 1日࡟࡜ࡈ行う㸬ࡢ࣒࣮ࢤ 1日ࡣ数

ศ࡛終了[b]ࡋ㸪㈈務結果や㸪ᅾ庫数࡟࡜ࡶࢆ࡝࡞㸪ḟࡢ日

࣮ࣃࠕ㸪࡚ࡌ応࡟状況ࡢ࣒࣮ࢤ行う㸬ࢆ意思決定ࡢ࡚ࡅ向࡟

ࡿࡵ㎡ࡀࢺ 㸪ࠖࠕ強盗࣭万引ࡀࢺࣥ࣋࢖ࡢ࡝࡞ࠖࡁ瘠生ࡋ㸪

経営状況ࡀ良࡞ࡃい場合ࠕࡣ倒産ࠖ[c]ࡿࡍ㸬教ᮦࡢ࡚ࡋ࡜

                                                                 
b) 1日ࡢ経営状況࡛ࣥࣙࢩ࣮࣓ࢽ࢔ࡀ表示ࡀࡿࢀࡉ㸪強ไ的ࠕ࡟閉店 㸪࡚ࡋࠖ

ࡌྠ࡜閉店ࡢࡾ㸪通常通ࡶ場合࡛ࡢࡇ㸬ࡿࡁ࡛ࡀ࡜ࡇࡿࡵ早ࢆ逭行ࡢ࣒࣮ࢤ

結果ࡀ得ࡿࢀࡽ㸬 
c) ࡋࡔࡓ㸪倒産ࡀ࣒࣮ࢤࡶ࡚ࡋ終了ࡿࡍわࡃ࡞ࡣ࡛ࡅ㸪ࡢࡑ状況ࡽ࠿⥅⥆
 㸬ࡿࢀࡉ実施࡚ࡋ
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࣮ࢩࢡワ࣮ࡢࡵࡓࡢ㸪ู途㸪学習ࡵࡓࡿあ࡛࢔࢙࢘ࢺࣇࢯ

 㸬ࡿい࡚ࢀࡉ用意ࡶࢺ

 教材ࡢためࡢ学習࣒࣮ࢤ .3

(1) 出店場所 

 学習者ࡣ㸪ࢆ࣒࣮ࢤࡢࡇ開始࡟ࡿࡍあ࡚ࡗࡓ㸪7 種類ࡢ

出店場所ࡢ情報࡟基࡙ࡁ㸪出店場所ࢆ決定ࡿࡍ㸬୍ᗘ決ࡵ

 い㸬࡞ࡣ࡜ࡇࡿࢀࡉ変更ࡣ出店場所ࡓ

 

 

ᅗ 1 出店場所ࡢ決定 

 

 
ᅗ 2 出店場所教ᮦ(୍部) 

 

 学習者ࡣ㸪ᅗ ࣥࢥࡢ自社ࡽ࠿出店場所ࡿい࡚ࢀࡉ示࡟1

㸪ᅗ࡟㝿ࡢࡑ㸪ࡀࡿࡍ決定ࢆ出店場所ࡢࢽࣅ ࣝ࢖࢓ࣇࡢ2

ࡋうࡇ㸬ࡿࡍ཰㞟ࢆ情報ࡢい࡚ࡘ࡟用い࡚㸪各出店場所ࢆ

࡚情報ࢆ比較࡛࡜ࡇࡿࡍ㸪ࡢࡑࡐ࡞ࠕ出店場所ࢆ選択ࠖ࠿ࡓࡋ

࠿うࡑࢀ売ࡀ何ࠕ考え㸪ࢆ 等ࠖࡢ仮ㄝࢆ立࡚࡚講義ෆ࡛検証

 㸬ࡿࡍ

 

(2) 資金計画 

 学習者ࡣ㸪ไ約条件࡟ᚑい㸪自己資金や借入ࢆ決定ࡋ㸪

買掛金やࡢ時給࣭人数㸪商品ࡢࢺ࣮ࣃ㸪࡟࡜ࡶࢆ資金ࡢࡑ

 㸬ࡿࡍ決定ࢆ商品㸪販売ಁ逭等ࢫࣅ࣮ࢧ

 

 

ᅗ 3 ࢺ࣮ࣃ᥇用ࡢ決定 

 

 

ᅗ 4 資金計画教ᮦ(୍部) 

 

 学習者ࡣ㸪初期段㝵࡛ࢺ࣮ࣃ᥇用ࢆ行うࡀ㸪追ຍ᥇用࣭

解㞠࣭教育ࡣ途中࡛行うࡿࡁ࡛ࡀ࡜ࡇ㸬ࡋࡔࡓ㸪時給ࡣ初

期࡟決定ࡲࡲࡢࡑࡀࡢࡶࡓࡋ適用ࡵࡓࡿࢀࡉ㸪᥇用画面࡟

表示࡚ࢀࡉいࡢࢺ࣮ࣃࡿ能力㸦ᅗ 3㸧ࢆ参考࡟㸪ࡽࡃࡢ࡝

いࡢ時給や人数࡛ࡢ࡝程ᗘࡢ能力ࡀ瘠揮࠿ࡿࢀࡉ把握࡚ࡋ

㸪ᅗࡵࡓࡢࡑ㸬ࡿあࡀ必要ࡃ࠾ ࣮ࣃ資金計画教ᮦ࡛㸪ࡢ4

変࡟うࡼࡢ࡝ࡀ能力࡜給料࡛ࡏ合わࡳ組ࡢ人数࡜時給ࡢࢺ

໬ࢆ࠿ࡿࡍ検討࡚ࡏࡉいࡿ㸬ࡓࡲ㸪௚ࡢ主要࡞意思決定஦

㡯ࡘ࡟い࡚㸪資金繰ࡼࡢ࡝࡟ࡾう࡞ᙳ響ࡀあ࡜࠿ࡿいう観

Ⅼࡽ࠿学習࡛ࡼࡿࡁう࡞教ᮦࢆ作ᡂ࡚ࡋいࡿ㸬 

 

(3) 売ୖ数࣭在庫数 

 学習者ࡣ㸪販売品目࠾࡟࡚࡭ࡍい࡚㸪毎日ࡢ商品販売数࣭

ᅾ庫数ࢆ確ㄆࡿࡁ࡛ࡀ࡜ࡇࡿࡍ㸬ࡢࡇ情報ࡽ࠿㸪ḟࡢ日ࡢ

௙入数ࢆ増減ࡿࡁ࡛ࡀ࡜ࡇࡿࡏࡉ㸬࣒࣮ࢤෆࡢ曜日や㸪後

述ࡿࡍ商品棚割等ࡶ࡚ࡗࡼ࡟㸪販売数ࡣ変動ࡵࡓࡿࡍ㸪販

売品目や自身ࡢ戦略࡟応ࡓࡌ動向ࢆ把握ࡀ࡜ࡇࡿࡍ必要࡛
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あࡿ㸬 

 

ᅗ 5 商品ᅾ庫数 

 

 
ᅗ 6 売ୖ数࣭ᅾ庫数教ᮦ(୍部) 

 

 ᅗ ࡟㸪視覚的ࢆ差ࡢᅾ庫数࡜㸪売ୖ数ࡣ学習者ࡾࡼ࡟5

把握ࡿࡁ࡛ࡀ࡜ࡇࡿࡍ㸬ࡓࡲ㸪教ᮦ࡛ࡣ㸪売ୖ数࡞࡛ࡅࡔ

ࢆᅾ庫数ࠕ࡟㸪単ࡏࡉ記録ࡶ数値ࡿࡍ関連࡟㸪㈈務状況ࡃ

多࡞ࡂࡍࡋࡃいࠖ࡜いうࡃ࡞࡛ࡅࡔ㸪利益増大ࡿࡀ࡞ࡘ࡟

௙入࡚ࡁ࡛ࡀい࡝࠿ࡿうࡘ࡟࠿い࡚ࡶ検討࡚ࡏࡉいࡿ㸦ᅗ

6㸧㸬 

 

(4) 商品棚割 

 学習者ࡣ㸪商品棚割ࢆ自⏤࡟決定ࡿࡁ࡛ࡀ࡜ࡇࡿࡍ㸬棚

割ࡘ࡟い࡚ࡣ㸪毎日変更ྍࡀ࡜ࡇࡿࡍ能࡛あࡿ㸬 

 学習者ࡣ㸪ᅗ 㸪ࡘࡘࡋ注目࡟や఩置ࡉࡁ大ࡢ棚࡟うࡼࡢ7

商品棚割ࢆ自⏤࡟決ࡀࡿࡁ࡛ࡀ࡜ࡇࡿࡵ㸪自⏤ᗘࡀ高いࡓ

ࡀ決定ࡢ࠿ࡁ࡭ࡿࡵ決ࢆ棚割࡚ࡋ注目࡟何ࡀ㸪学習者࡟ࡵ

困㞴࡛あࡿ㸬࡛ࡇࡑ㸪࣐ࢺࢵࢿࢢ商品や࣮ࣜࢻ商品ࡢ࡝࡞

࡟㡯目ࡿ࡞࡜必要࡟㸪仮ㄝ設定ࡋ記述࡟教ᮦෆࢆࢺࣥ࢖࣏

㸦ᅗࡓࡋ࡜࡜ࡇࡿࡏࡉ記入࡟い࡚㸪஦前ࡘ 8㸧㸬ࡓࡲ㸪売ୖ

数࣭ᅾ庫数ࡢ自学自習࠾࡟ࢬ࣮࢙ࣇい࡚㸪販売品目ࡗࡼ࡟

ࡀい学習者࡞気࡙い࡚い࡟࡜ࡇࡿࢀࡉ廃棄ࡀࡾ残ࢀ売ࡣ࡚

Ꮡᅾࡵࡓࡓࡋ㸪売ࢀ残ࡓࡗ場合㸪廃棄࠿ࡢࡿ࡞࡟ᅾ庫࡞࡟

 㸬ࡓࡋ示࡚ࡏ合わࡶ等࠿ࡢࡿ

 

ᅗ 7 商品棚割 

 

 
ᅗ 8 ௙入࣭商品棚割教ᮦ(୍部) 

 

(5) 商品陳列࣭サ࣮ビࢫ商品 

 学習者ࡣ㸪棚ෆࡢ陳列ࡘ࡟い࡚自⏤࡟決定࡛ࡀ࡜ࡇࡿࡍ

ࡲ㸬ࡿ能࡛あྍࡀ࡜ࡇࡿࡍ毎日変更ࡣい࡚ࡘ࡟㸬陳列ࡿࡁ

࡟㸪1日ࡣ商品ࢫࣅ࣮ࢧࡓ 㸬ࡿࡁ࡛ࡀ࡜ࡇࡍ増やࡳࡢࡘ1

料ࣝࢱࣥࣞࡓࡌ応࡟金㢠ࡢࡑ㸪࡜ࡿࡍᑟ入ࢆ商品ࢫࣅ࣮ࢧ

 㸬ࡿࡍ増ຍࡣ㸪顧ᐈ数ࡀࡿ࡞࡜࡜ࡇ支払うࢆ

 

 

ᅗ 9 商品陳列 
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ᅗ 10 商品陳列࣭ࢫࣅ࣮ࢧ商品教ᮦ(୍部) 

 

 学習者ࡣ㸪ᅗ ࡢ࡝࡟ࡉ高ࡢ࡝㸪ࡽ࠿画面ࡢ商品陳列ࡢ9

商品ࢆ陳列ࢆ࠿ࡁ࡭ࡍ検討ࡿࡍ㸬ࡓࡲ㸪教ᮦ࡛ࡣ㸪陳列ࢆ

検討ࡓࡋ結果ࢆ理⏤࡟ࡶ࡜࡜示ࡏࡉ㸪ࢫࣅ࣮ࢧ商品ࡘ࡟い

ࡏࡉ検討ࡽ࠿関連ࡢ࡜顧ᐈ属性ࡿࢀࡽ考え࡜ࡿ㸪増えࡶ࡚

 㸬ࡓࡗ行ࢆᕤ夫ࡿ

 

4. Moodleを利用ࡋた自学自習講義ࡢ成果 

4.1 Moodleࡿࡼ࡟自学自習講義ࡢ状況 

 学習者ࡣ࡟㸪最終試験時࡟高い純利益ࢆ得ࢆ࡜ࡇࡿ目標

 㸬ࡓࡋうಁࡼࡿࡍࢆ実験࡞ࡲࡊࡲࡉ㸪ࡋ࡜

毎回ࡢ講義࡛ࡣ㸪ୖ述ࡢ MS-Excel 教ᮦࢆࣝ࢖࢓ࣇ

Moodleୖ࡟用意ࡋ㸪課㢟ෆ容ࡘ࡟い࡚ㄝ明ࡋ㸪各自࣮ࢤࡀ

࣒ෆ 7日間ࡢ経過や考察ࢆ記入࡚ࡋ㸪Moodle࡛ࡢ課㢟ᥦ出

㸬1ࡓࡋ࡜࡜ࡇ行うࢆ 日࡟࡜ࡈ変数ࡢ記載ࡀ必要࡛あࡓࡿ

い࡚ࡘ࡟実施や記入ࡢ࣒࣮ࢤ࡞必要࡟㸪課㢟ࡵ 1時間程ᗘ

 㸬ࡿい࡚ࡋ要ࢆ時間ࡢ

 講義教ᐊ以外ࡢ自習ᐊ࣮ࢺࢫࣥ࢖ࡀ࢔࢙࢘ࢺࣇࢯྠࡶ࡟

行うࢆ実験࡟⏤自ࡶ㸪講義時間外࡛ࡽ࠿࡜ࡇࡿい࡚ࢀࡉࣝ

࡛ࡲ開始ࡢḟ回講義ࡣᥦ出ࡢࣝ࢖࢓ࣇ㸪教ᮦࡋ࡜ྍࡣ࡜ࡇ

 㸬ࡓࡋ࡜

ࡀ学生ࢺ࣮࣏ࢧ  2ྡ常駐࡚ࡋいࡀࡓ㸪純利益ࢆ出ࣥࣄࡍ

学ࢺ࣮࣏ࢧ㸪ࡋ࡜࡜ࡇࡿ得ࡽ࠿ࢺࣥ࢖࣏ࡢ㸪原則教ᮦࡣࢺ

生ࡣ㸪ࡢ࡬ࣝࣈࣛࢺࢱ࣮ࣗࣆࣥࢥ対処や㸪課㢟ᥦ出方法ࡢ

 㸬ࡓࡋ終始࡟ࢺ࣮࣏ࢧ

㸪ࡀࡓࡋ示ࡣ㸪目安時間ࡣい࡚ࡘ࡟逭行速ᗘࡢ㸪途中ࡓࡲ 

ไ限ࢆ設ࡵࡓࡓࡗ࠿࡞ࡅ㸪時間ෆࡅࡔࡿࡁ࡛࡟多ࡢࡃ実験

࣮ࢹࡾࡃࡗࡌい࡚ࡘ࡟仮ㄝࡢࡘ㸪୍ࡤࢀいࡶ学習者ࡿࡍࢆ

ࣂࢻ࢔࡚ࡋ交流ࡀ㸬学習者ྠ士ࡓいࡶ学習者ࡿࡍࢆ཰㞟ࢱ

࡜⏤自ࡶ࡜ࡇࡿࡍ閲覧ࢆ画面ࡢ㸪互いࡶ࡜ࡇあうࡋࢆࢫ࢖

近ࡢ画面や㸪ᗙ席ࡢ自身ࡀ学習者ࡢ࡝ࢇ࡜࡯㸪ࡀࡓい࡚ࡋ

い学習者ࡢ画面࠿ࡋ閲覧ࡵࡓࡓࡗ࠿࡞ࡀ࡜ࡇࡿࡍ㸪ࡢࡇ講

義ࡢ後半࠾࡟い࡚㸪ᅗ 㸪各࡟࣮ࣥࣜࢡࢫ㸪共通࡟うࡼࡢ11

学習者ࡢ実行画面ࢆ㡰番࡟映ࡋ出ࡋ㸪௚ࡢ学習者ࡢ利益や

設定状況୍ࡢ部ࡀ共᭷࡛ࡼࡿࡁうࡓࡋ࡟[d]㸬 

 

ᅗ 11 共通ࡢ࡛࣮ࣥࣜࢡࢫ画面共᭷ 

 

4.2 Moodleࡿࡼ࡟自学自習講義ࡢ成果 

࣒࣮ࢤࡢࡇ後㸪ࡓࡗ行ࢆ数逬間自学自習࡚ࡋ࡟うࡼࡢࡇ

ෆ࣒࣮ࢤ࡚ࡋ利用ࢆ 15 日間(40 ศ～1 時間程ᗘ)ࡢ純利益

㸪ࡵࡓࡿい࡚ࡗ行ࢆ課㢟ᥦ出ࡢ㸬Moodle࡛ࡓࡗ競ࢆ状況ࡢ

過去ࡢᒚ歴や実験結果ࡘ࡟い࡚ࡣ㸪自身࡛閲覧ྍ能࡛あࡗ

 㸬ࡓ

 

 
ᅗ 12 15日目ࡢ純利益結果 

 

 ᅗ1215࡟日目ࡢ純利益結果ࢆ示ࡍ㸬ྲཱྀ 験人数45ࡣ人࡛㸪

ᖹ均純利益1191504-ࡣ෇࡛あࡓࡗ㸬ࡓࡲ純利益ࡢࢫࣛࣉࡀ

人数ࡣ 18人࡜半数࡟満ࡓࡗ࠿࡞ࡓ㸬 

 反応ࡢ学習者ࡢを用いた自学自習講義へ࣒࣮ࢤ 4.3

 自学自習講義ࡿࡅ࠾࡟ᡂ果ࡀప࡚ࡅཷࢆ࡜ࡇࡓࡗ࠿㸪ྠ

匿ྡ࡛࡟学習者ࡌ Moodleୖ࡛ࢆࢺ࣮ࢣࣥ࢔ࡢ実施ࡓࡋ㸬

いࡢࢀࡎ設問ࡶ複数回答ࡋ࡜㸪45人中 35人ࡢ᭷効回答ࢆ

得ࡓ㸬 

 ᅗ 㸪ࡃࡋ㸪楽ࡣい࡚ࡘ࡟࡜ࡇࡪ学࡛࣒࣮ࢤ㸪࡜ࡿࡼ࡟13

㞟中࡛࡜ࡿࡁいう意見ࡀ多い཯面㸪少数ࡽࡀ࡞㸪講義形式

࢖㸬教ᮦෆ࡛㸪࣏ࡓࡗあࡶ意見ࡿࡵ求ࢆ㸪解ㄝࡾࡓࡵ求ࢆ

㸪ࡀࡿい࡚ࡋࡣᕤ夫࡟うࡼࡿࡁ自学自習࡛࡝࡞ࡍ示ࢆࢺࣥ

学習者ࡣ必ࡶࡋࡎ㸪教員側ࡢ意ᅗࡣ࡚ࡗྲྀࡳࡃࢆい࡞いࡇ

                                                                 
d) 教ᐊࡢ設備ୖ㸪共通ࡃ࡞࡛࣮ࣥࣜࢡࢫ㸪学習者ࡢ画面࡟映ࡴࡇࡾ形࡛ࡢ
画像ᥦ供ྍࡀ能࡛あࡀࡓࡗ㸪学習者ࡢ作業ࡀ中断ྍࡿࢀࡉ能性ࢆ考慮ࡋ㸪共

通ࡢ࡛࣮ࣥࣜࢡࢫ投ᙳࡓࡋ࡜㸬 
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 㸬ࡓࡗ࠿ศࡀ࡜

 

 

ᅗ 13 ࡛࣒࣮ࢤ行う講義ࡘ࡟い࡚ࢺ࣮ࢣࣥ࢔ࡢ結果 

 

 

ᅗ 14 ࠕやࡳ࡚ࡗ店長ࠖࡢ୙明Ⅼ 

 

 ḟ࡟㸪ࡢ࣒࣮ࢤࡢࡇ୙明Ⅼࡘ࡟い࡚尋ࢁࡇ࡜ࡓࡡ㸬学習

者࡚ࡗ࡜࡟最ࡶ㞴ࡣࡢࡓࡗ࠿ࡋ㸪純利益ࡿࡆୖࢆ方法ࡀわ

㸦ᅗࡓࡗあ࡛࡜ࡇい࡞ࡽ࠿ 14㸧㸬ࡓࡲ㸪ࡢࡵࡓࡢࡑ売ୖ高

ࡋ苦慮࡟࡝࡞商品㸪棚割ࢫࣅ࣮ࢧ方や㸪販売ಁ逭㸪ࡆୖࡢ

࡚いࡀ࡜ࡇࡿ伺えࡓ㸬௚ࡶ࡟㸪言葉ࡢ意味ࡀศ࡞ࡽ࠿い学

習者ࡶいࡓ㸬 

 

 

ᅗ 15 MS-Excel教ᮦࡘ࡟い࡚ࡢ意見 

 毎回ᥦ示ࡓࡋMS-Excel教ᮦࡘ࡟い࡚ࡣ࡛ࢺ࣮ࢣࣥ࢔ࡢ㸪

ࢆ半数以ୖࡢ回答者ࡀ学習者ࡿࡌ感࡜多いࠖࡀ記載஦㡯ࠕ

占ࡓࡵ㸦ᅗ 15㸧㸬ࡓࡲ㸪聞࡚ࢀ࠿いࡿෆ容㸦入力㡯目㸧ࢆ

理解࡛࡚ࡁいࡓࡗ࠿࡞学習者ࡶ多ࡃ㸪ࡢࡑ対応ࡀ必要࡛あ

 㸬ࡓࡗ࠿ศࡀ࡜ࡇࡓࡗ

 

 

ᅗ 16 MS-Excel教ᮦࡢ入力࣭ᥦ出形式ࡘ࡟い࡚ࡢ意見 

 

 最後࡟㸪講義形式࡚ࡋ࡜㸪MS-Excel教ᮦ࡟入力ࡋ㸪ᥦ出

㸪学習者ࢁࡇ࡜ࡓࡡ尋ࢆ意見ࡢい࡚ࡘ࡟いう形式࡜ࡿࡏࡉ

答え࡜いࠖࡼࡀࡢࡿࡁ࡛ࡀ回答࡛ࢫ࣮࣌࡞⏤自ࠕࡣࡃ多ࡢ

㸦ᅗࡓ 16㸧㸬ࡋࡔࡓ㸪必ࡀ࡜ࡇࡢࡑࡶࡋࡎᡂ果ࡗࡀ࡞ࡘ࡟

把握࡛ࢆෆ容࡛ࡢࡿい࡚ࢀࡉ示ࡀࢺࣥ࢖࣏ࡪ学ࠕ㸪ࡎࡽ࠾࡚

 㸬ࡓࡗあ࡛࠿ࡎわࡣ学習者ࡓ答え࡜ࠖࡿࡁ

4.4 補習講義後ࡢ成果 

 学習者ࡢ自学自習講義࡛ࡢᡂ果࡜ࡇࡓࡗ࠿࡞ࡽࡀୖࡀや㸪

㸪補習講義࡚ࡅཷࢆ࡜ࡇࡓࡗ࠿多ࡀ疑問Ⅼࡿࡍ関࡟࣒࣮ࢤ

 㸬ࡓࡋ実施ࢆ

 補習講義࡛ࡣ㸪学習ࡓࡋ㡯目࡟࡜ࡈ㸪純利益ࡓࡿࡆୖࢆ

ࢆⅬࡁ࡭ࡍ検討࡟ࡵ Microsoft PowerPointࢆ使࡚ࡗ解ㄝࡋ㸪

ࢆ店長ࠖࡳ࡚ࡗやࠕ後㸪再ᗘࡢࡑ 15日間行わࡓࡏ㸬 

 補習ࡢ効果ࢆ見ࡵࡓࡿ㸪補習前ࡢ最終試験࡜補習後ࡢ試

験ࡢ両方ཷࢆ験38ࡓࡋ人ࡘ࡟い࡚㸪ᅗ17࡟結果ࢆ示ࡓࡋ㸬 
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ᅗ 17 補習前(ᶓ)࡜補習後(縦)ࡢ純利益 

 

 補習後ࡢ純利益ࡢᖹ均83463.4-ࡣ෇࡛あࡾ㸪純利益ࣉࡀ

ࡣ人数ࡢࢫࣛ 25人࡜大幅࡟増ຍࡓࡋ㸬補習前࡟比࡚࡭補習

後࡟純利益ࡀୗࡓࡗࡀ学生ࡣ 5人いࡀࡓ㸪ࡢ࡝ࢇ࡜࡯学習

者ࡣ㸪補習前ࡾࡼ純利益ࡓࡁ࡛ࡀ࡜ࡇࡿࡆୖࢆ㸬 

㸪自学自習形式࡚ࡋ示ࢆ㡯目ࡁ࡭ࡍ㸪注目ࡽ࠿࡜ࡇࡢࡇ 

࡛㸪仮ㄝࢆ立࡚࡚確ㄆ࡜ࡿࡍいう講義ࡣ㸪変数ࡀ多ࡃ㸪㡯

目間ࡢ関ಀࡀ見えࡃ࡟い㸪ࡼࡢ࣒࣮ࢤࢫࢿࢪࣅう࡞㢟ᮦ࡛

 㸬ࡓࡗ࠿わࡀ࡜ࡇいࡃ࡟ࡾࡀୖࡀᡂ果ࡣ

㸪ࡣࡢࡓࡗࡀୖࡃࡁ大ࡀ㸪補習後㸪純利益ࡽࡀ࡞ࡋ࠿ࡋ 

学習者自身ࡀ実践ࡓࡋ結果࡟対࡚ࡋ㸪方針ࡢ࡚ࡋ࡜答えࡀ

୚え࡛ࡵࡓࡓࢀࡽあࢁう㸬逆࡟㸪自学自習前࡟学習者ࡇ࡟

࠿࡞ࡽࡀୖࡀ学習効果࡝࡯ࢀࡑ㸪ࡶ࡚ࡋ࡜ࡓ୚えࢆ情報ࡢ

 㸬ࡿあࡀ能性ྍࡓࡗ

 ࡟ࡾわ࠾ .5

 ᮏ論࡛ࠕࡣやࡳ࡚ࡗ店長ࠖ࡜いう 1人 1ྎ使用࣒࣮ࢤࡢ

࡟方法ࡢࡵࡓࡿࡆୖࢆ用い࡚㸪自学自習形式࡛㸪純利益ࢆ

ࡓࡋ記述ࢆࢺࣥ࢖࣏ࡢ㸬講義࡛ࡓࡏࡉい࡚学習ࡘ MS-Excel

㸪ࡾ形式࡛あࡿࡵ逭࡚ࡋ考察ࡽࡀ࡞ࡵ埋ࢆ㸪空欄࡟ࣝ࢖࢓ࣇ

必要最ᑠ限࡛ࢺ࣮࣏ࢧࡢ授業ࢆ逭行ࡋ㸪Moodleࡢ࡬ᥦ出ࢆ

義務付࡛࡜ࡇࡿࡅ㸪過去ࡢᒚ歴ࡢ参照ྍࢆ能ࡓࡋ࡟㸬 

ࡽࡀ࡞行いࢆい㸪仮ㄝ設定࡞伴わࢆ㸪解ㄝࡽࡀ࡞ࡋ࠿ࡋ 

自学自習ࡿࡍ形式࡛ࡣ㸪多ࡢࡃ学習者ࡀ純利益࡟ࢫࣛࣉࢆ

ࡍ利用࡟授業ࢆ࣒࣮ࢤࡣ㸬学習者ࡓࡗ࠿࡞ࡁ࡛ࡀ࡜ࡇࡿࡍ

い࡚好意ࡘ࡟࡜ࡇࡿࡁ࡛ࡀ学習࡛ࢫ࣮࣌࡞⏤や㸪自࡜ࡇࡿ

的࡛あࡀࡓࡗ㸪࣏ࡢࢺࣥ࢖㡯目ࡼࡢ࡝ࡽ࠿う࡞仮ㄝࢆ立࡚

把握ࢆ࡜ࡇいう࡜࠿ࡁ࡭ࡍ学習ࢆ何ࡽ࠿㸪教ᮦ࠿いࡼࡤࢀ

 㸬ࡓࡗ࠿࡞ࡁ࡛

能ྍࡓࡗあ࡟ࡉ多ࡢ㡯目ࡢ㸪MS-Excel教ᮦෆࡣ原因ࡢࡇ

性ࡶあࡿ㸬あࡿ程ᗘ多様࡞仮ㄝࢆ立࡚ྍࢆ࡜ࡇࡿ能ࡿࡍ࡟

ࡀࢀࡑ㸪ࡀࡓࡋ࡟うࡼࡿࡁ཰㞟࡛ࢆࢱ࣮ࢹࡢࡃ㸪多࡟ࡵࡓ

返࡚ࡗ情報ࢆ絞ࡿࡍࡃࡃ࡟ࡾ原因ࡓࡗࡲࡋ࡚ࡗ࡞ࡶ࡜㸬ࡑ

い࡞ࡁ࡛࡟参考ࡶ࡚ࡳࢆᒚ歴ࡢ㸪過去ࡢ㸪学習者ࡀ࡜ࡇࡢ

 㸬ࡿあࡶ能性ྍࡓࡋ助長ࢆいう考え࡜

㸪ࡋい࡚精選ࡘ࡟㸪௒後㸪記録ෆ容ࡽ࠿࡜ࡇࡓࡋうࡇ 

Moodleࡢ利Ⅼࢆ生࡚ࡋ࠿㸪過去ࡢ利益ࢆ参照ࡀ࡜ࡇࡿࡏࡉ

必要࡛あ࡜ࡿ考えࡿ㸬ࡓࡲ㸪学習者自身ࡀ何ࢆ学ࢆ࠿ࡔࢇ

記載ࡏࡉ㸪解ㄝࢆ㝶時ᥦ示࡚ࡗࡼ࡟࡜ࡇࡿࡍ㸪学習者ࡀ学

ࡀ学習者ࢆ࡜ࡇࡿい࡚ࡁ学習࡛ࡃࡋい࡚㸪ṇࡘ࡟ෆ容ࡔࢇ

把握࡛ࡿࡁ௙組ࡀࡳ必要࡛あ࡜ࡿ考えࡿࢀࡽ㸬 

 Moodleࡣ࡟学習者ࡀ㸪学習ᒚ歴ࢆ把握ࡋ㸪୙必要࡞繰ࡾ

返ࡋ学習ࢆ省ࡃ効果ࡶあ࡜ࡿ考えࡀࡿ㸪ࡣ࡟ࡵࡓࡢࡑ㸪ᥦ

供ࡿࢀࡉ教ᮦࡀ適ษ࡞学習ࡿࡍࢺ࣮࣏ࢧࢆ必要ࡀあࡾ㸪学

習者ࡀ過去ࡢᒚ歴ࢆ踏ࡲえ࡚㸪ࡾࡼ逭ࡔࢇ学習ࢆ自瘠的࡟

行うࡢࡵࡓ௙組ࡀࡾࡃ࡙ࡳ必要࡛あ࡜ࡿ考えࡿࢀࡽ㸬 
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Excelࢺ࣮ࢩを利用ࡋたࢺࢫࢸ問題ࡢ一括作成ࡢ࣮ࣝࢶ改良 
 

ୖ木 బ季子† 木原 寛† 畑 篤† 
 

ᡃ々ࡣ㸪Moodle 2ࢺࢫࢸࡢ問㢟作ᡂ作業ࢆ省力໬࡟ࡵࡓࡿࡍ㸪Excel࡛ୖࢺ࣮ࢩ画像や音声ࢆ含ࡴ複数ࡢ問㢟ࡢ作ᡂ࣭
編㞟作業ࢆ行い㸪ࢆࢀࡑ Moodle 2࡛ㄞࡳ込ྍࡳ能࡞ XML 形式࡟変換ࢆ࣮ࣝࢶࡿࡍ開瘠ࡓࡁ࡚ࡋ㸬ᮏ稿࡛ࡣ㸪ḟࡢ改
良 1㸪2ࡼ࠾び新機能 ࡶ࡟ࢡࢵࣂࢻ࣮࢕ࣇࡃ࡞࡛ࡅࡔ問㢟文࣭選択肢ࢆࣝ࢖࢓ࣇ㸬 1) 画像࣭音声ࡿࡍい࡚紹௓ࡘ࡟3
挿入ྍ能ࡓࡋ࡟㸬 2) ࡢࣝ࢖࢓ࣇ࢜ࢹࣅ挿入㸪YouTubeࢡࣥࣜࡢ࡬࢜ࢹࣅ挿入ྍࢆ能ࡓࡋ࡟㸬3) Moodle 2ࢡ࢚ࡢࡽ࠿
ࢆࣝ࢖࢓ࣇࢺ࣮࣏ࢫ Excel࡬ࢺ࣮ࢩ変換ࡿࡍ機能追ຍࡓࡋ㸬࠾࡞㸪3ࡢ新機能ࡾࡼ࡟㸪ࡽ࠿ࢀࡇ Excel࡛ࢺ࣮ࢩ作ᡂࡍ
࡟㸪既ࡃ࡞࡛ࡅࡔ問㢟ࡿ Moodle 2࡟掲載࡚ࢀࡉいࡿ問㢟ࡶ Excel࡛ࢺ࣮ࢩ蓄積࡛ࡁ㸪ࢆࡽࢀࡑࡓࡲ Excel࡛簡単࡟編
㞟ຍᕤ࡚ࡋ利用࡛ࡵࡓࡿࡁ㸪教員間や大学間ࢺࢫࢸࡢ࡛࡝࡞問㢟ࡢ共᭷໬࡟役立࡜ࡘ考えࡿ㸬 

 

Improvement of a Quiz Question Batch Creation Tool  
using Excel Sheets 

 

Sakiko UEKI† Hiroshi KIHARA† Atsushi HATA† 
 

To reduce the work of quiz question generation in Moodle 2.x, we have developed a tool which converts quiz questions 
containing sound and picture created in Excel sheet into Moodle-compatible XML files. In this paper, we will introduce the 
following: 1) insertion of image and audio files to the feedback; 2) insertion of video files and YouTube links; and 3) adding the 
ability to convert Excel sheet to the export file from the Moodle 2. Using this tool, quiz questions can be accumulated in an Excel 
sheet for batch conversion. In addition, this is a useful way to share quiz questions among teachers. 

 
 

  ࡟めࡌࡣ .1

 Moodleࡼࡢう࡞学習管理ࢸࢫࢩ 㸦࣒LMS㸧࣮ࢶࢺࢫࢸࡢ

㸪逭捗ࢡࢵࣂࢻ࣮࢕ࣇ結果やࡢࡑࡣ࡚ࡗ࡜࡟㸪ཷ講者ࡣࣝ

率࡟࣒࢖ࢱࣝ࢔ࣜࡀᥦ示࡛ࡢࡿࢀࡉ㸪学力向ୖや࢔ࣝ࢟ࢫ

ࢫࢸ㸪ࡶ࡚ࡗ࡜࡟講師ࡓࡲい㸬ࡍやࡳ࠿ࡘࡀ遈筋ࡢ࡬ࣉࢵ

ࢵࣂࢻ࣮࢕ࣇࡓࡌ応࡟解答ࡢࡑ㸪ࢀࡉ自動᥇Ⅼࡀ結果ࡢࢺ

㸬୍ࡿ࡞ࡃ࡞ࡀ㈇担ࡢ㸪ῧ削ࡵࡓࡿࢀࡉ࡟自動的ࡶࢡ 方࡛㸪

ཷ講者ࣝ࣋ࣞࡢ差や࡟ࣉࢵ࢔ࣝ࢟ࢫ対応ࡣ࡟ࡿࡏࡉ㸪ࡲࡉ

࡞࡟必要ࡀ࡜ࡇࡿࡍ用意ࢆ問㢟ࡢࡃ多ࡘ࠿㸪ࣝ࣋ࣞ࡞ࡲࡊ

ࡿࢀࡉ㸪Webୖ࡛展開ࡀࡿ LMS 冗長的ࡣ࡟問㢟作ᡂࡢ࡛

ప࡟大幅ࢆ作業㔞ࡢࡇ㸬ࡿࢀࡉや㈝ࡀ時間ࡢࡃ多࡟作業࡞

減࡛࡚ࡋ࡜࣮ࣝࢶࡿࡁ㸪表計算ࢆ࢔࢚࢘ࢺࣇࢯ利用ࡓࡋ

Moodleࡢ問㢟୍括作ᡂࢆ࣮ࣝࢶ開瘠ࡋ[g]㸪問㢟文や選択肢

ࡓࡁ࡚ࡋ改良ࡶ࡟うࡼࡿࡵ込ࡳ組ࢆࣝ࢖࢓ࣇ࢔࢕ࢹ࣓࡟

[h][ i]㸬௒回ࡣ㸪ḟࡢ改良 1)㸪2)ࡼ࠾び新機能 い࡚紹ࡘ࡟(3

௓ࡿࡍ㸬 

1) 画像࣭音声ࢆࣝ࢖࢓ࣇ問㢟文࣭選択肢࣮࢕ࣇࡃ࡞࡛ࡅࡔ

 㸬ࡓࡋ࡟挿入ྍ能ࡶ࡟ࢡࢵࣂࢻ

挿入ࢡࣥࣜࡢ࡬࢜ࢹࣅ挿入㸪YouTubeࡢࣝ࢖࢓ࣇ࢜ࢹࣅ (2

 㸬ࡓࡋ࡟能ྍࢆ

3) Moodle 2ࢆࣝ࢖࢓ࣇࢺ࣮࣏ࢫࢡ࢚ࡢࡽ࠿ Excel࡬ࢺ࣮ࢩ

変換ࡿࡍ機能追ຍࡓࡋ(ࢺ࣓ࣥࢥ行ࡣ日ᮏ語/英語選択ྍ)㸬  

                                                                 
† University of Toyama 
 
 

2. Moodleࢺࢫࢸࡢ問題一括作成ࡢ࣮ࣝࢶ開発 

 開瘠࡚ࡋいࢺࢫࢸࡿ問㢟୍括作ᡂࡣ࣮ࣝࢶ㸪Webࣜࣉ࢔ 

࡜ࣉ࢖ࢱࣥࣙࢩ࣮ࢣ Windowsࡀࣉ࢖ࢱࣥࣙࢩ࣮ࢣࣜࣉ࢔

あࡿ㸬いࡶࣉ࢖ࢱࡢࢀࡎ表計算࢔࢚࢘ࢺࣇࢯ Excelࡢ定型

書式࡟質問㸪選択肢やࢆࢡࢵࣂࢻ࣮࢕ࣇ入力ࡋ㸪࣮ࣘ࢕ࢸ

変࡟形式࡞能ྍࡀࢺ࣮࣏ࣥ࢖㸪Moodleୖ࡛࡚ࡗࡼ࡟࢕ࢸࣜ

換࡛ࡢࡶࡿࡍあࡀࡿ㸪࣓ࡢࣝ࢖࢓ࣇ࢔࢕ࢹ組ࡳ込࡟ࡳ対応

㸪௒ࡾあ࡛ࣉ࢖ࢱࣥࣙࢩ࣮ࢣࣜࣉ࢔Windowsࡣࡢࡿい࡚ࡋ

回㸪ࢆࢀࡇ改良ࡋ新機能ࢆ追ຍࠋࡓࡋ 

2.1 基本的࡞利用手順 

(6) 表計算ࢺ࣮ࢩへࡢ記入 

Excelࢆ࡝࡞利用࡚ࡋᅗ ࡼࡢう࡞表ࢆ作ᡂࡋ㸪Excel形式

࡛保Ꮡࡿࡍ㸬ࡣ࡛ࢺ࢛ࣝࣇࢹ㸪画像や音声ࡣࣝ࢖࢓ࣇ Excel

㸪Excelࡀࡃ置࡟㝵ᒙࡢୗࡢࡑ࠿場所ࡌྠ࡜ࣝ࢖࢓ࣇ ࣮ࢩ

ࡢࣝ࢖࢓ࣇ㸪画像や音声ࡾࡼ࡟࡜ࡇࡿࡍ指定ࢆෆ࡛場所ࢺ

置ࡁ場所ࢆ自⏤࡟変更ࡿࡁ࡛ࡶ࡜ࡇࡿࡍ㸬書式ࡢ詳細ࡘ࡟

い࡚ࡣ㸪࡟ࡶ࡜࡜࣮ࣝࢶ公開࡚ࡋいࡿㄝ明書ࢆ参照࡚ࡋい

 㸪Blackboardࡣࢻワ࣮࣮࢟ࡢ㸪問㢟形式࠾࡞い[6]㸬ࡓࡁࡔࡓ

Learn࡛使用࡚ࡋいࢆ[7]ࢺࢫࣜࡿ参考࡟決定ࡓࡋ㸬 

(7) 本ࡿࡼ࡟࣮ࣝࢶ一括変換ࡢ実行 

ᮏࢆ࣮ࣝࢶ起動࡜ࡿࡍ㸪ᅗ 2ࡼࡢうࡀ࢘ࢻࣥ࢕࢘࡞表示ࡉ

㸬Excelࡿࢀ 形式࢘ࢻࣥ࢕࢘ࡢ࣮ࣝࢶࡢࡑࢆࣝ࢖࢓ࣇࡢෆ

࡟うࡼࡢ㸪ᅗ 3࡜ࡿࡍࣉࢵࣟࢻ㸤ࢢࢵࣛࢻ࡟ Moodle XML

形式࡟変換ࡀࣝ࢖࢓ࣇࡓࢀࡉ自動的࡟作ᡂࢀࡉ保Ꮡࡿࢀࡉ㸬

ᅗ 4ࡣ㸪変換ࡓࢀࡉ XML  㸬ࡿ例࡛あࢻ࣮ࢥࡢࣝ࢖࢓ࣇ
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ᅗ 1 表計算ࡢ࡬ࢺ࣮ࢩ記述例 

Figure 1 Description Example of Spreadsheet. 

 

 

ᅗ 2 ࢺࢫࢸ問㢟୍括変換ࡢ࣮ࣝࢶ画面 

Figure 2 Window of Quiz Questions Batch Creation Tool. 

 

 

ᅗ 3 ࣮ࣝࢶ実行前࡜実行後ࢲ࢛ࣝࣇࡢ 

Figure 3 Before and After Execution for Tool. 

 

(8) Moodle 2࡛࢖ࡢンポ࣮ࢺ 

手㡰(2)࡛ 作ᡂࢆࣝ࢖࢓ࣇࡓࢀࡉ Moodle 2ࡢᑠࢺࢫࢸ編㞟

画面࡛ࠖࢺ࣮࣏ࣥ࢖ࡢ࡬ࢡࣥࣂ問㢟ࠕࡢ Moodle XML࢛ࣇ

࡜ࡇࡿࡍࢺ࣮࣏ࣥ࢖࡚ࡋࢻ࣮ࣟࣉࢵ࢔㸪ࡋ指定ࢆࢺࢵ࣐࣮

作࡚ࡋ括୍ࢆ問㢟ࢺࢫࢸࡢ複数ࡴ含ࢆ㸪画像や音声ࡾࡼ࡟

ᡂࡿࡁ࡛ࡀ࡜ࡇࡿࡍ㸬 

 
ᅗ 4 変換ࡓࢀࡉ XML  例㸦୍部㸧ࢻ࣮ࢥࡢࣝ࢖࢓ࣇ

Figure 4 Example of XML File which is Converted  

- Partially. 

 

 改良ࡢ࣮ࣝࢶ 2.2

(1) フࢻ࣮࢕バࢡࢵへࡢ画像や音声ࡢ挿入 

画像࣭音声ࡘ࡟ࣝ࢖࢓ࣇい࡚ࡣ㸪ࡶ࡛ࡲࢀࡇ㸪問㢟文࡜選

択肢ࡣ࡟挿入࡛ࡀࡓࡁ㸪表 ࡾ࠾࡜ࡢ㸪ࡶ࡟ࢡࢵࣂࢻ࣮࢕ࣇ

挿入ྍ能ࡓࡋ࡟㸬ᅗ 5ࡣ㸪問㢟文࡟ࢡࢵࣂࢻ࣮࢕ࣇ࡜ᅗࢆ

入ࡓࢀ例࡛㸪Excel ᮏࢆࢀࡑ㸬ࡿあ࡛ࡢࡶࡢ段㝵ࡢࢺ࣮ࢩ

࡚ࡗࡼ࡟࣮ࣝࢶ XML ࡚ࡋࡑ変換㸪࡟ࣝ࢖࢓ࣇ Moodle࢖࡬

表示࡚ࡋ࡜ࢡࢵࣂࢻ࣮࢕ࣇࡢ験後ཷࢺࢫࢸ㸪ᑠࡋࢺ࣮࣏ࣥ

 㸬ࡿᅗ 6࡛あࡀࡢࡶࡓࡋ

 

表 1 ࣓ࡢࣝ࢖࢓ࣇ࢔࢕ࢹ挿入ྍࡀ能࡞箇所 

Table 1 Places which can be Inserted Media Files. 
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ᅗ 5 ࣓ࣝ࢖࢓ࣇ࢔࢕ࢹ挿入ࡢ例(Excelࢺ࣮ࢩ) 

Figure 5 Example of Media Files Inserted (Spreadsheet). 

 

 

ᅗ 6 ࣝ࢖࢓ࣇ࢔࢕ࢹ࣓ࡢ࡬ࢡࢵࣂࢻ࣮࢕ࣇ挿入ࡢ例 

Figure 6 Inserted of Media Files to Feedback. 

 

(2) ビ࢜ࢹフࡢࣝ࢖࢓挿入 

㸬Excelࡓࡋ࡟能ྍࢆ挿入ࡢࣝ࢖࢓ࣇ࢜ࢹࣅ 㸪ࡣ࡛ࢺ࣮ࢩ

࡛@㸪@vࡣ挿入఩置ࡢࣝ࢖࢓ࣇ࢜ࢹࣅ 挟࡜ྡࣝ࢖࢓ࣇ࡛ࢇ

ALT 情報ࢆ記入࡚ࡋ指定ࡿࡍ㸬ᅗ 7ࡢࡑ࡟例ࢆ示ࡍ㸬 

(3) YouTubeビ࢜ࢹへࣜࡢンࢡ挿入 

YouTubeྍࢆࢡࣥࣜࡢ࡬࢜ࢹࣅ能ࡓࡋ࡟㸬YouTube࢜ࢹࣅ

࡛@㸪@yࡣ挿入఩置ࡢࢡࣥࣜࡢ࡬ 挟࡛ࢇ共᭷࡜ࢻ࣮ࢥ ALT

情報ࢆ記入࡚ࡋ指定ࡿࡍ㸬ᅗ 8 㸪࠾࡞㸬ࡍ示ࢆ例ࡢࡑ࡟

YouTubeࡢ࢜ࢹࣅ共᭷ࡣࢻ࣮ࢥ㸪YouTubeࡽ࠿ࢺ࢖ࢧᅗ 9

 㸬ࡿࡁ࡛ࡀ࡜ࡇࡿࡍ手㡰࡛ྲྀ得ࡍ示࡟

 

 

ᅗ 7 ࢆࣝ࢖࢓ࣇ࣭࢜ࢹࣅ含ࡴ問㢟ࡢ記述例(Excelࢺ࣮ࢩ) 

Figure 7 Example of Question Include Video Files 

(Spreadsheet) 

 

 

ᅗ 8 YouTube ࢆࢡࣥࣜࡢ࡬含ࡴ問㢟ࡢ記述例 

Figure 8 Example of Question Containing YouTube Link 

 

 

ᅗ 9  YouTubeࡢ࢜ࢹࣅ共᭷ࢻ࣮ࢥ 

Figure 9 Shared Code of YouTube Video 
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2.3 新機能：Moodle 2ࢫࢡ࢚ࡢࡽ࠿ポ࣮ࢺフࣝ࢖࢓を

Excelࢺ࣮ࢩへ変換ࡿࡍ機能 

 Moodle ࡓࡋࢺ࣮࣏ࢫࢡ࢚ࡽ࠿ XML 形式ࢆࣝ࢖࢓ࣇࡢ

Excel࡬ࢺ࣮ࢩ変換ࡿࡍ機能ࢆ追ຍࡓࡋ㸬ᅗ 10ࡼࡢう࡟㸪

Moodleࡢ問㢟ࡽ࠿ࢡࣥࣂ Moodle XML形式࡛࢚࣮࣏ࢫࢡ

ࡢ࣮ࣝࢶࡓࡋᅗ 2࡛示ࢆࣝ࢖࢓ࣇࡓࡋࢻ࣮ࣟࣥ࢘ࢲ㸪ࡋࢺ

㸪ᅗ 11࡜ࡿࡍࣉࢵࣟࢻ㸤ࢢࢵࣛࢻ࡟ෆ࢘ࢻࣥ࢕࢘ うࡼࡢ

࡟ Excel࡟ࢲ࢛ࣝࣇࡌྠࡀࣝ࢖࢓ࣇࡢࢺ࣮ࢩ作ᡂࢀࡉ㸪問

㢟や࡟ࢡࢵࣂࢻ࣮࢕ࣇ画像ࢆ含ࡴ場合ࡣ㸪ࡢࡽࢀࡑ画像ࣇ

 㸬ࡿࢀࡉ表示࡟ෆࢲ࢛ࣝࣇࡌྠ࡚ࡋ࡜ࣝ࢖࢓ࣇ独立ࡶࣝ࢖࢓

 

ᅗ 10 Moodleࡢ問㢟ࢺ࣮࣏ࢫࢡ࢚ࡽ࠿ࢡࣥࣂ 

Figure 10 Exported from Question Bank in Moodle 

 

 
ᅗ 11 ࣮ࣝࢶ実行前࡜実行後ࢲ࢛ࣝࣇࡢ 

Figure 11 Before and After Execution for Tool 

 

 

 ࡟ࡾわ࠾ .3

ᮏࡣ࣮ࣝࢶ㸪富山大学総合情報基┙ࡢ࣮ࢱࣥࢭWeb࢖ࢧ

挿入ࢆᅗࡶ࡟ࢡࢵࣂࢻ࣮࢕ࣇ㸬௒回㸪[4]ࡿい࡚ࡋ公開࡛ࢺ

࣮࢕ࣇ࡞いල体的࠿細ࡵࡁ㸪ࡽ࠿࡜ࡇࡓࡗ࡞࡟うࡼࡿࡁ࡛

ࡀࢺࢫࢸࡢ㸪Moodleࡾࡼ࡟ࢀࡇ㸬ࡓࡗ࡞࡜能ྍࡀࢡࢵࣂࢻ

理解ᗘ確ㄆࡢ手段ࡃ࡞࡛ࡅࡔ学習手段࡜ࡿ࡞ࡶ࡟考えࡿ㸬

ࢆࣝ࢖࢓ࣇࢺ࣮࣏ࢫࢡ࢚ࡢࡽ࠿ 㸪Moodleࡓࡲ Excelࢺ࣮ࢩ

ࡽ࠿ࢀࡇ㸪ࡾࡼ࡟新機能ࡿࡍ変換࡬ Excel࡛ࢺ࣮ࢩ作ᡂࡍ

࡟㸪既ࡃ࡞࡛ࡅࡔ問㢟ࡿ Moodle 2࡟掲載࡚ࢀࡉいࡿ問㢟ࡶ

Excel࡛ࢺ࣮ࢩ蓄積࡛ࡁ㸪ࢆࡽࢀࡑࡓࡲ Excel࡛簡単࡟編㞟

ຍᕤ࡚ࡋ利用࡛ࡵࡓࡿࡁ㸪教員間や大学間ࢺࢫࢸࡢ࡛࡝࡞

問㢟ࡢ共᭷໬࡟役立࡜ࡘ考えࡿ㸬  
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Using Moodle for Listening Skills Development 
 

Elton LACLARE†1 Jon ROWBERRY†2    
 

Listening is one of the least understood and least taught skills in the field of EFL/ESL. Despite the importance of listening skills 
development in acquiring second language proficiency, educators are often baffled as to how to nurture this ability in learners. 
The Moodle platform offers numerous possibilities for enhancing the listening skills of already competent listeners and 
supporting those for whom listening poses a challenge. This paper will highlight a number of task types that target lower-order 
skills such as phoneme or word decoding and higher-order skills such as comprehension and syntactic processing. The authors 
argue that traditional classroom activities such as minimal pairs distinction and dictation are greatly enhanced when adapted for 
use in Moodle. In addition to introducing a variety of task types, this paper will demonstrate how these tasks have been integrated 
into a self-study program that is both monitored and assessed using a variety of Moodle features. 

 
 使用ࣝࢻ࣮࣒ࡿࡍ࡜能力育成を目的ࢢニンࢫࣜ

 

  2†࣮࣮ࣜ࣋ࣟ ࣥࣙࢪ   1†࢔ࣞࢡࣛ ࣥࢺ࢚ࣝ
  

EFL/ESLศ㔝࠾࡟い࡚ࣜࢢࣥࢽࢫ能力ࡢ࡬理解ࡣ最ࡶ薄ࠊࡃあࡾࡲ教授࡚ࢀࡉい࡞い能力ࡢ㸯࡜ࡘ言えࠋࡿ第஧言語
能力ࡢ習得࠾࡟い࡚ࣜࢢࣥࢽࢫ能力育ᡂࡣ㔜要࡛あ࠿࠿ࡶ࡟ࡢࡿわࠊࡎࡽ教育関ಀ者ࡢࡇࡣ能力ࡢ養ᡂ࡟関ࡣ࡚ࡋ問

㢟ࢆ抱え࡚いࠋࡿMoodle platform ࡣ既ࡀࢢࣥࢽࢫࣜ࡟堪能࡞学習者ࡢ能力࡟ࡽࡉࢆ強໬ࢆࢀࡑࡓࡲࠊࡋ困㞴ࡿࡍ࡜
学習者ࢆ支援ࡿࡍ多ྍࡢࡃ能性ࢆᥦ供ࠋࡿࡍᮏ論文࡛ࠊࡣ音素や単語解ㄞ等ࡢ基礎能力࡚ࡋࡑࠊ理解力や構文処理能
力等ࡢ高ḟ能力ࡢ育ᡂࢆ対象ࡿࡍ࡜多数ࡢ課㢟形式࡟焦Ⅼࢆ置ࠋࡃ執筆者ࡣ最ᑠ対語ࡢ聞ࡁศࡅやࣥࣙࢩ࣮ࢸࢡ࢕ࢹ

等ࡢ඾型的࡞授業活動ࡾྲྀ࡟ࣝࢻ࣮࣒ࠊࡣ入࡚ࢀ活用࡛࡜ࡇࡿࡍ大幅࡟強໬࡜ࡿࢀࡉ主張ࡓࡲࠋࡿࡍ多様࡞課㢟࢖ࢱ
ࡳ組࡟࠿いࡀ課㢟ࡢࡽࢀࡑ࡟࣒ࣛࢢࣟࣉ自己学習ࡿࢀࡉ観察࣭評価ࠊࡾࡼ࡟機能ࣝࢻ࣮࣒࡞様々ࠊຍえ࡚࡟紹௓ࡢࣉ
込ࢆ࠿ࡢࡓࡁ࡚ࢀࡲᥦ示ࠋࡿࡍ  
 

 
 

1. Introduction   

  The importance of listening and listening skills development 
in the process of acquiring language proficiency features 
prominently in the scholarly literature of EFL/ESL (see, for 
example, Buck, 2001; Chaudron, 1985; Krashen, 1982; Rost 
1990). However, despite a broad consensus supporting the 
value of cultivating aural decoding skills, listening ability is 
rarely the focus of targeted classroom interventions. It is often 
assumed that listening skills will develop spontaneously during 
the course of more general language tasks. While this may be 
true to an extent, there are compelling reasons for prioritizing 
listening in language learning regimens. Among these is the fact 
that conscious attention and focused practice in the domain of 
listening skills can enrich “the learner’s spoken competence 
with new syntactic, lexical, phonological and pragmatic 
information” (Field, 2008, p. 5).  

A variety of learning and testing techniques have been 
developed over the years pertaining to listening. As notions of 
how language is acquired change and evolve, so too do the 
methods employed in learning and teaching. According to 
Stansfield (1985), the 1960s was a time when dictation “went 
from a core pedagogical and assessment technique … to 
anathema” (p.3). Indeed, the traditional, teacher-led ‘dictée’ 
task has been severely (and perhaps rightly) marginalized. 
However, small-scale dictation as a technique to enhance 
learners’ decoding ability has acquired numerous high-profile 
advocates. Nation and Newton (2009) report the benefits of 
dictation as a language-focused teaching and learning technique, 

                                                                 
†1 Sojo University 
†2 Sojo University 

while Davis and Rinvolucri (1988) highlight the suitability of 
the task for mixed-ability and/or large groups of learners. 
Rahimi (2008) reports that students exposed to 50 short 
dictations demonstrated improvements across a range of skills 
including grammar, vocabulary, reading, and listening 
comprehension. Likewise, Kiany and Shiramiry (2002) found 
that frequent use of dictation led to a significant improvement 
in listening comprehension. Meanwhile Alkire (2002) advocates 
dictation as an “exercise which, besides reinforcing the spelling 
and sound correlations of English, uncovers comprehension and 
grammatical weaknesses in learners for the teacher to analyse 
and address in future lessons”.  

Abundant aural input is considered necessary for language 
acquisition, whether it is the first language or a foreign tongue. 
A key stage in the development of a learner’s ability to speak is 
the capacity to distinguish aurally the various phonemes of a 
language system. In many contexts the meaning of a word 
depends on the difference of just one phoneme (Roach, 2009). 
Take, for example, the English words ‘sin’ sɪn  and ‘sing’ sɪŋ.  

Tasks that draw the learner’s attention to differences at the 
phoneme level are usually referred to minimal pairs tasks. 
Although these tasks do not constitute learning or teaching 
techniques per se, they may still serve a valuable function in 
drawing the learner’s attention to the finer points of 
pronunciation in the target language. Minimal pairs are 
particularly useful in contexts in which a single sound in the 
learner’s L1 maps to two or more phonemes in the target 
language. In the case of English and Japanese, this occurs with 
words featuring ‘l’ and ‘r’ as well as those with ‘f’ and ‘h’. For 
example, the initial phonemes of the English words ‘food’ füd 
and ‘hood’ hu̇d would be pronounced in much the same way by 
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native Japanese speakers.  
While minimal pairs distinction tasks may be facilitative of 

improvements in both listening and spoken production, they 
have the added benefit of identifying those with chronic 
difficulties mapping phonemes to graphemes. Those who 
struggle with matching the sound of a word to its written form 
are likely to experience severe adversity in learning a language. 
Although minimal pairs tasks do not serve a remedial function 
in addressing this form of impairment, they can direct the 
teachers attention to those who are likely to struggle in 
acquiring second language skills. 

 
2. Challenges and Limitations 

   
 A significant drawback of traditional listening tasks is that, 
in most cases, the locus of control resides not with the learners 
but with the teacher. This is especially true of an activity such 
as dictation, wherein the teacher speaks from the front of the 
room and the learners are compelled to keep pace. The design 
of the task presupposes a uniformity of ability that rarely exists 
in actual classrooms. Those who struggle receive abundant 
negative reinforcement and few opportunities for meaningful 
remediation. Additionally, the experience may vary among 
learners in the same classroom environment, as audibility and 
level of distraction differ from one location to the next.  
 Despite having firm theoretical underpinnings, dictation 
suffers from the fact that teachers have often failed to 
distinguish between the assessment and pedagogical functions 
of the task type. Dictation as an integrative test of language 
skills is different from dictation as an exercise to foster 
“accurate and automatic decoding” (Field, 2008, p. 136). The 
notion that learners should receive dictation at a set pace over a 
set number of repetitions implies an assessment objective. 
Dictation for pedagogical purposes, on the other hand, requires 
a higher level of learner control. 
 Where minimal pairs distinction is concerned, perhaps the 
most obvious limitation is that words featuring the target 
phonemes become detached from any broader lexical or 
syntactic context. As a task type, minimal pairs is confined to 
what Buck (1988) refers to as “lower level processing” (p. 20). 
In other words, the decoding of acoustic input. It could be 
argued that the relevant construct regarding minimal pairs is 
“hearing” (as opposed to “listening” or “listening 
comprehension”).  
   Another issue is the lack of universal standards of 
pronunciation. Even at the phoneme level, significant variations 
exist among native English speakers when it comes to 
pronunciation. These differences often enter into discussions of 
speaking skills development, but they are also germane to the 
subject of listening.  
 
 3. Learner Autonomy and Self-Pacing 
  
 What becomes clear from considering the dictation and 
minimal pairs task types is that many of the shortcomings 
raised above can be ameliorated by outsourcing a measure of 
control to the learner. In the past this may have been achieved 
by distributing recordings of the tasks to the students to listen to 
and complete at home. In the Internet era, however, more 
interesting and empowering possibilities exist. The Moodle 
Learning Management System enables a high degree of 
customization to the needs of the individual learner. Decisions 
concerning the time and place of access as well as pacing reside, 
not with the teacher, but with the learner. In addition, the 
Moodle platform affords opportunities for self-correction and 
instant feedback that are not available with other forms of 
delivery. There are also numerous features for monitoring and 
assessing progress both from the teacher and the learner 

perspectives.  
 
 4. Task Design 
 
 4.1 Moodle Dictation 

As in traditional dictations, the task design process for 
Moodle dictations begins with a spoken passage. To the best of 
the authors’ knowledge there are no guidelines for item writers 
that are specific to the dictation task type. However, there are 
more general principles of listening text construction that may 
be brought to bear.  
 Perhaps the biggest challenge when it comes to preparing a 
suitable listening text is capturing the features of authentic 
speech. Dictations usually take the form of highly scripted 
monologues designed to highlight specific lexical and 
grammatical features of the target language. In the age of digital 
recording, however, it is possible to use an interlocutor to create 
dialogues with a style of discourse that is more akin to natural 
speech. Buck (2001) recommends the use of semi-scripted texts, 
where the content, though not the actual words, are decided in 
advance of recording. The result, he reports, is speech 
containing “more oral characteristics than fully scripted texts” 
(p. 164). 
 Once a text has been recorded, the file must be placed in the 
Moodle course for the learner to access. While it is possible to 
place the file inside an assignment or on an html page, the 
authors recommend using the quiz module. Although there are 
various question types that may be used, the one most amenable 
to the dictation task type is Embedded answers (Cloze). This 
question type uses simple html code to create gaps which the 
learner must fill with appropriate words from the listening text. 
Although texts may vary in length, it is best to avoid passages 
that are too long. It is also advisable to standardize the output 
expected of the students (i.e., the number of gaps they are 
expected to fill) in order to bring uniformity to the task in terms 
of difficulty and length of time required for completion. 
  Figure 1 shows a screenshot of the learner interface for a 
Moodle dictation task. You can see the audio player at the top 
followed by a series of blanks and scaffolding words from the 
passage. These words act as place markers to help the learners 
orient themselves within the text. It is not advisable to create 
dictation tasks with no scaffolding words as it increases error 
and places cognitive demands on the learner that are unrelated 
to the listening skill.  

 
Figure 1 Moodle Dictation Task. 

 
In the bottom left corner of Figure 1 you will notice a box 

containing the word “Check”. Clicking this box will allow the 
learner to verify his or her answer before submitting the quiz. It 
is worth noting, however, that the Embedded answers (Cloze) 
question type will only provide this feedback if all of the 
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answer fields have been filled. Figure 2 shows what the student 
sees after clicking the “Check” box.  
 

 
Figure 2 Moodle Dictation (checked). 

 
  In addition to the feedback provided by the “Check” button, 
it is important that learners who complete the task are given the 
opportunity to see the full text of the listening passage. Students 
who do so may engage in further self-correction or compare 
their understanding of the passage to the actual contents. The 
best way to achieve this in Moodle is to include the full text on 
an html page. Access to this page may be restricted so that only 
those who receive a certain score on the task are able to view 
the answers. Figure 3 shows a screenshot of the dictation 
answer page. The audio file has been included to enable the 
students to listen while reading the text of the passage. 

 
Figure 3 Moodle Dictation Answer Page. 

 
  4.2 Moodle Minimal Pairs 
  Preparing audio recordings for minimal pairs tasks is 
considerably easier than it is for dictation. All that is required of 
the task designer is to select a pair of target phonemes and eight 
words which contain those phonemes. It is crucial that the 
words chosen vary only in the target phonemes (e.g., “match” 
mach – “much” məch). It is then necessary to create a word 
tree using a generator such as that found at 
http://quickworksheets.net/generators/minimal-pairs/. The word 
tree displays branching options for each of the eight words 
chosen by the task designer. To make the recordings, simply 
read one word at each tier of the word tree. Repeat the process 
to create three different recordings. To create the Moodle 
minimal pairs task, use the quiz module and insert the word tree 
into a Description type question. Then add three Numerical 
questions, placing one recording in each.  

During the task, learners listen to the recordings and identify 
the correct word at each branch. The number appearing beneath 
the last word is then entered in the response area. As with 
dictations, learners are able to verify their answer by clicking 
the “Check” box. Figure 4 shows a word tree inserted into a 

Description question type of a Moodle quiz.  
 

 
 

Figure 4 Minimal Pairs Word Tree. 
 

5. Monitoring Tasks in Moodle 
 
The two tasks described here (dictation and minimal pairs) 

are not intended for assessment purposes. Rather they are 
examples of distributed practice, intended to enhance learners’ 
listening skills by promoting automatic processing of aural 
input. The basic tenet of distributed practice is that learning is 
most effective when practice is broken up into a large number 
of short sessions that are spaced at regular intervals over a 
long period of time (i.e., a semester). The quiz settings allow 
unlimited attempts, and learners are encouraged to repeat the 
tasks until they receive the maximum possible grade. The 
benefits obtained by the learner will be greater the longer they 
attend to the task.  

To ensure that learners adhere to a regular schedule of 
practice, the teacher may take advantage of various Moodle 
features which assist with the monitoring of tasks. Perhaps the 
most powerful of these tools is the Progress Bar block, which 
can be configured to monitor all practice activities and convey 
information to the learners regarding the timeliness and quality 
of their performance on the tasks. The Progress Bar block 
provides the learners with a strong visual indicator of what is 
expected of them as well as their progress toward that goal. As 
Figure 5 reveals, the Progress Bar block consist of cells which 
change color based on the status of the task(s) being monitored. 
Blue indicates that the expected date for the completion of the 
task has not yet arrived. Green indicates that the task has been 
completed while red denotes that the expected date has passed 
without the task being completed.  
 

 
Figure 5 Progress Bar (student view) 

 
A passing rate for each task may be set in the Moodle 

gradebook and the Progress Bar block can be configured in 
such a way that a cell will not turn green until the pass rate for 
the associated task has been achieved. The teacher can monitor 
the progress of all students in the course from a single 
interface, which is shown in Figure 6. 
 

 
Figure 6 Progress Bar (overview of students) 
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A significant advantage of the Progress Bar block over other 

tools for monitoring the progress of learners is that it is 
completely transparent. There are no discrepancies between 
what the learner sees and what the teacher sees. The 
expectations for the course as well as the learner’s progress 
toward meeting those expectations are clearly signposted for 
both parties.  
 
  6. Additional Resources 
 
Clear recordings are especially important in listening tasks 

such as dictation and minimal pairs where learners often must 
attend to small differences in pronunciation. There are a 
number of items which, if purchased, will greatly enhance the 
quality of the recordings a teacher is able to make. All of these 
items may be obtained rather cheaply either from local shops 
or through the Internet.  

The first and most important of these is a microphone. 
Although the cost of microphones may vary considerably, 
there are numerous moderately priced USB microphones 
available that will suffice for recording spoken texts. A pop 
filter is also recommended to prevent ‘popping’ sounds from 
affecting the quality of the recordings. These sounds usually 
occur in the pronunciation of aspirated plosives (often found 
in words containing the letter ‘p’). Another purchase that will 
enhance the quality of recordings is acoustic foam. This foam, 
which may be placed on walls, doors or any other surface, has 
the ability to reduce residual sounds in the recording space.  

There are numerous free, open source audio editor and 
recording applications available that can assist teachers in 
making quality recordings for listening tasks. Which of these 
you chose will depend on your needs as well as the operating 
system you are running. The authors have worked extensively 
with Audacity, which, in addition to being free, is available for 
Windows, Mac OS X, Linux, and other operating systems. 
Figure 7 shows a screenshot of Audacity’s editing and 
recording interface. Projects created using Audacity can be 
exported to MP3, which can in turn be uploaded for use in 
Moodle. 
 

Figure 7 Audacity Editing and Recording Interface 
 

 
 7. Conclusion 
 
  The pedagogy of listening is one of the least understood, 
least explored areas in the field of EFL/ESL. Listening is often 
referred to as our most important language skill, perhaps 
because of the considerable amount of time we spend doing it. 

In terms of percentages, it has been estimated that the average 
person spends 9 percent of their waking hours writing, 16 
percent reading, 30 percent speaking, and 45 percent listening. 
For a variety of reasons, a similar distribution of time is not 
reflected in the language learning classroom. Indeed, classroom 
time is precious, and most EFL/ESL teachers are keen to 
preserve it for spoken interaction. Thankfully, listening skill 
development need not take place exclusively in the classroom. 
In fact, there are many situations in which it is better that it 
occur elsewhere. This is perhaps due to the real-time nature of 
spoken language.  

In the classroom, speech is usually heard only once. Of 
course it is possible for learners to ask speakers to repeat 
themselves, but in practice they rarely do. When listeners fail to 
understand, speakers tend to make accommodations in terms of 
speed or the language used. As a consequence, learners rarely 
have a chance to revisit the utterances that are problematic to 
them. This in turn impedes the progress of learning. 

Modern recording technology has solved many of the 
problems mentioned above. However, the full benefits of these 
advances cannot be realized as long as control remains 
exclusively in the hands of the teacher. Learning Management 
Systems such as Moodle offer a valuable platform for learners 
to develop their listening skills in a time and place suitable to 
their individual needs. From the perspective of teachers, the 
availability of monitoring and assessment tools enables a level 
of oversight which, if properly employed, can lead to better 
outcomes for students. 
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汎用的࡞プ࣑ࣟࣛࢢンࢢ学習用プࣛ࢖ࢢンࡢ設計࡜実装 
 

早川 智୍†1 ᮧ山 舜†1 菱⏣ 昂宏†1 疋⏣ 輝雄†1 
 

ᮏ稿࡛ࡣ㸪ᡃ々ࡀ開瘠ࢢ࣑ࣥࣛࢢࣟࣉࡓࡋ学習用ࡢࣥ࢖ࢢࣛࣉࡢ設計࡜実装ࢆ࡜紹௓ࡿࡍ㸬ᡃ々ࡣ㸪ࣛ࢖ࣃࣥࢥや静
的ࢻ࣮ࢥ解析࣮ࣝࢶ㸦以ୗ㸪࢝ࢵ࢙ࢳ㸧ࡢ出力ࢆ学習者ࢢ࣑ࣥࣛࢢࣟࣉࡀ࡜ࡇࡿࡍࢡࢵࣂࢻ࣮࢕ࣇ࡟学習୍ࡢ助࡞࡟

ࢆࢀࡑ考え㸪࡜ࡿ Moodleୖ࡛実現ࢆࣥ࢖ࢢࣛࣉࡿࡍ設計࣭実装ࡓࡋ㸬ࡣࣥ࢖ࢢࣛࣉWebࢫࣅ࣮ࢧ㸦REST㸧࡚ࡋ࡜設
計ࡋ㸪実装ࡣ࡟ JavaScript࡜ PHPࢆ࡜用い࡛࡜ࡇࡿ㸪ࣛ࢖ࣃࣥࢥやࡢ࢝ࢵ࢙ࢳ種類࡟依Ꮡࡃ࡟ࡋい汎用性ࢆ実現ࡓࡋ㸬
ᡃ々ࡣ㸪複数ࣛ࢖ࣃࣥࢥࡢやࢆ࢝ࢵ࢙ࢳ用いࡓ評価ࢆ行い㸪ᥦ案ࡀࣥ࢖ࢢࣛࣉṇࡃࡋ動作ࢆ࡜ࡇࡿࡍ確ㄆࡓࡋ㸬 

 

Design and Implementation of a General Purpose Moodle Plugin 
for Learning Programming Languages 

 

Tomokazu HAYAKAWA†1 Syun MURAYAMA†1 Takahiro HISHIDA†1    
Teruo HIKITA†1 

 

This paper introduces the design and implementation of our Moodle plugin for learning programing. Since we believe that it is 
useful for learners of computer programming languages to let them know diagnostics results of compilers and/or static code 
analyzers, we have developed a Moodle plugin that enables such functionalities on Moodle. We have designed our plugin as a 
web service (REST), and we have implemented it by using JavaScript and PHP. This design and implementation reduces 
dependencies between our plugin and compilers/analyzers. We have confirmed that our plugin properly runs with several kinds 
of compilers and analyzers. 

 

 ࡟めࡌࡣ .1

近ᖺ㸪LMS㸦Learning Management System㸧ࡀᬑཬࡋ㸪大

学ࡢ࡝࡞教育機関࡛ࡶ広ࡃ用い࡚ࢀࡽいࡿ㸬ᮏ学ࡢ情報科

学科࡛ࡶ Moodleや Sakaiࢆᑟ入ࡾ࠾࡚ࡋ㸪学習環境ࡢ向ୖ

 㸬ࡿい࡚ࡋ活用ࢆࡽࢀࡑ࡟ࡵࡓࡢ

୍方࡛㸪既Ꮡࡢ LMS 教育࡛使用ࢢ࣑ࣥࣛࢢࣟࣉ㸪ࡣ࡟

㸬ࡿ考えࡣᡃ々࡜ࡿい࡚ࡋ୙足ࡀ機能ࡿ࡞࡜㔜要࡟㝿ࡿࡍ

ෆ容ࡢࡑ㸪ࡋ診断ࢆࢻ࣮ࢥࢫ࣮ࢯࡓࡋᥦ出ࡢ㸪学生ࡣࢀࡑ

 㸬ࡿ機能࡛あࡿࡍࢆࢫ࢖ࣂࢻ࢔ࡢࡵࡓࡿࡍࡃ良ࡾࡼࢆ

㔜要࡛࡟教育ࢢ࣑ࣥࣛࢢࣟࣉࡣ࡜ࡇࡿࡍᥦ供ࢆ機能ࡢࡇ

あ࡜ࡿᡃ々ࡣ考えࡿ㸬ࡤࡽ࡞ࡐ࡞㸪ᡃ々ࡢ経験࡛ࡣ㸪学生

పいࡀㄞ性ྍࡢࡢࡶࡿࡍࡣ㸪動作ࡣ࡟中ࡢࢻ࣮ࢥࢫ࣮ࢯࡢ

ࡿあ࡛ࡵࡓࡿࢀࡉ散見ࡀࡢࡶࡴ含ࢆ୙ල合࡞や潜ᅾ的ࡢࡶ

㸦ࡣ࣒ࣛࢢࣟࣉ㸪ࡔࡓ動ࡼࡤࡅい࡜いう࡞ࡣ࡛ࡢࡶい㸧㸬 

ᡃ々ࡣ㸪ࡢࡇ機能ࢆ実現࡟ࡵࡓࡿࡍ㸪ࣛ࢖ࣃࣥࢥや静的

使う࡚ࡋ࡜教師役ࢆ㸧࢝ࢵ࢙ࢳ㸦以ୗ㸪࣮ࣝࢶ解析ࢻ࣮ࢥ

ࢆ診断結果ࡢࢻ࣮ࢥࢫ࣮ࢯࡿࡼ࡟ࡽࢀࡇ㸪ࡋ࡟࡜ࡇ Moodle

ୖ࡛学習者ࡿࡍࢡࢵࣂࢻ࣮࢕ࣇ࡟௙組ࢆࡳ設計࣭ 実装ࡓࡋ㸬

ᮏ稿࡛ࡣ㸪ࡢࡑ௙組ࣂ࣮ࢧࡢࡳ側ࡘ࡟い࡚言ཬࡿࡍ㸦ࣛࢡ

 い㸧㸬ࡓࢀࡉ参照ࢆ㸪文献[1]ࡣい࡚ࡘ࡟側ࢺࣥ࢔࢖

ᮏ論文ࡢ構ᡂࡣḟ࡛ࡾ࠾࡜ࡢあࡿ㸬2 節࡛ࡣ関連研究ࢆ

紹௓ࡿࡍ㸬3節࡛ࡣᥦ案手法ࢆㄝ明ࡿࡍ㸬4節5࡜節ࡣ࡛࡜㸪

㸬6ࡿࡍ概ㄝࢆ࡜実装࡜設計ࢀࡒࢀࡑ 節࡛ࡣ評価࡟言ཬࡍ

 㸬ࡿ࡭述ࢆ展望ࡢ௒後ࡣ㸬7節࡛ࡿ

                        

†1 School of Science and Technology, Meiji University 

2. 関連研究 

伊藤ࡣ[3][2]ࡽ㸪Web 用い࡚ࢆࢫࣅ࣮ࢧ Moodle ࡢ࡝࡞

LMSࡢ機能ࢆ拡張ࡿࡍ方法ࢆᥦ案࡚ࡋいࡿ㸬伊藤ࡢࡽ研究

あࡀ共通性࡟Ⅼࡿࡍ拡張ࢆ機能ࡢ㸪LMSࡣ࡜研究ࡢᡃ々࡜

対象やࡢ㸪機能拡張ࡣ研究ࡢ࡜ᡃ々࡜ࡽ㸬୍方࡛㸪伊藤ࡿ

粒ᗘࡀ異ࡿ࡞㸬伊藤ࡣࡽ課㢟ࡢ汎用的ࢡࢵ࢙ࢳ࡞法ࢆᥦ案

࡞汎用的ࡢࢻ࣮ࢥࢫ࣮ࢯࡣࡢࡿࡍᥦ案ࡀ㸪ᡃ々ࡀࡿい࡚ࡋ

犠ࡋ少ࢆ㸪汎用性ࡣ㸪ᡃ々ࡤࢀࡍ㸬換言ࡿ法࡛あࢡࢵ࢙ࢳ

牲ࡿࡍ࡟代わ࡟ࡾ㸪ࡢࢻ࣮ࢥࢫ࣮ࢯ診断結果ࡢ学習者ࡢ࡬

ࡾࡼࢆࢡࢵࣂࢻ࣮࢕ࣇ
㸬㸬
効率的࡟行う௙組ࢆࡳᥦ案ࡿࡍ㸬 

3. 提案手法 

ᅗ 1 ࡟㸪ᡃ々ࡢᥦ案手法ࢆ示ࡍ㸬ᡃ々ࡣ㸪ᥦ案手法ࢆ㸪

㸦1㸧Moodleࣥ࢖ࢢࣛࣉ㸪㸦2㸧ࡢࢻ࣮ࢥࢫ࣮ࢯ診断ࢆ行う

Webࢫࣅ࣮ࢧ㸦REST㸧㸪㸦3㸧࡜ࣥ࢖ࢢࣛࣉWeb࡜ࢫࣅ࣮ࢧ

ࡢ―形式㸦JSON㸧ࢪ࣮ࢭࢵ࣓ࡢ間ࡢ 3 部ศ࡟ศ࡚ࡅ設

計࣭実装ࡓࡋ㸬ࡾࡼ࡟ࢀࡇ㸪ࡢࣥ࢖ࢢࣛࣉ Moodleࡢ࡬依

Ꮡ性ࡀୗࡾࡀ㸪Moodleࡶ࡚ࡗࡀୖࡀࣥࣙࢪ࣮ࣂࡢ移植ࡀ容

易ࡀ࡜ࡇࡿ࡞࡟期待࡛ࡿࡁ㸦移植ࡀ必要ࡣࡢࡿ࡞࡟㸪

Moodle固᭷ࡢ処理部ศ࡛ࡳࡢあࡿ㸧㸬ࡓࡲ㸪Webࢫࣅ࣮ࢧ

㞳ࡾษࡽ࠿ࣥ࢖ࢢࣛࣉࢆ診断機構ࡢࢻ࣮ࢥࢫ࣮ࢯ用い࡚ࢆ

ࡇࡿ࡞࡟容易ࡀ࡝࡞ࢫࣥࢼࢸ㸪拡充改善や࣓࡛ࣥ࡜ࡇࡓࡋ

ࡣ㸪ᮏ稿࡛ࡵࡓࡿあࡀࡾ限࡟㸪⣬面࠾࡞㸬ࡿࡁ期待࡛ࡶ࡜

㸦2㸧࡟言ཬࡿࡍ㸬㸦1㸧࡜㸦3㸧ࡘ࡟࡜い࡚ࡣ文献[1]ࢆ参照

 い㸬ࡓࢀࡉ
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4. 設計 

ᮏ節࡛ࣉࡣ㸪 ࡢࢫࣅ࣮ࢧWebࡿࢀࡉ呼び出ࡽ࠿ࣥ࢖ࢢࣛ

設計㸦ᅗ 1 ࡢ㸦2㸧࡜㸦3㸧㸧ࡘ࡟い࡚述ࡿ࡭㸬 

㸪࡟㝿ࡓࡗ࡞࡟必要ࡀ診断ࡢࢻ࣮ࢥࢫ࣮ࢯ㸪ࡣࣥ࢖ࢢࣛࣉ

対応ࡿࡍ Web 処࡚ࡋ呼び出ࢆࢺࣥ࢖࣏ࢻ࢚ࣥࡢࢫࣅ࣮ࢧ

理ࢆ依㢗ࡿࡍ㸬表 1࡟㸪Webࡢࢺࣥ࢖࣏ࢻ࢚ࣥࡢࢫࣅ࣮ࢧ

抜粋ࢆ示ࡍ㸬ṇ常系ࡢ大࡞࠿ࡲ流ࡣࢀḟ࡛ࡾ࠾࡜ࡢあࡿ㸦࢝

ࢺࣥ࢖࣏ࢻ࢚ࣥࡢ表 1ࡿࡍ使用࡟処理ࡣෆࢥࢵ No.㸧㸸㸦1㸧

診断ࡢࢻ࣮ࢥࢫ࣮ࢯࡿࡍ記述言語 X ࡀ Webࢧ࡛ࢫࣅ࣮ࢧ

ࡿࡍ対応࡟㸦No.1㸧㸹㸦2㸧Xࡿࡍ確ㄆࢆ࠿ࡿい࡚ࢀࡉࢺ࣮࣏

㸦No.2࣭ࡿࡍ得ྲྀࢆ覧୍ࡢ࢝ࢵ࢙ࢳ࡜ࣛ࢖ࣃࣥࢥ No.3㸧㸹㸦3㸧

診断࡚ࡋࢻ࣮ࣟࣉࢵ࢔ࢆࢻ࣮ࢥࢫ࣮ࢯࡿࡍ㸪ࢥࢫ࣮ࢯࡢࡑ

ࡢ意୍ࡍ表ࢆࢻ࣮ ID㸦ࢫ࣮ࢯ ID㸧ࢆ得ࡿ㸦No.4㸧㸹㸦4㸧診

断࡟使用࣮ࣝࢶࡿࡍ㸦࢝ࢵ࢙ࢳࡣࡓࡲࣛ࢖ࣃࣥࢥ㸧࣮ࢯ࡜

ࢫ ID ࡢ意୍ࡍ表ࢆ㸪診断結果ࡋ依㢗ࢆ診断࡚ࡋ指定ࢆ࡜

ID㸦診断 ID㸧ࢆ得ࡿ㸦No.5㸧㸹㸦5㸧診断 IDࢆ指定࡚ࡋ診断

結果ࢆ JSON形式࡛ཷࡾྲྀࡅ㸦No.6㸧㸪学習者࡟ศࡾ࠿やࡍ

い形式࡟変換࡚ࡋ Moodleୖ࡟表示ࡿࡍ㸬࡛ࡇࡇ㸪診断ࡢ

依㢗㸦No.5㸧࡜結果ྲྀࡢ得㸦No.6㸧ࢆࢺࣥ࢖࣏ࢻ࢚ࣥ࡟࡜

ศ割ࡓࡋ理⏤ࡣ㸪ࣂ࣮ࢧ側࡛ࡢ非ྠ期࡞処理ྍࢆ能ࡿࡍ࡟

ࢆ設計࡞期的ྠࡘ待ࡲࡲࡢࡑ࡚ࡋ依㢗ࢆ㸬診断ࡿあ࡛ࡵࡓ

ࡉ要求࡟時ྠࡀ診断ࡢࡃ㸪㸦1㸧多ࡀࡿ能࡛あྍࡶ࡜ࡇࡿࡍ

処理能力ࡢࣂ࣮ࢧ࡚ࡋ起動ࡀࢫࢭࣟࣉࡢ㸪多数࡟場合ࡓࢀ

㸪࡜ࡿࡍ飽和ࡀ処理能力ࡢࣂ࣮ࢧう㸹㸦2㸧ࡲࡋ࡚ࡋ飽和ࡀ

処理ࢆ要求ࡓࡋ接⥆ࡗ࡞࡟࣮࢚࡚ࣛࡗ࡞࡟ࢺ࢘࢔࣒࢖ࢱࡀ

 㸬ࡓࡋ᥇用ࢆ設計࡞非ྠ期ࡽ࠿⏤理ࡢ࡝࡞―うࡲࡋ࡚

Webࡢࢺࣥ࢖࣏ࢻ࢚ࣥࡢࢫࣅ࣮ࢧ設計ࡣ࡟㸪SPI㸦Service 

Provider Interface㸧[4]ࢆ࣮ࣥࢱࣃ᥇用ࡓࡋ㸬SPI࣮࣏ࣥࢥࡣ

い࡞㸪少ࡾあ࡛࣮ࣥࢱࣃࡿࡍ࡟容易ࢆ追ຍや置換ࡢࢺࣥࢿ

手間࡛開瘠者ࡀ機能ࢆ拡充改善ྍࢆ࡜ࡇࡿࡍ能ࡿࡍ࡟㸬 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

5. 実装 

表 2࡟㸪ᡃ 々ࡢࣥ࢖ࢢࣛࣉࡀ実装࡟用い࢔࢙࢘ࢺࣇࢯࡓ

࡟記述言語ࡽ࠿親和性ࡢ࡜㸬Moodleࡍ示ࢆ PHPࢆᡃ々ࡣ

᥇用ࡀࡓࡋ㸪Webࡣࢫࣅ࣮ࢧ特定ࡢ言語࡟依Ꮡ࡞ࡋいࡵࡓ㸪

௚ࡢ言語㸦例㸸Java㸧࡛書ࡁ直ࡶ࡜ࡇࡍ容易࡛あࡿ㸬 

6. 評価 

表 3࡟㸪ᡃ 々ࡀ動作ࢆ確ㄆࡢ࢝ࢵ࢙ࢳ࡜ࣛ࢖ࣃࣥࢥࡓࡋ

抜粋ࢆ示ࡍ㸬結果࡚ࡋ࡜㸪前述ࡢ SPI ࡓ用いࢆ࣮ࣥࢱࣃ

Webࣛ࢖ࣃࣥࢥࡀࢫࣅ࣮ࢧやࡢ࡜ࡈ࢝ࢵ࢙ࢳ௙様ࡢ遊いࢆ

吸཰࡛ࢆ࡜ࡇࡿࡁᡃ々ࡣ確ㄆࡓࡋ㸦原則的࡟㸪ࣛࢻ࣐ࣥࢥ

 㸧㸬ࡿ能࡛あྍࡀ対応ࡤࢀあ࡛࢔࢙࢘ࢺࣇࢯࡿࡍ動作࡛ࣥ࢖

 ࡟ࡾわ࠾ .7

ᮏ稿࡛ࡣ㸪ࡢࢻ࣮ࢥࢫ࣮ࢯ診断ࢆ࡜ࢡࢵࣂࢻ࣮࢕ࣇ࡜

Moodleୖ࡛実現ࡿࡍ汎用ࢆࣥ࢖ࢢࣛࣉ紹௓ࡓࡋ㸬௒後ࡣ㸪

 㸬ࡿ行う予定࡛あࢆ評価࡞㸪実践的࡚ࡋ授業࡛使用ࢆࢀࡇ
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表 1 Webࢺࣥ࢖࣏ࢻ࢚ࣥࡢࢫࣅ࣮ࢧ㸦抜粋㸧 

Table 1 Endpoints for our web service. 

No. URL ࣓ࢻࢵࢯ 

1 /languages GET 

2 /languages/{言語}/compilers GET 

3 /languages/{言語}/analyzers GET 

4 /sources/{言語} POST 

5 /tasks POST 

6 /tasks/{ID} GET 

表 2 実装࡟使用࢔࢙࢘ࢺࣇࢯࡓࡋ㸦抜粋㸧 

Table 2 Used software for our implementation. 

 備考 ࣥࣙࢪ࣮ࣂ ࢔࢙࢘ࢺࣇࢯ

Moodle 2.6.2 LMS 

Curry 1.4.11.1 PHP࣒࣮ࣞࣇワ࣮ࢡ 

PHP 5.3.3 開瘠言語 

Apache HTTPD 2.2.15 Webࣂ࣮ࢧ 

MySQL 5.1.73 ࢫ࣮࣋ࢱ࣮ࢹ 

CentOS 6.5 Operating System 

 
表 3 動作確ㄆ࢝ࢵ࢙ࢳ࡜ࣛ࢖ࣃࣥࢥࡓࡋ㸦抜粋㸧 

Table 3 Supported compilers and analyzers. 

言語 ࣥࣙࢪ࣮ࣂ ྡࢺࣇࢯ 備考 

C gcc 4.4.7 ࣛ࢖ࣃࣥࢥ 

C splint 3.1.2 ࢝ࢵ࢙ࢳ 

Java Open JDK 1.7.0.51 ࣛ࢖ࣃࣥࢥ 

Java Oracle JDK 1.7.0.51 ࣛ࢖ࣃࣥࢥ 

Java Checkstyle 5.7 ࢝ࢵ࢙ࢳ 

Java FindBugs 2.0.3 ࢝ࢵ࢙ࢳ 

Java PMD 5.1.0 ࢝ࢵ࢙ࢳ 

 

ᅗ 1 ᥦ案手法ࡢ概要 

Figure 1 Overview of our proposed method. 
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 多目的利用ࡢ࣮ࠖࣝࢶ四択問題作成ࠕ
 

神谷 健୍†1 
 

࣮ࣝࢶ四択問㢟作ᡂࠕ (ࠖhttp://www.oit.ac.jp/ip/~kamiya/mcg/ ࡚࡟無料配ᕸ)ࡣㄞࡳ込ࡔࢇ問㢟ࡽ࠿ࢱ࣮ࢹ
柔軟࡞ᢳ出作業ࢆ経࡚㸪⣬媒体࣭ࢻ࢖ࣛࢫ形式࣭Moodle XML形式࡛࡝࡞出力ࢺࣇࢯࡿࡁ࡛ࡀ࡜ࡇࡿࡍ
ࡢ所定ࡣ追ຍ࣭修ṇࡢ㸬問㢟ࡿあ࡛࢔࢙࢘ Excelࡢ࡬ࢺ࣮ࢩ入力࡛行うࡁ࡛ࡀ࡜ࡇ㸪簡便ࣥࢱ࣎࡞操作
㸪直接ࡀい࡞い࡚ࡋ対応࠿ࡋ࡟四択問㢟ࡣ㸬現状࡛ࡿࡁ࡛ࡀ࡜ࡇࡴ込ࡳㄞ࡟࣮ࣝࢶ࡛ Moodleࡢ問㢟作ᡂ
画面࡟入力ࡶࡾࡼࡿࡍ遙࡟࠿作業ࢆ効率໬ࡿࡁ࡛ࡀ࡜ࡇࡿࡍ㸬 

 

Multiple-Choice Quiz Generator and its Multiple Applications 
 

Kenichi KAMIYA †1 
 

The Multiple-Choice Quiz Generator is a database application (available from http://www.oit.ac.jp/ip/~kamiya/mcg/ for free) 
which enables teachers to choose items from the databank and convert them into text files, slides for presentation, Moodle XML 
format, and others. Since the items-to-be-imported are stored onto an attached spreadsheet format, it is much easier to add and 
edit than to make them directly on the quiz editor in Moodle. One limitation is that this tool only accepts multiple-choice 
questions with four choices. 

 
 

  ࡟めࡌࡣ .1

 Moodle ࡿࡍ作ᡂࢆ㸲択問㢟ࡿࡍ機能࡛実施ࢺࢫࢸᑠࡢ

場合㸪୍般的ࡣ࡟ Moodleୖࡢ作問画面࡟直接㸪問㢟࣮ࢹ

ࡎ必ࡣ問㢟ࡓࡋうࡑࡋ࠿ࡋ㸬ࡿࢀ方法࡛行わࡿࡍ入力ࢆࢱ

ࡶࡋ Moodleୖ࡛ࡅࡔ学習ࡿࢀࡉわࡃ࡞ࡣ࡛ࡅ㸪時ࡣ࡟⣬

媒体ࡢ教ᮦ࡚ࡋ࡜配ᕸࡓࡋ場合ࡀ学習者ࡢ࡚ࡗ࡜࡟効率性

 い㸬࡞ࡃ࡞少ࡶ高い場合ࡀ

 ୍方㸪教員ࡶ࡚ࡗ࡜࡟㸪ᬑ段利用࡚ࡋいࡿ問㢟ࢆࢱ࣮ࢹ

Moodle࡟入力ࠕࡀ࡜ࡇࡿࡍ余計࡞手間 ࡿあࡶ場合ࡿ࡞ࠖ࡜

࡚ࡋ࡜時ࡣ࡜ࡇࡢࡇ࡚ࡋࡑう㸬ࢁࡔ Moodleࡍ࡜ࡵࡌࡣࢆ

ࡿ LMSやࡢࡑ௚ࡢ e-learning࣒ࢸࢫࢩ等ࡢᑟ入ୖࡢ㞀壁࡟

࡟教員ࡢࡃ㸪多ࡾࡲࡘ㸬ࡿ残念࡛あ࡟非常ࡾあࡶ࡜ࡇࡿ࡞

ࢆࢱ࣮ࢹ問㢟ࡢࡕ方法࡛手持࡞簡便ࡾࡼ㸪࡚ࡗ࡜ Moodle

等࡛利用࡛ࡼࡿࡁうࡀ࡜ࡇࡿ࡞࡟望ࡋࡲい㸬 

 ᮏ稿࡛紹௓ࠕࡿࡍ四択問㢟作ᡂࡣ࣮ࠖࣝࢶ筆者自身ࡀ数

ᖺ来㸪開瘠作業ࡾ࠾࡚ࡅ⥆ࢆ㸪࢙࢘ࢪ࣮࣌ࣈ(URL (述ୖࡣ

入力࣭編㞟作業ࡢ㸬問㢟ࡿあ࡛ࡢࡶࡿい࡚ࡋ無料公開࡚࡟

ࡢ所定ࡣ Excelࣝ࢖࢓ࣇ㸦問㢟࡜ࢫ࣮࣋ࢱ࣮ࢹ呼称ࡿࡍ㸧

࣮ࢶࢆࢀࡇ行い㸪࡚ࡗࡼ࡟ 㸦ࣝ問㢟作ᡂ࡜ࢺࣇࢯ呼称ࡿࡍ㸧

 㸬jࡿ࡞࡜能ྍࡀᢳ出作業࡞柔軟࡛࡜ࡇࡴ込ࡳㄞ࡟

㸦沖縄国㝿大学㸧࡛ࢺ࣮࣒ࣝࢻ㸪第㸴回 日ᮏ࣒࣮࠾࡞  ࡣ

ᮏ稿ࡢෆ容ࡣ㸴ྡࡿࡼ࡟ 90 ศࡢワ࣮ࠕࣉࢵࣙࢩࢡMoodle

！うࡼࡳ࡚ࡋ構築ࢆ授業ࡢ英語࡚ࡋ活用ࢆ (ࠖID 353)ࡢうࡕ

࡛ࠕ࡚ࡅཷࢆ瘠表ࡢ㸳ྡࡣ㸬筆者ࡓࢀࡉ紹௓࡚ࡋ࡜㸯件ࡢ

㸪持ࡽ࠿いう観Ⅼ࡜ࠖ？ࡡࡼいࡋ㞴࡚ࡗࡢࡿ作ࢆࢺࢫࢸࡶ

時間ࡕ 10ศ程ᗘࡢ瘠表ࢆ行ࡓࡗ㸬ࡢࡇ瘠表資料ࡢ PDF版

                                                                 
†1 Osaka Institute of Technology 

ࡣ http://goo.gl/EUXPeJ ࡚࡟公開࡚ࡋい࡛ࡢࡿ㸪ᮏ稿࡜併ࡏ

࡚参照ࡓࢀࡉい㸬 

2. 問題࣮ࢹタベ࣮ࢫ 

 筆者ࡣ英語教員࡛あࡾ㸪問㢟࣭ࢫ࣮࣋ࢱ࣮ࢹ問㢟作ᡂࢯ

大ࡢ英検各⣭ࡣࡢࡿい࡚ࡋ想定࡚ࡋ࡜扱う四択問㢟࡛ࢺࣇ

問 I࣭Ⅱや TOEIC Part 5ࡢ࡝࡞短文穴埋ࡵ形式࡛あࡿ㸬問

㢟ࡢࢀࡒࢀࡑࡣ࡛ࢫ࣮࣋ࢱ࣮ࢹ問㢟ࢆ Excel࡟ࣝࢭࡢ入力

用ࡓࡗい࡜ࡿࡍ解答࡛ࢇㄞࢆ㸪長文ࡽ࠿ไ約ࡓࡗい࡜ࡿࡍ

途ࡣ࡟適࡚ࡋい࡞い㸬ࡓࡲ㸪ワ࣮ࡢࢺ࣮ࢩࢡ G 列ࢆṇ答㸪

H 列〜J 列ࢆ誤答㸱࡟ࡘ対応࡜ࡿࡏࡉいう௙組࡚ࡗ࡞࡟ࡳ

いࡵࡓࡿ㸪㸱択や㸳択以ୖࡢ多肢選択ࡣ࡟対応࡚ࡋい࡞い㸬

ຍえ࡚音声࣭動画ࡢ挿入ࡶ࡟対応࡚ࡋい࡞い࡜いうḞⅬࡀ

あࡀࡿ㸪㸲択問㢟࡟限定࡛࡜ࡇࡿࡍ画面構ᡂや設計ࢆ簡略

໬࡛ࡁ㸪問㢟作ᡂࢺࣇࢯ側࡛ࡶ多様࡞ᥦ示方法ࢆ利用ࡿࡍ

 㸬ࡿい࡚ࡗ࡞࡟うࡼࡿࡁ࡛ࡀ࡜ࡇ

 

 

ᅗ 1 Excelࡿࡼ࡟ࢺ࣮ࢩ問㢟ࢫ࣮࣋ࢱ࣮ࢹ 

Figure 1 Item bank on a spreadsheet 
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 問㢟ࠕࡣࢫ࣮࣋ࢱ࣮ࢹ問㢟番号 問㢟文ࠕࠖ ṇ答ࠕࠖ 誤答ࠕࠖ

㸯〜㸱 ࣄࠕຍえ࡟ࡽࢀࡇ㸪ࡀࡿい࡚ࡗ࡞࡜必須入力ࡀ列ࡢࠖ

ࢺࣥ ࢢࢱศ類ࠕࠖ 自⏤記号類ࠕࠖ 作問者情報ࠕࠖ 付୚ࢢࢱࠕࠖ

者ࠖࢆ入力࡜ࡃ࠾࡚ࡋ㸪問㢟作ᡂࡾྲྀ࡟ࢺࣇࢯ込ࡔࢇ時࡟

ศࠕ࡟㸬特ࡿࡁ࡛ࡀ࡜ࡇ行うࡶ文Ꮠ列検索ࡓࡗ使ࢆࡽࢀࡇ

類ࡣ࡛ࠖࢢࢱ問㢟ࡢ種ูや出㢟ࡘ࡟ࢺࣥ࢖࣏ࡢい࡚入࡚ࢀ

㸬ࡿ便利࡛あ࡟㝿ࡿࡍᢳ出࡚ࡵ࡜ࡲࢆ問㢟ࡢ㸪ྠ様࡜ࡃ࠾

出力ࡢ形式ࢻ࢖ࣛࢫやࣝ࢖࢓ࣇࢺࢫ࢟ࢸࡣࠖࢺࣥࣄࠕࡓࡲ

㸪Moodle XMLࡀࡿࢀࡉ཯映ࡶ࡟ 㸪ࡣ࡟場合ࡓࡋ変換࡟

<generalfeelback>〜</generalfeelback>࡛ ᅖ࡛ࢇ出力ࡿࢀࡉ

 㸬ࡿい࡚ࡗ࡞࡟うࡼ

3. 問題作成ソフࢺ 

 問㢟作ᡂࡣࢺࣇࢯWindows XP以降ࡼ࠾びMac OS X 10.4

以降࡟対応ࡾ࠾࡚ࡋ㸪いࡶࢀࡎ無料公開࡚ࡋいࡿ㸬起動ࡍ

࣮ࣘࡳࡢ㸬㸦初回起動時ࡿࢀࡉ表示ࡀ画面࡞うࡼࡢᅗ㸰࡜ࡿ

 㸬㸧ࡿࡍ動作ࡶ࡚ࢀ入ࢆ㸪何ࡀࡿあࡀ場合ࡿࢀࡽࡡ尋ࢆྡ࣮ࢨ

 

 

ᅗ 2 問㢟作ᡂࣥ࢖࣓ࡢࢺࣇࢯ画面 

Figure 2 Multiple-Choice Quiz Generator, main screen 

 

 ᅗ㸰࡛ࡣ表示ࡓࢀࡉ問㢟ࡽ࠿ࢱ࣮ࢹ画面ୖࡢ㸲問࣮ࢹࡢ

࣎ࢡࢵ࢙ࢳࡿあ࡟ᕥ側ࡢ㸪各問㢟ࡋᢳ出࡚ࡗࡼ࡟目視ࢆࢱ

ࡣᢳ出状況ࡢࡇ㸬ࡿい࡚ࡋ表ࢆ状況ࡓࡋ᥇用ࠖࠕ࡛ࢫࢡࢵ

画面ᕥୖࡢ枠ෆࡢ数Ꮠࡢ増減や㸪ࡢࢀࡒࢀࡑ問㢟ࡢᕥ側࡟

表示ࡿࢀࡉ赤い数Ꮠ࡛確ㄆࡿࡁ࡛ࡀ࡜ࡇࡿࡍ㸬赤い数Ꮠࡣ

自⏤࡟書ࡁ換えࡵࡓࡿࡁ࡛ࡶ࡜ࡇࡿ㸪᥇用㡰ࢆ間遊えࡓ場

合ࡣ࡟㸪例え1.5ࠖࠕࢆ3ࠖࠕࡤ ࡽ࠿࡚ࡋ変更࡟値࡞うࡼࡢ

昇㡰ࡀࡅࡔ問㢟ࡓࡋ᥇用࡜ࡿࡍࢡࢵࣜࢡࢆ᥇用῭問㢟ࠖࠕ

࡟容易ࡶ変更ࡢ㸪問㢟㡰ࡵࡓࡿࢀࡉ表示ࡽ࠿࡚ࢀࡉࢺ࣮ࢯ

行うࡿࡁ࡛ࡀ࡜ࡇ㸬 

ࡢ特定࡛࡜ࡇࡿࡍ利用ࢆ全文検索ࠖࠕࡢ㸪画面ୖ部ࡓࡲ 

問㢟ࡢ検索ࢆ行うࡿࡁ࡛ࡀ࡜ࡇ㸬ࡢࡇ機能࣮࢟ࡣワ࣮ࢻ㸳

ࡢ࡛ࡲࡘ AND検索㸪OR検索㸦++記号࡛連結㸧㸪NOT検索

(--記号࡛連結)ࡶ࡟対応࡚ࡋいࡿ㸬 

 表示中ࡢ問㢟ࠕࡣ࡟ࢺ࣮ࢯࡢ問㢟 ID㡰 ᥦ示ࢻ࢖ࣛࢫࠕࠖ

㡰 ᥦ示㡰ࠖࢻ࢖ࣛࢫࠕࡣ࡟㸬㸦厳密ࡿあࡀ㡰࣒ࠖࢲࣥࣛࠕࠖ

赤数Ꮠࡿ出࡟時ࡓࡋࢡࢵࣜࢡࢆ᥇用ࠖࠕࡢᕥ側ࡢ各問㢟ࡣ

感࡜ࡿ必要࡛あࡀ修ṇ࡟㝿ࡢ㸪ḟ回改良ࡵࡓࡿ㡰番࡛あࡢ

㸪࡝࡞場合ࡓࡋ検索࡛ࢻワ࣮࣮࢟ࡢ㸪特定ࡓࡲ㸬㸧ࡿい࡚ࡌ

表示中ࡢᮍ᥇用問㢟ࡽ࠿特定ࡢ問㢟数࡛無作Ⅽᢳ出ࡇࡿࡍ

増ࡢ数Ꮠࡢ枠ෆࡢ画面ᕥୖ࡚ࡋࡑ㸬ࡿあࡶ機能ࡿࡁ࡛ࡀ࡜

減ࢆ確ㄆࠕࡽࡀ࡞ࡋ問㢟᥇用ࠖࡢ枠ෆࡿࡼ࡟ࣥࢱ࣎ࡢ操作

ࢵ࣎ࢡࢵ࢙ࢳࡢᕥ側ࡢ各問㢟ࢆࡳࡢい問㢟ࡓ使い࡚ࡗࡼ࡟

ࣜࢡࢆ作ᡂࠖࠕࡢ㸪画面ྑୖࡽࡓࡗ終わࡋ᥇用ࠖࠕ࡛ࢫࢡ

 㸬ࡿ࡞࡟࡜ࡇࡴ逭࡟ࣉࢵࢸࢫࡢḟ࡚ࡋࢡࢵ

 

 
ᅗ 3 問㢟作ᡂࡢࢺࣇࢯ出力方法選択 

Figure 3 Multiple-Choice Quiz Generator, config for output  

 

 ᅗ㸱ࡢ画面࡛ࡣ出力方法ࢆ選ࡼࡿࡁ࡛ࡀ࡜ࡇࡪうࡗ࡞࡟

㸪ࢺࣥࣄ問㢟㸪ࡢࢀࡒࢀࡑ࡜ࣝࢺ࢖ࢱࡣ㸪初期状態࡛ࡾ࠾࡚

ṇ解ࡢ記号ྑࡀ側ࡢ枠ෆࢺࢫ࢟ࢸ࡟形式࡛表示ࡼࡿࢀࡉう

࡚ࡗࡼ࡟ࡅ付ࡾ㈞㸤࣮ࣆࢥࡲࡲࡢࡑࢆࢀࡇ㸬ࡿい࡚ࡗ࡞࡟

ࡍຍᕤ࡚ࡋ等࡛拾い出ࢺࣇࢯࣟࣉやワ࣮ࢱ࢕ࢹ࢚ࢺࢫ࢟ࢸ

ࡀ࡜ࡇࡿ作ࠖ࡟いう間࡜ࡗあࠕࢆ教ᮦࡢ㸪⣬媒体࡛࡜ࡇࡿ

ࢆࣥࢱ࣎࢜ࢪࣛࡢᕥ側ࡿࡍ決定ࢆ㸪出力形式ࡓࡲ㸬ࡿࡁ࡛

操作࡜ࡿࡍ即ᗙྑ࡟側ࡢ枠ෆࡀ更新ࡼࡿࢀࡉう࠾࡚ࡗ࡞࡟

ࡾࡼ࡟操作ࡢ࡛ࡇࡇ㸪ࡾ Moodle XML形式ࡢ࡬出力ࢆ行う

ࡿࡍ単体動作࡛ୖࢨ࢘ࣛࣈࡶ࡟㸬௚ࡿࡁ࡛ࡀ࡜ࡇ JavaScript

簡易ࡿࡼ࡟ e-learning形式㸦࣮ࣂ࣮ࢧ㸭ࢺࣥ࢔࢖ࣛࢡ環境

࡞ࡁ࡛ࡣ࡜ࡇࡿࡍ記録ࢆ等ࢢ学習ࣟࡵࡓい࡞ࡁ利用࡛ࡣ࡛

いࡀ㸪㸰回࡛ࡲ解答࡛ࡁ㸪要ࡓࡋ時間ࢆ計測࡛ࡿࡁ㸧や㸪

穴埋ࡵ問㢟ࡢ全࡚ࡢ解答ࢆṇ解ࡢ選択肢࡛埋ࡓࡵ暗唱用例

文㞟ࡢ形式࡛ࡶ出力ࡿࡁ࡛ࡀ࡜ࡇࡿࡍ㸬ຍえ࡚㸪ࡢࡇ画面

 㸬ࡿࡁ࡛ࡀ࡜ࡇࡿࡍ変更ࢆ問㢟㡰や選択肢㡰ࡶ࡛ୖ

࡚ࡋㄝ明ࡶい࡚ࡘ࡟ࣥࢱ࣎ࡢ௚ࡢࡑࡢ画面ࣥ࢖࣓࡛ࡇࡇ 

㸲択ࠕࡣ࡟ᕥ側ࡢ問㢟ࡢࢀࡒࢀࡑ㸬ࡃ࠾ 例文ࠕࠖ 穴埋ࠖࠕࠖ

࡛࡜ࡇࡿࡍࢡࢵࣜࢡࢆࡽࢀࡇ㸪ࡾあࡀࣥࢱ࣎ࡢいう㸱色࡜

㸲択ࠖࠕ㸬ࡿࡁ࡛ࡀ࡜ࡇࡿࡍ表示ࡶ形式࡛ࢻ࢖ࣛࢫࢆ問㢟ࡢࡑ

解答ࠖࠕࡢ㸬ྑୖࡿࢀࡉ形式࡛表示࡞うࡼࡢᅗ㸲࡜ࡪ選ࢆ
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ࢡ㸪再ᗘࢀࡉ表示ࡀ○࡟前ࡢ記号ࡢṇ解࡜ࡿࡍࢡࢵࣜࢡࢆ

形式ࢻ࢖ࣛࢫ࡞うࡼࡢࡇ㸬ࡿࡁ࡛ࡀ࡜ࡇࡍ消࡜ࡿࡍࢡࢵࣜ

ࡁ活用࡛ࡶ場面࡛ࡓࡗい࡜ࡿࡏࡉ解答࡚ࡋ教ᐊෆ࡛投ᙳࡣ

 う㸬ࢁあ࡛࡜ࡇࡿ

 

 

ᅗ 4 問㢟作ᡂࡢࢺࣇࢯ四択ࢻ࢖ࣛࢫ画面 

Figure 4 Multiple-Choice Quiz Generator, presentation slide 

 

ࢆ例文ࠖࠕࡢᕥ側ࡢ問㢟ࡢࢀࡒࢀࡑ画面࡛ࣥ࢖㸪࣓ࡓࡲ 

ࡣ場合ࡢࡇ㸪ࡀࡿࢀࡉ表示ࢻ࢖ࣛࢫ࡟様ྠ࡜ࡿࡍࢡࢵࣜࢡ

四択問㢟ࡢṇ解ࡿ࡞࡜選択肢ࡀ問㢟文中ࡀ࣮ࣂ࣮ࢲࣥ࢔ࡢ

5 㸪音ࡵࡓࡿࢀࡉ表示࡚ࢀࡲ込ࡵ埋࡟箇所ࡿࡍ⥆以ୖ連ࡘ

ㄞ練習ࡢ࡝࡞㝿ࡶ࡟利用࡛ࡿࡁ㸬ࠕ࡚ࡋࡑ穴埋ࠖࡢ場合ࡣ

選択肢ࡀ表示࡞ࢀࡉい形࡛問㢟文ࡀ表示ࡵࡓࡿࢀࡉ㸪ṇ解

形式ࢺࢫࢸࢬ࣮ࣟࢡࡢࡵࡓࡍಁࢆ後࡛暗記࣭理解ࡓࡋ示ࢆ

ࢱ࣎ࡣṇ解ࡶ場合ࡢࡇࢇࢁࡕࡶ㸬ࡿࡁ利用࡛࡚ࡋ࡜ᥦ示ࡢ

ࣥ操作࡚ࡗࡼ࡟表示࣭非表示ࢆษࡾ替えࡿࡁ࡛ࡀ࡜ࡇࡿ㸬 

画ࡶ࡟表示中ࢻ࢖ࣛࢫࡣ替えࡾษࡢ࡬表示方法ࡢࡽࢀࡇ 

面ୖྠࡢ色࡛࡜ࡇࡿࡍࢡࢵࣜࢡࢆࣥࢱ࣎ࡢ行うࡁ࡛ࡀ࡜ࡇ㸪

ᕥྑࡢ矢印࣎ࢆࣥࢱ使࡚ࡗ前後ࡢ問㢟࡟ࢱ࣮ࢹ移ࡶ࡜ࡇࡿ

 㸬ࡿࡁ࡛

ࡵࡓ行うࢆ各種設定ࡣࠖࣥࣙࢩࣉ࢜ࠕࡢ画面ୖ部ࣥ࢖࣓ 

ࡍ移行࡟画面࡞うࡼࡢᅗ㸳࡜ࡿࡍࢡࢵࣜࢡ㸪ࡾあ࡛ࡢࡶࡢ

ࢆ範ᅖ指定ࡢ㸪問㢟番号࡚ࡋ࡜機能ࡢ௚ࡢࡑࡣ࡛ࡇࡇ㸬ࡿ

使ࡓࡗᢳ出や㸪ࡢ࡬ୖࢻ࢖ࣛࢫ自⏤記号類ࡢ࡝࡞表示㸪᥇

用῭問㢟ࡢ࡬自⏤記号類୍ࡢ括追ຍや削㝖㸪問㢟࣋ࢱ࣮ࢹ

ࡢ㸪既Ꮡࡳ込ࡾや新規ྲྀࣉࢵ࢔ࢡࢵࣂࡢࢫ࣮ Moodle XML

 㸬ࡿࡁ࡛ࡀ࡜ࡇ行うࢆ࡝࡞変換ࡢࡽ࠿ࢱ࣮ࢹ

ࡢࢻ࢖ࣛࢫ㸪ࡣい࡚ࡘ࡟自⏤記号類㸯࣭㸰ࡕうࡢࡽࢀࡇ 

やࢱ࣮ࢹࢺࢫ࢟ࢸࡾࡼ࡟設定ࡢ㸪出力画面࡛ࡎࡽ࡞ࡳ

Moodle XML形式࡟含ࡿࡁ࡛ࡀ࡜ࡇࡿࡵ㸬ࡢࡇ用途࢖࢔ࡣ

࡞称㸪問㢟ࣞ࣋ࣝྡࢫࣛࢡ日付やࡓࡋ㸪利用ࡀࡔḟ第࢔ࢹ

込ࡾ新規ྲྀࠕ㸪ࡓࡲう㸬ࢁあ࡛ࡿࡁ࡛ࡶ࡜ࡇࡃ࠾࡚ࢀ入ࢆ࡝

࡛ࡀ࡜ࡇࡴ込ࡾྲྀࢆࢫ࣮࣋ࢱ࣮ࢹ問㢟࡚ࡗࡼ࡟ࣥࢱ࣎ࠖࡳ

㸪Excel࡛ࡢࡿࡁ 㸪ࡣ࡟場合ࡓࡗ行ࢆ作業ࡢ側࡛ࣝ࢖࢓ࣇ

毎回࡚ࡗࡼ࡟ࣥࢱ࣎ࡢࡇ問㢟作ᡂࡢࢺࣇࢯ中身ࢆ更新ࡿࡍ

必要ࡀあࡿ㸬 

ࡎ㸰行ࢆ各問㢟ࡣᅽ縮表示ࠖࠕࡿあ࡟ୖྑࡢ画面ࣥ࢖࣓ 

୍ࢆ問㢟ࡢࡃ㸪多ࡵࡓࡿࡁ࡛ࡀ࡜ࡇࡿࡍ表示࡚ࡵ࡜ࡲ࡟ࡘ

覧ࡿࡁ࡛ࡀ࡜ࡇࡿࡍ㸬ࡣࢀࡇᢳ出作業ࡶ࡟便利࡛あࢁう㸬

ࢱ࣎ࡢ㸱色ࡢᕥ側ࡢ問㢟ࡢࢀࡒࢀࡑࡣ࡟㸪ᅽ縮表示中࠾࡞

ࢡࡲࡲࡢࡑ㸪ࡀࡿ࡞࡟ࡳࡢࣥࢱいう࣎࡜ࠖࢻ࢖ࣛࢫࠕࡀࣥ

࣏࡛ୖࣥࢱ㸬࣎ࡿ࡞࡜表示ࡢ四択ࠖ形式࡛ࠕ࡜ࡿࡍࢡࢵࣜ

出ࡀ࣮ࣗࢽ࣓ࣉࢵ࢔ࣉࢵ࣏࡜ࡿࡏࡉ待機ࡃࡽࡤࡋࢆࢱࣥ࢖

ࡢୖࢻ࣮࣮࣎࢟࡟うࡼࡿあ࡟記載ෆ容ࡢࡇ㸪ࡀࡿࡃ࡚ Shift

࣮࢟や Ctrl࣮࢟ࡢᢲୗ࡜組ࡳ合わ࡛࡜ࡇࡿࡍࢡࢵࣜࢡ࡚ࡏ㸪

 㸬ࡿࡁ࡛ࡀ࡜ࡇࡿࡍ形式࡛表示ࡢࢀࡒࢀࡑ

 

 

ᅗ 5 問㢟作ᡂࣥࣙࢩࣉ࢜ࡢࢺࣇࢯ設定画面 

Figure 5 Multiple-Choice Quiz Generator, option settings 

 

 ࡟ࡾわ࠾ .4

 ᮏ稿࡛ࣥࣟ࢔ࢻࣥࢱࢫࡣ型ࢆࢫ࣮࣋ࢱ࣮ࢹࡢ使࡚ࡗ

Moodle用ࡢ問㢟作ᡂࢆ簡便࡟行う方法ࢆ紹௓ࡓࡋ㸬ࡋ࠿ࡋ

Moodle 以外࡛ࡢ問㢟ࡢ再利用࡟ࡲࡊࡲࡉࡶ行えࡀ࡜ࡇࡿ

ᮏ稿࡛紹௓ࡢ࣮ࣝࢶࡓࡋ長所࡛あࡿ㸬 

 Moodleࢆ含ࡵ多ࡢࡃ LMS用ࡢ問㢟作ᡂ࠾࡟࣮ࣝࢶい࡚

現状ࡃࡼ見聞ࡣࡢࡿࡍࡁ㸪࠿ࡋ࡛࣮ࣝࢶࡢࡑ使え࡞い形式

再利用ࡣࢱ࣮ࢹࣝࢱࢪࢹ㸬ᮏ来㸪ࡿ作ᡂ手法࡛あࡢ࡛ࡳࡢ

ྍ能性ࡀ高い࡛ࡎࡣあࡀࡿ㸪ࡇうࡓࡋ現状ࡣ必ࡶࡋࡎ教員

㸬࠿うࢁࡔい࡞ࡣ࡛ࡢい࡞い࡚ࡗࡀ繋࡟満足ࡢ利用者࡝࡞

࡚ࡋࡑ SCORMࡢ࡝࡞共通規格ࡣ多機能࡛ࡣあࡢࡢࡶࡿ㸪

決࡚ࡋ敷居ࡢపい࡞ࡣ࡛ࡢࡶい㸬 

 最後ࡢࡇ࡟問㢟作ᡂࡢࢺࣇࢯ利Ⅼࢆあ࡜㸱ࡘ紹௓࡚ࡋᮏ

稿ࢆ閉ࡿࡍ࡜࡜ࡇࡿࡌ㸬ࡎࡲ㸪問㢟作ᡂ࢖ࣛࣇ࢜ࡣࢺࣇࢯ

࡝࡞㸪ᬑ通教ᐊࡵࡓࡿࡍ動作ࡶ࡛ࣥ Moodleࡀ使え࡞い環

境࡛あࡶ࡚ࡗ㸪ࢆࢱࢡ࢙ࢪࣟࣉ利用ࢻ࢖ࣛࢫ࡚ࡋ表示ࡢ用

途࡛利用ࡿࡁ࡛ࡶ࡜ࡇࡿࡍ㸬ࡢࡇ場合㸪Windows XPࣃࡢ

繋࡟ࢺࢵࢿ࣮ࢱࣥ࢖㸪ࡶ࡚ࡗあ࡛ࡢࡶ少々古い࡝࡞ࣥࢥࢯ
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 㸬ࡿࡁ࡛ࡀ࡜ࡇࡿࡍ利用࡟い形࡛安全࡞ࡀ

ࣇ出力ࡢMoodle XML形式࡛ࡢ࡛ࢺࣇࢯ㸪問㢟作ᡂࡓࡲ 

ࡢࣥࣙࢪ࣮ࣂࡢ࡝ࡣࣝ࢖࢓ Moodle࡛ࡶ動作ࢆ࡜ࡇࡿࡍ確

ㄆ࡚ࡋいࡿ㸬あいࡃ࡟筆者ࡣあࡾࡲ詳ࡃࡋ理解࡛࡚ࡁい࡞

いࡀࡔࡢ㸪Moodle࡛ࣥࣙࢪ࣮ࣂࡣ間ࡢ問㢟ࡢࢱ࣮ࢹ移行時

ࡋ࠿ࡋ㸬ࡿあ࡛࡜ࡇࡢ࡜ࡿあࡀ࡜ࡇࡿࡍ瘠生ࡀࣝࣈࣛࢺ࡟

ᮏࡣ࡛࣮ࣝࢶ問㢟ࡣࢱ࣮ࢹ全࡚ Excel࡛管理ࡿࡍ形式ࡢ࡞

࡛㸪作ᡂࡓࡋ四択問㢟ࢆ全୍࡚括管理ࡁ࠾࡚ࡋ㸪Moodle

࡛ᥦ供ࡓࡋい問㢟ࡢࡑࢆࢱ࣮ࢹ都ᗘ問㢟作ᡂࡗࡼ࡟ࢺࣇࢯ

࡚ Moodle XML形式࡛作ᡂ࡚ࡋ Moodleࡾྲྀ࡟込ࡼࡴう࡟

 い㸬࡞ࡋษ瘠生୍ࡣ問㢟ࡓࡋうࡇ㸪ࡤࢀࡍ

 最後࡟㸪問㢟作ᡂࡣࢺࣇࢯᕷ販࢙࢘ࢺࣇࢯࢫ࣮࣋ࢱ࣮ࢹ

ࡿあ࡛࢔ FileMaker ࡚ࡋࡑ㸬ࡿい࡚ࡋ開瘠࡚ࡗࡼ࡟

FileMakerࢆ所᭷࡞ࡋい方࡛ࡶ利用࡛ࡼࡿࡁう࣒ࣛࣥ࢖ࢱ

版࡚ࡗࡼ࡟ᥦ供࡚ࡋいࡀࡿ㸪FileMakerࡳ῭࣮ࣝࢺࢫࣥ࢖ࢆ

࢓ࣇࡿ行えࡶ改良等ࡋ動作࡟ᒙ軽快୍ࡤࢀあ࡛ࣥࢥࢯࣃࡢ

㸪࡛ࡢࡿい࡚ࡋᥦ供࡛ࡋ࡞設定࢕ࢸࣜࣗ࢟ࢭࡢษ୍ࢆࣝ࢖

FileMakerࡿࡼ࡟開瘠࡟通࡚ࡌいࡿ方࡛あࡤࢀ自⏤࡟改変

 い㸬࡞い࡚構わࡔࡓい࡚ࡋ

 

 謝辞 問㢟ࡼ࠾ࢫ࣮࣋ࢱ࣮ࢹび初期状態ࡢ問㢟作ᡂࢯ

短文穴࡚ࡋ࡜ࣝࣉࣥࢧࡿࡁ㸪非営利目的࡛利用࡛ࡣ࡟ࢺࣇ

埋ࡵ形式ࡢ㸲択問㢟 667問ࡀ཰録࡚ࢀࡉいࡍࡲ㸬ࡢࡇ問㢟

㸪ࡓࡲ㸬ࡍࡲࡋࡓ感謝い࡟山ෆ真理ඛ生ࡓࡗࡉୗ࡚ࡋᥦ供ࢆ

ᮏ開瘠஦例ࡣ 2013ᖺᗘ࣋ࣥࣙࢩ࣮࣋ࣀ࢖࣭ࣝࢻ࣮࣒࣭ࢺࢫ

賞優秀賞࡚ࡋ࡜表ᙲࡓࡋࡲࢀࡉ㸬推薦࡚ࡋୗࡓࡗࡉ方々㸪

投票いࡔࡓいࡓ皆様࡟感謝いࡍࡲࡋࡓ㸬ຍえ࡚㸪ᮏ࣮ࣝࢶ

ࡣ開瘠ࡢ 2012〜2014ᖺᗘ 科研㈝基┙研究(C) (課㢟研究番

号 24520675)ࡢ助ᡂ࡚ࡅཷࢆいࡍࡲ㸬



MoodleMoot Japan 2013 Proceedings  
 

ⓒ2013 Moodle Association of Japan 43 
 

355 
 

医学部教育࠾࡟けࡿ moodle活用ࡢ現状࡜課題 
 

ῦ⏣ 義和†1 
 

医学部教育࡛ࡣᗙ学ࡿࡼ࡟知識学習࡟ຍえ㸪臨床現場࡛ࡢ手技㸦ࣝ࢟ࢫ㸧や態ᗘࡢ学習ࡶ必要ࡿ࡞࡜㸬特ࣝ࢟ࢫ࡟や

態ᗘࡣ e࣮࡛ࣛࡳࡢࢢࣥࢽ学習ࡣ࡜ࡇࡿࡍ困㞴࡛あࡾ㸪演習授業ࡢ࡜組ࡳ合わࡀࡏ必要ࡿ࡞࡜㸬ᮏ研究࡛ࡣ㸪医学部
ࡿࡅ࠾࡟ moodle活用஦例ࡋ࡜ 㸦࡚㸯㸧ࢆࣥࣙࢩࢵ࢝ࢫ࢕ࢹࡢ࡛࣒࣮࢛ࣛࣇ通ࡓࡌᗙ学形式ࡿࡅ࠾࡟授業࡛ࡢ利用㸦㸰㸧
ᑠࢆࢺࢫࢸ利用ࡓࡋ基礎医学授業ࡢ学習支援㸦㸱㸧動画教ᮦやᑠࢆࢺࢫࢸ予習課㢟࡚ࡋ࡜୚えࡓうえ࡛཯転授業的࡟

行うࣥࣙࢩ࣮࣑ࣞࣗࢩ演習授業 ࡘ࡟い࡚紹௓ࡋ㸪௒後ࡢ課㢟や展望ࢆ述ࡿ࡭㸬 

 

Problems and Strategies for Improvement in the Use of Moodle in 
Medical Education 

 

Yoshikazu ASADA†1 
 

In medical education, not only knowledge but also skills and attitudes are also important. It is hard to learn these things only by 
e-learning and the blended learning is needed. In this report, three cases about using moodle in medical education are introduced: 
1) discussion with forum online and classroom lectures about medical ethics and instructional design; 2) study support with 
quizzes in basic medicine and science classes; and 3) flipped classroom in medical simulation. All these cases have been started 
over the past two years and there is much that needs further improvement. There are two things for the next step of improvement: 
1) faculty development in using Moodle; 2) analysis about students’ readiness for using Moodle, such as their situation in access 
to PCs and their internet connection environment. 

 
 

  ࡟めࡌࡣ .1

 医学部ࡿࡅ࠾࡟教育࡛ࡣ㸪ᗙ学ࢆ主体ࡿࡍ࡜知識学習࡟

ຍえ㸪臨床現場࡛必要ࡿࢀࡉ࡜手技や態ᗘࡢ学習ࡶ必要୙

ྍḞ࡛あࡿ㸬近ᖺ㸪e 整ࡢ学習環境ࡓࡋ利用ࢆࢢࣥࢽ࣮ࣛ

備や実践ࡢ஦例ࡀ増ຍ࡚ࡋいࡀࡿ㸪特ࣝ࢟ࢫ࡟や態ᗘࡢ学

習ࡘ࡟い࡚ࡢ࡛ୖࣥ࢖ࣛࣥ࢜ࡣ学習࡛ࡳࡢ完結࡜ࡇࡿࡏࡉ

࢕ࢹࣥࣞࣈࡿࡼ࡟ࡏ合わࡳ組ࡢ࡜㸪演習授業ࡾ困㞴࡛あࡣ

ࡶい࡚ࡘ࡟㸬୍方㸪知識ࡿい࡚ࢀࡽࡵ求ࡀࢢࣥࢽ࣮ࣛࢻࢵ

医学部࡛ࡣ膨大࡞㔞ࡢ学習ࡀ求ࡾ࠾࡚ࢀࡽࡵ㸪知識学習ࡢ

࡚ࡋ࡜ࢺ࣮࣏ࢧ e࣮ࣛࢢࣥࢽ教ᮦࢆ利用ࡣ࡟࡜ࡇࡿࡍ大ࡁ

 㸬ࡿあࡀ利Ⅼ࡞

 ᮏ論文࡛ࡣ㸪医学部ࡿࡅ࠾࡟moodleࡢ活用஦例࡚ࡋ࡜以

ୗࡢ  㸬ࡿࡍ紹௓ࢆ஦例ࡢࡘ3

 医療倫理ࡢ授業ࡿࡅ࠾࡟࡝࡞㸪ࢆ࣒࣮࢛ࣛࣇ利用ࡓࡋ

 び課㢟ᥦ出㸦態ᗘ学習㸧ࡼ࠾ࣥࣙࢩࢵ࢝ࢫ࢕ࢹ

 ᑠࢆࢺࢫࢸ用いࡓ基礎医学ࡢ授業ࡿࡅ࠾࡟学習支援

㸦知識学習㸧 

 動画教ᮦࢆ予習課㢟࡚ࡋ࡜ᥦ示ࡿࡼ࡟࡜ࡇࡿࡍ㸪཯転

授業的ࣥࣙࢩ࣮࣑ࣞࣗࢩ࡞授業㸦ࣝ࢟ࢫ学習㸧 

 いࡢࢀࡎ஦例ࡶ筆者ࡢ所属ࡿࡍ大学࡛ࡇࡇࡣ 1~2ᖺ࡛実

践ࢆ始ࡓࡵ஦例࡛あࡾ㸪解決ࡁ࡭ࡍ様々࡞課㢟ࡶᏑᅾ࡚ࡋ

いࡿ㸬以ୗ࡛ࡣ㸪ࡢࢀࡒࢀࡑ実践஦例ࡢ紹௓࡜合わ࡚ࡏ㸪

現ᅾྲྀࡾ組࡛ࢇいࡿ課㢟解決࡟関࡚ࡋ述ࡿ࡭㸬 

                                                                 
†1 Jichi Medical University 

2. フ࢛࣮࣒࡛ࣛࢩࢵ࢝ࢫ࢕ࢹࡢョン 

 筆者ࡣ医学部ࡢ 1ᖺ生࡟対࡚ࡋ行࡚ࡗいࡿ医療倫理ࡢ授

業࠾࡟い࡚㸪各回ࢺ࣮࣏ࣞࡢ課㢟ᥦ出࡟ moodle࣮࢛ࣛࣇࡢ

࣒機能ࢆ利用࡚ࡋいࡿ㸬ᮏ஦例ࡣ昨ᖺࡢ moodle moot࡛ ࡶ

紹௓ࢆ行[1]ࡓࡗ㸬ࡢࡇ授業࡛ࡣ脳死や臓器移植࣮ࢸࡢ࡝࡞

ࢵ࢝ࢫ࢕ࢹࣉ࣮ࣝࢢࡿࡼ࡟形式࢙ࣇ࢝ࢻワ࣮࡚ࣝࡋ対࡟࣐

毎回ࢆࢺᑠ࣏࣮ࣞࡢ࡚ࡋ࡜ࡵ࡜ࡲࡢࡑ行い㸪ࢆࣥࣙࢩ

moodleୖ࡛ᥦ出࡚ࡏࡉいࡿ㸬2ᖺ間ࡢ実践ࢆ通࡚ࡌ㸪moodle

ୖ࡛ᑠ࣏࣮ࣞࢆࢺ毎回ᥦ出ࡘ࡟࡜ࡇࡿࡍい࡚㸪学生ࡢࡽ࠿

࡞ࢀࡽ得ࡣ意見ࡿい࡚ࡌ感ࢆ困㞴࡝࡯ࢀࡑࡣ࡛ࢺ࣮ࢣࣥ࢔

࡛ࡢࡿ用いࢆ⣬媒体࡟うࡼࡢ㸪ᚑ来ࡽ࠿࡜ࡇࡢࡇ㸬ࡓࡗ࠿

い࡚ࡘ࡟࡜ࡇࡿࡍᥦ出ࢆࢺ࣮࣏࡛ࣞୖࣥ࢖㸪࢜ࣥࣛࡃ࡞ࡣ

㸪࠾࡞㸬ࡿࢀ思わ࡜ࡿ能࡛あྍࡀ࡜ࡇࡃい࡚ࡅ⥆ࡶ௒後ࡣ

୍部ࡢ学生ࡣ自身ࡢ PC環境ࡀ整う࡛ࡲ学ෆ࣮ࣗࣆࣥࢥࡢ

ࡽ࠿ᐊࢱ moodle࡚ࡋࢫࢭࢡ࢔࡟いࡓ㸬新学期ࡀ始ࡓࡗࡲ当

初ࡽ࠿ moodleୖ࡛課㢟ࢆ出࡟ࡍ当ࡣ࡚ࡗࡓ㸪学生ࡢ IT環

境࡟関ࡿࡍ調査ࡶ࡝࡞合わ࡚ࡏ行ࡃ࠾࡚ࡗ必要ࡀあ࡛ࡢࡿ

 㸬࠿い࡞ࡣ

 昨ᖺྠ様㸪௚人࡛ୖ࣒࣮࢛ࣛࣇࢆࢺ࣮࣏ࣞࡢ閲覧ࡋ㸪参

考࡚ࡋ࡜いࡿ学生ࡣ多ࡀࡓࢀࡽࡳࡃ㸪ࡽ࠿ࡇࡑ学生ྠ士࡛

ࡗ࠿࡞ࡁ観察࡛ࡣ様子ࡿい࡚ࡏࡉ瘠展ࢆࣥࣙࢩࢵ࢝ࢫ࢕ࢹ

㸬୍ࡓ 方㸪筆者ࡢ担当ཷࡿࡍ講生ࡀ 20ྡ弱ࡢ選択科目࠾࡟

い࡚ྠࡶ様ࡢ課㢟形式ࢆᥦ示ࢁࡇ࡜ࡓࡋ㸪特ࢆࢺ࣓ࣥࢥ࡟

付࡟࡜ࡇࡿࡅ対࡚ࡋ教員側ࡽ࠿積極的࡞支持ࢆ出ࡶ࡜ࡎࡉ㸪

学生ࡀ自瘠的ࢆࢺ࣓ࣥࢥ࡟付ࡅ合࡚ࡗ議論ࢆ深࡚ࡵいࡿ様
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子ࡀ観察ࡓࢀࡉ㸬 

ࡵࡓࡿ必修࡛あࡣ授業ࡢ㸪医療倫理࡚ࡋ࡜⏤理ࡢࡇ  100

人以ୖ࡜いう大人数࡛あࡾ㸪࡟ࢺ࣮࣏ࣞࡢ࡝目ࢆ通ࢥ࡚ࡋ

ࡇいう࡜ࡿい࡚ࡗ࡞ࡃ࡞ࡽ࠿ศ࠿ࡢ良いࡽࡓࡅ付ࢆࢺ࣓ࣥ

㸪ࡃ࡞少ࡀ人数ࡣ㸬選択科目࡛ࡿࢀࡽ考え࡚ࡋ࡜⏤理ࡀ࡜

全員ࡢᥦ出ࢆㄞࡢ࡝࡯ࢀࡑࡶ࡜ࡇࡴ㈇荷ࡎࡽ࡞࡟㸪結果࡜

ࡣ࡛ࡢࡔࢇ逭ࡀࣥࣙࢩࢵ࢝ࢫ࢕ࢹࡿࡼ࡟返信ࢺ࣓ࣥࢥ࡚ࡋ

ࡵ㸪予ࡣい࡚࠾࡟授業ࡢ大人数࡛࡟㸪特ࡵࡓࡢࡇ㸬࠿い࡞

ࡀ㸪学生࡚ࡋ࡝࡞ࡿࡍ指定ࢆࣉ࣮ࣝࢢ合うࡅ付ࢆࢺ࣓ࣥࢥ

௚人ࢆࢺ࣮࣏ࣞࡢㄞࡴ㈇荷ࢆ軽減ࡀ࡜ࡇࡿࡏࡉ改善策୍ࡢ

 㸬ࡿࢀࡽ考え࡚ࡋ࡜ࡘ

3. ᑠࡿࡼ࡟ࢺࢫࢸ演習機会ࡢ増ຍ 

 生໬学ࡢ࡝࡞基礎医学㸪あࡿいࡾࡼࡣ基ᮏࡿ࡞࡜物理࣭

໬学࣭生物࡜いࡓࡗ理科ࡢ基礎࡟関ࡿࡍ授業࠾࡟い࡚ࡣ㸪

知識定着࡚ࡋ࡜ࢺ࣮࣏ࢧࡢ㸪毎回ࡢ授業後࡟宿㢟࡚ࡋ࡜

moodleࡢᑠࢆࢺࢫࢸᥦ示ࢆ࡜ࡇࡿࡍ行࡚ࡗいࡿ㸬2013ᖺᗘ

㸪ࡵࡓࡓい࡚ࡋ࡜任意ࡣ利用ࡢࢺࢫࢸᑠࡣい࡚࠾࡟実践ࡢ

学生࡚ࡗࡼ࡟利用㢖ᗘࡀ大ࡃࡁ異࡚ࡗ࡞い࡜ࡿいう状況ࡀ

ࣥࣛࢆ問㢟ࢺࢫࢸᑠࡢ過去࡟㸬୍方㸪試験期間中ࡓࢀࡽࡳ

㸪120ࢁࡇ࡜ࡓࡋ再ᥦ示࡚ࡋ࡜問㢟࣒ࢲ 人ࡢ学生࡭ࡢࡀ

1600回ࢆ超え࡚ࡋࢆࢫࢭࢡ࢔ࡿいࡀ࡜ࡇࡿ明ࡗ࡞࡜࠿ࡽ

ࡣ高い学生ࡢ利用㢖ᗘ࡟㸬特ࡓ 70回以ୖࡢࡶ཯復学習࡟利

用ࡾ࠾࡚ࡋ㸪試験前ࡢ復習学習用教ᮦࡶ࡚ࡋ࡜積極的࡞活

用ࡓࢀࡽࡳࡀ㸬୍方࡛㸪授業開始時ࡽ࠿試験終了時୍࡛ࡲ

ᗘࢆࢫࢭࢡ࢔ࡶ試࡚ࡳい࡞い学生ࡓࢀࡽࡳࡶ㸬 

ࡢ⏤理ࡢࡇ  ୖࡕ立ࢆࢨ࢘ࣛࣈ࡚ࡋ起動ࢆ㸪PC࡚ࡋ࡜ࡘ1

ࡢ㸪moodleࡆ ID࣭ࢫࣃワ࣮ࢆࢻ入力࡚ࡋᑠࡓ࡛ࡲࢺࢫࢸ

࡛ࡢࡿいࡶ学生ࡿい࡚ࡋ㎢易࡟ࡉ多ࡢいう手㡰࡜ࡃ着ࡾ࡝

ࡣ࡚ࡗࡼ࡟㸬実㝿㸪学生ࡿࡍ推察࡜࠿い࡞ࡣ iPad࣍ࡢ࡝࡞

࣮࣒画面࡟ moodleࢆ瘡録ࡾ࠾࡚ࡋ㸪ࡢࡵࡓࡿࡍࢫࢭࢡ࢔手

間ࢆ削減ࡼࡿࡍうࡾྲྀ࡞組ࢆࡳ行࡚ࡗいࡿ㸬特࡟ᑠࢺࢫࢸ

㸪前ࡣい࡚ࡘ࡟教ᮦࡓࡋ࡜前ᥦࢆ利用ࡢࡋ返ࡾ繰࡟うࡼࡢ

述ࡼࡢうࢺ࣮࣏ࣞ࡞課㢟࡜異ࡾ࡞㸪ࡁࡍ間時間࡟簡単࢔࡟

考࡜ࡿい࡚ࡋ適ࡀ利用方法࡞うࡼࡿ行えࢆ㸪学習ࡋࢫࢭࢡ

えࡿࢀࡽ㸬PC保᭷状況࡜合わࡏ㸪࢛ࣥࣇࢺ࣮࣐ࢫやࣞࣈࢱ

利用࡛࡟㸪短時間࡛容易ࡋ考慮ࢆ࡝࡞ࢫࢭࢡ࢔ࡢࡽ࠿ࢺࢵ

 㸬࠿い࡞ࡣ࡛ࡢࡿ࡞࡟必要ࡶ࡜ࡇࡿࡵ逭ࢆࡾ環境作ࡿࡁ

࡜反転学習ࡿけ࠾࡟ョン教育ࢩュ࣮࣑ࣞࢩ .4
 活用ࡢ࡚ࡋ

 医療教育ࡿࡅ࠾࡟手技や態ᗘࡢ教育ࡣ㸪࣐ࣥ࢟ࢿ人形࡞

ࡋ࠿動ࢆ身体࡟㸪実㝿ࡌ通ࢆࣥࣙࢩ࣮࣑ࣞࣗࢩࡓ用いࢆ࡝

࡚学ࡀ࡜ࡇࡪ୙ྍḞ࡛あࡿ㸬ࣥࣙࢩ࣮࣑ࣞࣗࢩࡢࡇ教育ࢆ

࣑ࣞࣗࢩࡾ限࡞能ྍࡣ࡟㸪授業時間ࡣ࡟行う࡟効果的ࡾࡼ

ࢀࡽࡵ求ࡀ࡜ࡇࡿࡍ࡟うࡼࡿࡁ演習࡛ࡀ学生࡚ࢀ触࡟ࢱ࣮

利用方法ࡢ器ලࡿࡍ利用࡛ࣥࣙࢩ࣮࣑ࣞࣗࢩ㝿㸪ࡢࡇ㸬ࡿ

や手技ࡢ手㡰࡟関ࡣ࡚ࡋ学習者ࡀ予習࡚ࡋ࡜行ࡇࡿࡃ࡚ࡗ

 㸬ࡿࡁ࡛ࡀ࡜ࡇࡿࡍ࡜ࡢࡶ࡞᭷意義ࡾࡼࢆ㸪授業時間࡛࡜

授業ࣥࣙࢩ࣮࣑ࣞࣗࢩࡢ㸪現ᅾ㸪୍部ࡽ࠿背ᬒࡓࡋうࡇ 

㸬཯転ࡿい࡚ࡗ行ࢆ実践ࡿࡼ࡟形式ࡢい࡚㸪཯転授業࠾࡟

授業ࡣ࡜㸪ᚑ来࡛あࡤࢀ授業中࡟行࡚ࡗいࡓ新ࡋい知識ࡢ

ᥦ供ࢆ宿㢟࡚ࡋ࡜ᥦ示ࡋ㸪授業時間ࡢࡑࡣ࡟予習知識ࢆ用

いࡓ演習ࢆ行う࡜いう形式࡛あࡿ㸬 

ࡵ㸪予ࡣい࡚࠾࡟཯転授業ࡢࣥࣙࢩ࣮࣑ࣞࣗࢩ  moodle

࡚ࡋ࡜予習課㢟ࢆ࡝࡞資料ࢻ࢖ࣛࢫ動画教ᮦやࡓࡋ掲載࡟

ᥦ示ࡋ㸪簡単࡞知識確ㄆࡢᑠࢆࢺࢫࢸ用い࡚ࡢࡑ定着ᗘ合

いࢆ確ㄆ࡚ࡋいࡿ㸬ࡼࡢࡇう࡛ࣥࣙࢩ࣮࣑ࣞࣗࢩ࡚ࡋ࡟必

要࡞஦前知識ࡘ࡟い࡚ࡣ各自ࡀ独学࡛知識ࡓࡅࡘࢆうえ࡛㸪

授業時間中ࢆࢱ࣮࣑ࣞࣗࢩ࡟利用ࣝ࢟ࢫࡓࡋ学習ࢆ行う࡜

いう形式ࢆ試験的࡟運用࡚ࡋいࡿ㸬 

 ᚑ来ࡢ形式࡜異ࡾ࡞㸪予習ࢆ通࡚ࡌ学生自身࣑ࣞࣗࢩࡶ

ࡢ࡬㸪演習ࡵࡓࡿい࡚ࡋ理解ࢆ࠿ࡁ࡭行うࢆ何࡛ࣥࣙࢩ࣮

㸪指ᑟやࡓࡲ㸬ࡿ࡞࡜能ྍࡀ࡜ࡇ行うࡃ素早ࢆࡾ࠿࠿ࡾྲྀ

┘督ࢆ行う教員ࡢ㈇担ࢆ軽減࡚ࡗࡀ࡞ࡘࡶ࡟࡜ࡇࡿࡍいࡓ㸬 

 ୍方㸪ࡇࡔࡲうࡓࡋ学習形態ࡣ࡟୙័࡞ࢀ学生ࡶ多ࡃ㸪

予習用課㢟ࢆ実施࡞ࡇ࡚ࡋい学生ࡿࢀࡽࡳࡶ㸬ࡋ࠿ࡋ㸪授

業中ࡶ࡟動画教ᮦࢆ閲覧ྍ能࡛࡜ࡇࡃ࠾࡚ࡋ࡜㸪動画ࢆ適

宜確ㄆ࡟ࢱ࣮࣑ࣞࣗࢩࡽࡀ࡞ࡋ触ࢀ㸪演習ࢆ逭࡚ࡵいࡃ様

子ࡓࢀࡽࡳࡀ㸬ࡓࡲ㸪予習ࡓࡁ࡚ࡋ࡞ࡇࢆ学生ࡢ中ࡣ࡟㸪

逭࡛ࢇ௚ࡢ学生ࡢ演習࡚ࡋࢺ࣮࣏ࢧࢆいࡓࢀࡽࡳࡶࡢࡶࡿ㸬

཯転授業ࡢ形式ࡣ࡟改善ࡢ余地ࡶ多ࡃ考えࡀࡿࢀࡽ㸪学生

 㸬ࡿࢀ思わ࡜ࡢࡶࡿあࡢ意義ࡣ࡟ࡿࡍ逭ಁࢆ学習࡞自瘠的ࡢ

5. e࣮ࣛニンࢢ利用࡟関ࡿࡍ FDࡢ必要性 

 学ෆ࡛ moodleࢆ利用ࡓࡋ学習環境ࡢ整備ࡼ࠾び実践ࢆ

逭࡚ࡵいࡃうえ࡛㸪担当教員ࡢ FDࡣ㔜要࡛あࡿ㸬現ᅾ㸪

Moodleࡢ活用࡟関ࡿࡍ FDࡣᖺ࡟数回程ᗘ行࡚ࡗいࡀࡿ㸪

ࡶ必要性ࡢ周知徹底ࡿࡍ関࡟著作ᶒࡢຍえ࡚㸪教ᮦ࡟ࢀࡇ

 㸬ࡿい࡚ࢀࡽࡳ

 教育機関ࡿࡅ࠾࡟複製ࡘ࡟い࡚㸪教ᮦࡢ公衆送信ࡀㄆࡵ

場ࡿい࡚ࢀ行わࡀ⥅時中ྠࡢ副会場࡛࡜主会場ࡣࡢࡿࢀࡽ

合࡛ࡳࡢあࡿ㸬࡞ࡍわࡕ㸪moodleࡼࡢう࡛ୖࣥ࢖ࣛࣥ࢜࡞

動画や PDFࡢ教ᮦࢆ掲載ࡋ㸪学生ࡀ自⏤࡟閲覧࡛ࡿࡁ環境

 㸬ࡿࡍ瘠生ࡀ問㢟ࡢ㸪著作ᶒ処理ࡣ࡚ࡗࡓあ࡟ࡿ整えࢆ

 ௒後㸪moodleࡿࡍ࡜ࡵࡌࡣࢆ e࣮ࣛࢢࣥࢽ環境ࡢ整備ࢆ

行い㸪ࡢࡑ利用ࢆ増ຍ࡟ࡿࡏࡉあࡣ࡚ࡗࡓ㸪LMSࡢ利用方

法ࡎࡽ࡞ࡳࡢ㸪ࡢࡑ教ᮦ作ᡂ࡟関ࡿࡍ情報ᥦ供ࡶ必要୙ྍ

Ḟࢁࡔࡿ࡞࡜う㸬 
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A Beginner’s Guide to Blending Traditional Paper-Based Courses 
With Moodle 

 

Mark DONNELLAN†1 
 
This paper proposes that beginners can face difficulties in using Moodle due to two factors, lack of training and 
experience, and a lack of access to technology. The paper aims to offer suggestions for such beginners. Following 
the introduction, section 2 will discuss some considerations for beginners implementing Moodle. Next, three tasks 
that can be done using Moodle across various levels of access, i.e., in situations ranging from all students having 
access to a computer in class to no in-class access, are described. These tasks were trialed at 3 universities in the 
Kansai region, and student and teacher feedback was collected. The descriptions of each of the three tasks are 
followed by a summary of teacher or student feedback on the tasks. In concluding the paper, advice and caution 
points for beginners wishing to use Moodle in their classes is offered. 

 

 ࢻ࢖࢞ࡢためࡢ初心者ࣝࢻ࣮࣒
TEFLࡢ授業࡛ࡢ活用方法 

 

 1†ࣥࣛࢿࢻ ࢡ࣮࣐
 

いう࡜୙足ࡢࢫࢭࢡ࢔ࡢ࡬࣮ࢪࣟࣀࢡࢸࡣいࡿあࠊ୙足ࡢ実習ࡣ初心者ࠊࡾࡓあ࡟ࡿࡍ使用ࢆࣝࢻ࣮࣒ Ⅼ࡛戸ࡢࡘ2
惑いࢆ感ࡢࡇࠋࡿࡌ論文ࡼࡢࡑࡣう࡞初心者ࡢ࡬いࡢ࠿ࡘࡃᥦ言ࠋࡿࡍࢆ初心者ࢆࣝࢻ࣮࣒ࡀ授業࡟ᑟ入࡟ࡿࡍあࡓ
ࢆࢡࢫࢱࡓࡋ使用ࢆࣝࢻ࣮࣒ࡢ࡛ୖࡓࡋ考慮ࢆࢫࢭࢡ࢔ࡢ࡬࣮ࢪࣟࣀࢡࢸࡿゆࡽあࠊ後ࡓࡌ論ࢆⅬࡁ࡭ࡿࡍ考慮ࡾ 3
ࡢ関西圏ࡣࢡࢫࢱࡢࡽࢀࡇࠋࡿࡍ紹௓ࡘ ࠋࡿい࡚ࢀࡉ検証ࡶࢡࢵࣂࢻ࣮࢕ࣇࡢ学生ཬび教員ࠊࢀࡉ大学࡛実践ࡢࡘ3
最後ࢆࣝࢻ࣮࣒ࠊ࡟授業࡟ᑟ入࡟ࡿࡍ当ࡢ࡚ࡗࡓ注意Ⅼࢆ考察ࠋࡿࡍ 

 
 
 

1. Background 

  While many advanced practitioners are using Moodle in new 
and innovative ways and moving from traditional paper-based 
courses to a Moodle, such innovations may prove daunting for 
beginners. This paper proposes that using Moodle may be 
difficult for beginners in two areas:  

1.  A lack of experience and training on the part of the 
teacher  

2.  A lack of access to technology 
Even though many institutions are offering increased access to 
computers for classroom use, this lack of access is still at the 
very least a short-term concern. This paper will first outline 
some considerations for beginners. Next, an overview of four 
Moodle activity modules and the Moodle mobile app, and 
suggestions for pedagogical tasks using these Moodle will be 
offered. Following on from each suggested task, there will be a 
summary of feedback from students’ who have performed these 
tasks or teachers who have used them with students. Finally, the 
paper will conclude by offering advice for teachers wishing to 
integrate Moodle into their syllabus. 

2. Considerations for Beginners 

A primary concern for teachers wishing to use Moodle is the 
level of access. Table 1 outlines in-class access can range from 
situations with no to all students having a computer in class. 
Smartphones may be a resource that is overlooked, however, a 
survey carried university B (see Section 3.1) in April 2014 
indicated that 100% of the respondents (n: 35) had smartphones. 
Outside of class students will most likely have access to a  
                                  
†1 Kwansei Gakuin University 

computer, this was the case for students at all three universities 
mentioned in section 3.  

Table 1 Levels of access 
In Class Outside Class 

None (traditional classroom) 
Teacher only (e.g., a computer 
projected onto a screen) 
Smartphones 
Tablets 
Computer 

Smartphones 
Tablets 
Computer 

Aside from concerns about access, teachers may also face 
challenges in relation to institutional constrains. Online in class 
activities such as Moodle Chat may not work well due to the 
school’s network speeds and restrictions.  
A final crucial consideration that beginners may be attracted to 
Moodle just for it’s novelty value rather than it’s pedagogical 
value, it is always crucial to consider the pedagogical value of 
Moodle activities before implementing them. 

3. Activity Modules and Tasks 

This section will introduce four Moodle activity modules: 
Assignments (Moodle, 2013a), Chat (Moodle, 2013b), Forums 
(Moodle, 2013c), and Hotpot (Moodle, 2013d), and offer 
suggestions for implementing them across the various levels of 
access outlined in Table 1. From section 3.2 to 3.5, each section 
offers generic step-by-step guide to each suggested task which 
teachers can adapt to fit their own classroom needs. This is 
followed by a description of the specific tasks that were used 
for this paper. Finally, student and/or teacher reflections on each 
of the three tasks will conclude each section.  
 3.1 Background to the Universities 
The tasks outlined in section 3.2-3.5 were carried out at three 
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universities in the Kansai region of Japan. Students at 
university A had lessons conducted in a PC classroom where 
each student had access to a computer. At university B the 
lessons were held in a regular classroom, but as stated in section 
2, all students had access to smartphones. At university C the 
lessons were also held in a regular classroom, but the use of 
smartphones was not encouraged by the administration due to a 
perception that the students were unmotivated and that 
smartphones might prove to be a distraction rather than a 
learning tool. All three universities had computer labs, which 
students could use outside class.  
 3.2 Chat 
The Chat Module (Moodle, 2013b) allows for real-time online 
chat between users within a course. While this activity module 
can be used with a smartphone, in-class access to a computer is 
recommended. A useful feature of the chat activity module is 
that students’ can be grouped into separate groups so that they 
can only see their own group members chat. To do this, choose 
common module settings > separate groups when adding the 
chat activity. Then, in course administration > users >groups 
allocate the students to groups as the task requires.  
A suggested task that takes advantage of these separate groups 
is as follows: 

1.  The teacher begins an real-time chat with students 
grouped into two groups, A and B. Anything that students 
type in group A will only be visible to members of that 
group and likewise for group B.  

2.  Students are given a sample or an explanation of an 
information gap task (see Cohen, Donnellan & Crawford, 
2012). 

3.  The chat environment is can be used to facilitate 
pre-task planning (see Willis, 1996). The teacher can feed 
information to one group at time to create an information 
gap, and the student discussion may also include 
information that adds to an information gap.  

4.  When the pre-task planning has been completed, 
students are paired (A with B) to perform the task in the 
traditional way.  

This task was trialed with a class of eighteen 1st year English 
majors at university A. Students were studying a textbook unit 
on directions. The students had a map with 10 unlabeled 
buildings/landmarks on it and 5 labeled buildings/landmarks on 
it. In the online pre chat group A was expected to label 5 of the 
10 unlabeled buildings/landmarks based on teacher instructions 
and group B was expected to label the other 5. The teacher 
wrote prompts for each group in the online chat and moved 
around the classroom physically writing some of the answers 
(building names or landmarks) on individual student maps. 
These students could then share the details of the location in the 
chat.  
When each group had labeled the 5 buildings/landmarks, they 
were pairs and they labeled the remaining five by asking their 
partner’s questions.  
At the end of the lesson, students were asked to write a 
reflection paper to reflect on the good and bad points of the chat 
activity.  

Table 2 Summary of student comments 
Good Points Bad Points 

Different from usual classroom 
activities 
Could see the teacher’s example 
of the language for the task 
Couldn’t use Japanese 
Easy to understand 

No escape 
Typing was difficult 
Other students saw my mistakes 
Couldn’t use Japanese 

The reflections papers on the whole reflected that students had 
enjoyed the activity. Students commented that it forced them to 
use English only, some considered this to be a good thing, while 
others considered it to be a bad thing. Students found it useful 

that they could see a written teacher example of the language 
required for the task, and while some students found typing 
difficult, they said that they were instantly able to understand 
how to use Moodle Chat.  
 3.3 Moodle Mobile Voice Recording, Assignments 
and Forums 
The Moodle Mobile app (Moodle, 2014), which is available for 
both iOS devices and Android devices, among other things 
allows users to record audio, which is uploaded directly into the 
users private files section on Moodle. With a very high 
percentage of students having smartphones, the Moodle Mobile 
app offers an excellent opportunity to utilize Moodle even in 
classrooms where there is no access to computers. However, 
even when, as in section 2, 100% of students report that they 
have smartphones, issues such as students forgetting their 
smartphones or students’ smartphones running out of battery 
make it unwise to rely on 100% access to smartphones. This 
paper instead proposes that 50% would be a more reliable 
number, and this would allow for recording and submission of 
pair tasks without the need for use of more traditional 
technology such as voice recorders to record tasks (see Moser, 
Harris & Carle, 2012). When a task is recorded, it is uploaded 
to the user’s private files. From there, the file can be utilized in 
various ways, including having students submit to the 
Assignments Module (Moodle, 2013a) for teachers to evaluate, 
or having the students post to a Moodle forum (Moodle, 2013c). 
The latter option offers a variety of options for tasks such as 
peer evaluation, self-reflection and error correction. In the case 
of the current paper, the following sequence was followed: 

1.  Students record a pair task using the Moodle Mobile 
app and upload it to their private files using one 
smartphone per pair.  

2.  Students post the audio file to a Moodle Forum, if 
access is limited, students could do this as homework. 
The student posting should be sure to include their 
partner’s name to aide teacher evaluation.  

3.  For post-task work, there are various options including 
listen to and evaluate other students’ posts, or self-reflect 
on their own work. 

This task was trialed with 24 2nd year non-English majors at 
University B. Students were studying a textbook unit on 
appearances. They were asked to record a task where they 
chose three random pictures from the textbook and described 
the people in those pictures. The recording was then posted to a 
Moodle forum using the web browsers on students’ 
smartphones. For homework, each pair was asked to listen to 
another pairs post and post the answers, i.e., the page number 
for each picture.  
At the end of the lesson, students were asked to write a 
reflection paper to reflect on the good and bad points of 
recording tasks and posting them to a forum.  

Table 3 Summary of student comments 
Good Points Bad Points 

Recording made me try by best 
It was fun trying to find the pages 
Couldn’t use Japanese 

Time consuming 
Difficulties in uploading 
Some technical difficulties 
listening for homework 

The reflections papers were not as positive as the ones 
summarized in section 3.2. The positive comments were that 
the homework task of finding the pictures in the book was fun, 
and that recording forced students to try their best. On the 
negative side, students reported technical difficulties. In-class 
there was some difficulty uploading due to the poor cellphone 
signal in the classroom. Students also reported that the 
recording was time consuming. Outside of class, one student 
reported not being able to listen to the audio on their home 
computer, but they were able to do so on an on-campus 
computer.  
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3.4 Hotpot  
The Hotpot module (Moodle, 2013d) allows users to upload 
quizzes to Moodle. These quizzes are first created locally on the 
teacher’s computer using the Hot Potatoes software 
(Half-Baked Software Inc, 2013) and then uploaded to the 
Moodle course. It should be noted that Hotpot is not a core 
module in Moodle and needs to be installed. This can be done 
when logged in as the administrator, go to site administration > 
plugins > install add-ons > install add-ons from the Moodle 
plugin directory.  
At university C Hot Potatoes was used to transform paper-based 
workbook style activities and quizzes into digital quizzes on 
Moodle in a similar way to Friesen’s transformation of a paper 
textbook (2013). This was implemented for all English classes 
in the Faculty of Liberal Arts, and students were required to do 
their homework through Moodle.  
Teacher comments from teachers who taught these English 
classes were generally positive. They reported that it made 
checking homework easy since they just had to login to Moodle 
to access the students’ homework grade.  

4. Conclusion 

  This paper has proposed three pedagogical tasks for Moodle 
that can be implemented without an advanced knowledge of 
Moodle. Hence, they could provide a starting point for 
beginners who are interested in using Moodle. It is important 
that such beginners keep the considerations outlined in section 
2 in mind, with a fundamental consideration being whether or 
not using Moodle will be more pedagogically beneficial than 
traditional paper-based tasks. In the case of the Hotpot quizzes 
outlined in section 3.4, it may be that the benefits are more 
administrative than pedagogical. On the other hand, the student 
reflections at the end of section 3.2 and 3.3 indicate that the 
students felt there were clear benefits for their English study 
from performing the online chat and from recording a task. 
These benefits include students’ feeling compelled to try their 
best to complete the task to a high standard and using only 
English because the tasks are recorded or because there is a 
written record of chats. I would strongly argue that this leads to 
better task performance than traditional closed-pair tasks. 
However, there were some concerns about these Moodle tasks 
being overly time consuming, and timing concerns should also 
be considered when planning such activities. The other concern 
was about certain technical difficulties, so extensive testing is 
recommended before using these tasks in class. 
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Moodleを活用ࡋた授業動画ࡢ簡易配信ࡘ࡟い࡚ 
 

笹倉 理子†1  桑ྡ ᮥ奈†1  浅ᮏ 紀子†1 
 

ᡃ々ࡣ動画ࡢ記録ࡘ࡟い࡚ Web ࣓࡛࢝ࣛ撮ᙳࡓࡋ動画࡟࣮ࣂ࣮ࢧࡋࢻ࣮ࢥ࢚ࣥ࡟࣒࢖ࢱࣝ࢔ࣜࢆ保Ꮡ࣒ࢸࢫࢩࡿࡍ
㸦ArgosView㸧ࢆ用い࡚㸪簡易࡟授業動画ࢆ記録ࢢ࣑࣮ࣥࣜࢺࢫࡋ配信ࡿࡍ方法ࢆ検討ࡓࡁ࡚ࡋ㸬ࡢࡇ試ࡣ࡛ࡳ㸪動
画配信ࡣ授業担当者ࡀ௚者ࡢ手ࢆ借ࡃ࡞࡜ࡇࡿࡾ手軽࡟利用࡛ࢆ࣒ࢸࢫࢩࡿࡁ安価࡟実現ࢆ࡜ࡇࡿࡍ目指࡚ࡋいࡿ㸬
実ࡓࡋ活用࡛ୖࡢい࡚㸪Moodle࠾࡟授業ࡢ実㝿ࢆࢀࡇ㸪࡜紹௓ࡢࡳ௙組ࡿࡍ配信࡟簡易ࢆ㸪授業動画ࡣ報告書࡛ࡢࡇ
践஦例ࡢ紹௓ࡿࡍࢆ㸬 
実践ࡢ対象ࡓࡋ࡜授業ࡣ㸪情報基礎科目/ࢢ࣑ࣥࣛࢢࣟࣉ演習/教職࡟関ࡿࡍ科目࡛あࡓࡗ㸬いࡶࢀࡎ㸪自宅࡛࢜ࢹࣅ
 㸬ࡓࡗ᭷意義࡛あ࡚ࡁ࡛ࡀ࡜ࡇࡿࡍࢆ討議ࡓえࡲࡩࢆෆ容ࡢ࢜ࢹࣅい࡚࠾࡟授業ࡢ㸪対面࡛࡜ࡇࡿࡃ見࡚ࢆ
 

 

A Report about Efforts to Deliver Videos of Classes via Moodle 
 

Michiko SASAKURA†1 Anna KUWANA†1 
Noriko ASAMOTO†1 

 

We have constructed a system for recording and easily streaming classes with a web camera installed in the ceiling of a 
classroom. Additionally, we have coordinated this with an e-Learning system and advanced an attempt to use it for class review. 
This document is a preliminary report on a course functioning on the premise of home-viewing of videos disseminated using this 
video dissemination system. The courses where this practice was implemented were: “Exercises in Computer Programming 1”, 
“Exercises in Information Processing” and other subjects related to the teaching profession. For each, the results were significant, 
and the students were able to debate based on the contents of videos in classes by viewing those videos at home. 

 
 

 ࡟めࡌࡣ .1

ᡃ々ࡣ㸪2011ᖺ͆ࡾࡼ復習ࢆ目的ࡿࡍ࡜授業動画ࡢ簡易

いう仮ㄝ࡜͇ࡿあࡀ効果ࡢ定୍࡟定着状況ࡢ学習ࡀ配信࡞

ࢧ配信ࡢ動画࡜撮ᙳࡿࡼ࡟人手࡟㸬2011ᖺࡓࡁ࡚ࡋ検証ࢆ

手㡰ࡢࡑ࡟㸪2012ᖺ[l]ࡋ実験手㡰࡛検証ࡢ設置ࡢ࡬࣮ࣂ࣮

ࡢࡇ࡚ࡅ設ࢆ実験授業ࡢ複数࡟㸪2013ᖺᗘ[m]ࡋ自動໬ࢆ

ࡁ࡚ࡋ実践ࡿࡍ活用࡟授業ࢆ動画配信ࡓࡋ利用ࢆ࣒ࢸࢫࢩ

㸪実験授ࡋㄝ明ࢆ概要ࡢ࣒ࢸࢫࢩࡽࢀࡇ㸪ࡣ㸬ᮏ稿࡛[n]ࡓ

業ࡘ࡟い࡚報告ࡿࡍ㸬 

 

࡜水女子大学ࡢ茶࠾ .2 Chimes 

  い࡚ࡘ࡟水女子大学ࡢ茶࠾ (1)

女子大学࡛㸪ࡢ国立ࡿあ࡟㸪東京都心ࡣ水女子大学ࡢ茶࠾

ࡢ文教育学部࣭理学部࣭生活科学部࡟ෆࢫࣃࣥࣕ࢟ࡢࡘ1 3

学部㸪大学㝔人間文໬創ᡂ科学研究科㸪࡟ࡽࡉ幼稚園ࡽ࠿

高等学校࡛ࡲ附属ࡢ 4校園࡜保育施設ࢆ備えࢺࢡࣃࣥࢥࡓ

㸪ࡣ規模ࡢ࣮ࢨ࣮ࣘࡿࡍ利用ࢆ㸬Moodleࡿい࡚ࡋࢆ構ᡂ࡞

学生約 3000ྡ㸪教員約 600 㸦ྡ専任約 200ྡ㸪非常勤講師

約 400ྡ㸧࡟附属高校生や୍部ࡢ職員ࢆຍえࡓ約 4000ྡ程

ᗘ࡛あࡿ㸬 

                                                                 
 
 

†1 Ochanomizu University 
 

茶大࠾ (2) Moodle㸦Chimes㸧ࡘ࡟い࡚ 

ᮏ学࡛ࡣ 2000ᖺ代ࡢ前半࡟㸪語学ࡢ࣮ࢱࣥࢭ e-Learning 

System࡚ࡋ࡜ Moodleࡀᑟ入ࡓࢀࡉ㸬ࡁ࡜ࡢࡇ㸪当時情報

処理࡜࣮ࢱࣥࢭいうྡ称ࡓࡗࡔᡃ々࣮ࢱࣥࢭࡢෆࣂ࣮ࢧࡢ

࣮ᐊࢆ࣮ࣂ࣮ࢧ࡟設置ࡋ学ෆ LAN 後㸪ࡢࡑ㸬ࡓࡋ⥆接࡟

教務୍ࡢ࣒ࢸࢫࢩ部࡜఩置࡙࡚ࡅ㸪情報処理࣮ࢱࣥࢭ管理

 㸬ࡿい࡚ࡋ運用࡛ࡲ現ᅾ࡜ࡶࡢ

2012ᖺᗘ࡛ࡲ㸪長ࡃࡽ Moodle1.9ࢆ使用࡚ࡋいࡀࡓ㸪約

半ᖺࡢ準備期間ࢆ経࡚ 2013ᖺᗘࡽ࠿ࡵࡌࡣࡢ Moodle2࡟

移 行 ࡋ Chimes (oCHanomizu Information, Media and 

Education Square)࡜いう愛称ࡓࡋ࡟㸬 

Chimes࣮ࣂ࣮ࢧࡢ構ᡂࢆᅗ ࡟示ࡍ㸬 

 
ᅗ 1 Chimes࣮ࣂ࣮ࢧࡢ構ᡂ 
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Moodleࡣ࡚ࡋ࡜࣮ࣂ࣮ࢧ㸪全学用ᮏ番ࡢ1ྎ࣮ࣂ࣮ࢧ௚

࡚ࡏ等あわ࣮ࣂ࣮ࢧࡢ㸪過去࣮ࣂ࣮ࢧ㸪実験࡟ 4ྎ稼働ࡉ

ࡀ㸪2ྎࡕ㸬うࡿい࡚ࡏ Moodle2系㸪2ྎࡀ Moodle1.9࡛あ

࣑࣮ࣜࢺࢫびࡼ࠾用ࢺ࣮ࣂࣥࢥ㸪動画ࡣ࡟㸬Moodle以外ࡿ

情ࡣ࣮ࣂ࣮ࢧࡢࡃ㸬多ࡿい࡚ࡏࡉ稼働ࢆ࣮ࣂ࣮ࢧ配信ࢢࣥ

報基┙࡟࣮ࢱࣥࢭあࡿVMWare仮想基┙࡛ୖࡢ仮想ࣂ࣮ࢧ

ࡣࣉࢵ࢔ࢡࢵࣂ㸪ࡾ࠾࡚ࡋ࠿動࡚ࡋ࡜࣮ 1日 1回㸪夜間࡟

VM ࡣ㸪2013ᖺᗘࡣ㸬OSࡿい࡚ࡗ࡜機能࡛ࡢ CentOSや

FreeBSDࢆࡢࡶࡢ࣮ࣜࣇ࡝࡞使用࡚ࡋいࡀࡓ㸪2014ᖺᗘࡣ

Red Hat Enterprise Linux 6ࢆ使用࡚ࡋいࡿ㸬 

Chimesࡢ特徴࡚ࡋ࡜㸪教務୍ࡢ࣒ࢸࢫࢩ部࡚࡭ࡍ࡚ࡋ࡜

㸬授業担当ࡿあࡀ࡜ࡇࡿい࡚ࡋ瘡録ࢫ࣮ࢥ࡟஦前ࢆ授業ࡢ

者ࡣ㸪使いࡓい࡟ࡁ࡜使用申請ࡄࡍࡃ࡞࡜ࡇࡿࡍࢆ使えࡿ㸬

࡛ࢨ࣮ࣘࢺ࢖ࣛࡢࡅࡔࡿࡍ配ᕸࢆ資料࡟㸪単ࡽ࠿࡜ࡇࡢࡇ

規模ࡢ㸪ᮏ学ࡓࡲ㸬ࡿい࡚ࡗ࡞࡜能ྍࡀ࡜ࡇ使う࡟気軽ࡶ

ࡃࡉᑠࡀ Moodle利用授業ࡔࡲࡀ少࡞い࡜いうࡶ࡜ࡇあࡗ

࡚㸪個ูࡢ手厚い࣮ࣘࡶࡢࡿࢀࡽࡅཷࡀࢺ࣮࣏ࢧࢨ特徴࡜

 㸬ࡿい࡚ࡗ࡞

 

 ᅗ 2 Chimesࡢ᭶ู࡭ࡢ利用者数 

ᅗ 2ࡣ㸪2014ᖺ 1᭶ 20日ࡢ࡛ࡲ全ࣟࣥ࢖ࢢ数ࡵ࡜ࡲࢆ

ࡣ㸬前学期ࡿあ࡛ࡢࡶࡓ 1ᖺ生ࡢ必修ࡢ情報基礎科目ࡀあ

㸪ࡓࡲ㸬ࡿい࡚ࡗ࡞ࡃ࡞少ࡣ㸪後学期ࡃ多ࡀࢫࢭࢡ࢔࡛ࡢࡿ

夏休ࡳ中や冬休ࡳ中࡞࡝ࢇ࡜࡯ࡣࢫࢭࢡ࢔ࡢい㸬 

 

3. 動画配信ࡢ概要 

3.1 研究背景 

近ᖺࡣ大学公開や OCW 講義ࡢ目的࡛大学࡞様々࡝࡞

㸦授業㸧ࡢ動画࡛ࢺࢵࢿ࣮ࢱࣥ࢖ࢆ配信ࡀ࡜ࡇࡿࡍᬑཬࡋ

㸪୍般ࡀࡔ多様ࡣ方法ࡿࡍ利用࡟配信ࡢ㸬動画ࡿい࡚ࡁ࡚

必要࡛ࡀ予算࣭人手࣭時間࡞㸪膨大ࡣ࡟ࡿࡍ配信ࢆ動画࡟

あࡿ㸬ᡃ々ࡼࡢう࡞ᑠ規模࡞大学࡛ࡢࡑ予算や人手ࢆ確保

うࡼࡿࡁ人手࡛実現࡛࡜予算ࡓࢀࡽ㸪限ࡃࡋ㞴ࡣ࡜ࡇࡿࡍ

配信࡛ࢆ動画࡟簡易࡟㸪安価࡚ࡋ限定࡟利用ࡢ㸪復習࡛࡟

 㸬ࡓ考え࡜࠿い࡞ࡁ

2011ᖺࡣ࡟㸪撮ᙳࡽ࠿配信ࡢ࡛ࡲ手⥆࡚࡭ࡍࢆࡁ手動࡛

行࡚ࡗ講義ࡢ動画ࢆ撮ᙳࡋ㸪講義ࡢᒚ修者࡟復習時࡟視聴

ࡢ࡚࡭ࡍ㸬ࡓࡗ行ࢆ実験ࡿ測ࢆ学習効果ࡢࡑい㸪ࡽࡶ࡚ࡋ

ᕤ程ࢆ手動࡛行ࡵࡓࡓࡗ㸪人手ࡀ足ࡎࡾ実験授業ࡣ࡚ࡋ࡜

㸯ࡢࡘ授業㸦90ศ/逬㸪全 15回㸧ࢆ設定ࡀࡢࡿࡍ限界࡛あ

 㸬ࡓࡗ

実運用࡛授業࡟利用࡟ࡵࡓࡿࡍ㸪手動作業ࡢ部ศࡿ࡞ࢆ

時間࡟㸪特ࡣࡎࡲ㸬ࡓࡋ模索ࢆ方法ࡿࡍ自動໬࡟安価ࡃ࡭

࡛࡜ࡇࡿࡍ自動໬ࢆ作業ࢻ࣮ࢥ撮ᙳ࣭࢚ࣥࡿ࠿࠿ࡢ手間࡜

効率໬ࢆᅗ࡚ࡋࡑࠋࡓࡗ㸪教師自身ࡀ動画編㞟࡛ࡿࡁ簡易

形ࡿࡏ合わࡳ組ࢆࡽࢀࡇ㸬ࡓࡋ用意ࢆࢫ࣮࢙ࣇ࣮ࢱࣥ࢖࡞

ࡣ࡟㸪配信࡟ࡽࡉ㸬ࡋ再構築ࢆ࣒ࢸࢫࢩ࡛ Moodleࡢ࡝࡞

既Ꮡࡢ LMS ࢆ授業動画࡟容易ࡀ㸪教師࡛࡜ࡇࡿࡍ利用ࢆ

公開࡛ࡼࡿࡁう配慮ࡓࡋ㸬 

 

ᅗ 3 ࣒ࢸࢫࢩ概要ᅗ 
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 概要࡜いࡽࡡࡢ࣒ࢸࢫࢩ 3.2

ᮏࡽࡡࡢ࣒ࢸࢫࢩいࡣ㸪動画ࡢ撮ᙳࡽ࠿編㞟࣭࢚࣮ࣥࢥ

㸪作ᡂ࡜࡜ࡇࡿࡍ短縮ࢆ時間࡚ࡋ簡略໬ࢆ作業ࡿ࠿࠿࡟ࢻ

࡚ࡋ配置࡟࣮ࣂ࣮ࢧࢢ࣑࣮ࣥࣜࢺࢫࢆ動画ࡓࡋ Moodleࢆ

௓࡚ࡋ利用࡛࡜ࡇࡿࡍ公開ࢆ容易࡚ࡋ࡟཮方向型学習ྍࢆ

能࡛࡜ࡇࡿࡍ࡟あࡿ㸬 

前㡯ࡢᅗ 3࣒ࢸࢫࢩࠊࡣ概要ᅗ࡛あࡿ㸬撮ᙳࡣ࡟㸪ᅗ 4

ࡿあ࡚ࡋ据付࡟教ᐊ࡟うࡼࡢ Web 利用ࢆࢡ࢖࣐࡜࣓ࣛ࢝

࡚ࢀࡉ固定࡛ࣝࢢࣥ࢔ࡓࡅ向࡟㸪常時教༟ࡣࡽࢀࡇ㸬ࡿࡍ

録画ྍ能状態ࡾ࠾࡚ࡗ࡞࡟㸪授業担当者ࡀ操作ࡿࡍ必要ࡣ

㸬ࡿࢀࡉ保Ꮡ࡟࣮ࣂ࣮ࢧ用࣮ࣗࣅࣞࣉࢇࡓࡗいࡣい㸬動画࡞

授業担当者ࡣ㸪授業後ࡢࡇ࡟動画ࢆ参照࡚ࡋ配信ࡿࡍ部ศ

出ࢆ指示ࡍ出ࡁ書࡟ࣝ࢖࢓ࣇࡢ用ࢢ࣑࣮ࣥࣜࢺࢫ࡚ࡵ決ࢆ

ࡢ公開用ࡿࢀࡉ瘠行࡟時ྠ࡜㸬指示ࡍ URL ࢆࢡࣥࣜࡢ

Moodle ࡾ終わࡣ作業ࡢ教師ࡤࢀࡅ付㈞࡟ࢪ࣮࣌ࢫ࣮ࢥࡢ

公ࡀ動画࡟㸪実㝿ࡵࡓࡿ࠿࠿時間ࡣ࡟㸪変換࠾࡞㸬ࡿ࡞࡜

開ࡣ࡟࡛ࡲࡿࢀࡉ少ࡋ時間ࡿ࠿࠿ࡀ㸬 

ࡿࡍ利用ࡢ㸦学生㸧࣮ࢨ࣮ࣘ Moodle画面ࡢ例ࢆᅗ 5࡟

示ࠋࡍ 

 

 

ᅗ 4 ࣓࢝ࣛࡢࢡ࢖࣐࡜配置ᅗ 

 

 

ᅗ 5 ࣮ࣘࡢ࣮ࢨ画面ࡢ例 

 

現ᅾࡣ㸪Web࣓࡛࢝ࣛ自動撮ᙳࡋ動画ࢆ保Ꮡࡿࡍ部ศࢆ

ࡢ社ࢬࣥࣙࢩ࣮ࣞ࣌࢜ࢺࢵࢿ࣮ࢱࣥ࢖࣭࢖ࣦ ArgosViewࡢ

機能ࢆ利用࡚ࡋいࡿ㸬 

 

3.3 ArgosView 

ᮏ࡛࣒ࢸࢫࢩ利用࡚ࡋいࡿ ArgosViewࡣ࡜㸪஦前࡟瘡録

ࡓࡋ設置࡟㸪教ᐊෆ࡚ࡗࡀࡓࡋ࡟࣒ࣛࣗ࢟ࣜ࢝ࡿい࡚ࡋ

Web࣓࡛࢝ࣛࢡ࢖࣐࡜授業ࢆ཰録ࡋ授業࡟࡜ࡈ動画変換ࢆ

ࢫࢩࡢ㸬ᡃ々ࡿあ࡛ࡳࡃࡋࡿࡍ作ᡂࢆࢶࣥࢸࣥࢥ映像࡚ࡋ

ࡋ転送࡟࣮ࣂ࣮ࢧ用࣮ࣗࣅࣞࣉࢆ動画ࡓࢀࡉ録画ࡣ࡛࣒ࢸ

࡚利用ࡀࡿࡍ㸪ArgosView自身ࡶ自動配信ࡿࡍࢆ機能ࡶࢆ

 㸬ࡿあ࡛࣒ࢸࢫࢩࡓࡗ

ArgosView࣒ࢸࢫࢩࡢ構ᡂ例ࢆᅗ 6࡟示ࡍ㸬ᡃ々ࡢ大学

࡛設置ࡓࡋWeb࣓࢝ࣛࡣ 複ࡓࡋ設置࡟㸪複数教ᐊࡀࡔ1ྎ

数ࡢ Web ࢆ授業ࡿࢀ教ᐊ࡛行わࡢ複数࡚ࡋ利用ࢆ࣓ࣛ࢝

 㸬ࡿࡁ࡛ࡀ࡜ࡇࡿࡍ管理࡚ࡵ࡜ࡲ

 

 
 ᅗ 6 ArgosView࣒ࢸࢫࢩࡢ構ᡂᅗ 

 

4. 活用஦例 

ᡃ々ࡣ㸪௒回ࢆ࣒ࢸࢫࢩࡢࡇ使࡚ࡗ 授業㸦全学必ࡢࡘ3

修ࡢ情報基礎科目/ࢢ࣑ࣥࣛࢢࣟࣉ演習/教科教育法㸧࡛実

験ࢆ行ࡓࡗ㸬ࡢูࢀࡒࢀࡑ目的ࢆ設定࡚ࡋ実験授業ࡢ実践

 㸬ࡿࡍ紹௓ࢆ஦例ࡢࡑ㸬ࡓࡁ࡚ࡗ行ࢆ

 

4.1 活用஦例 1㸦授業ࡢ復習㸧 

(1) 授業ࡢ概要 

1 情報基礎科目ࠗ情報処理演ࡢ㸪全学必修ࡣ஦例ࡢࡵࡘ

習࠘ࡢうࡕ㸪理学部໬学科ࡢ 1ᖺ生ࢆ対象࡛ࡢࡶࡓࡋ࡜あ

㸪1ࡾ࠾࡚ࢀࡉ指定࡟必ᒚ修科目ࡢ㸪全学生ࡣ科目ࡢࡇ㸬ࡿ

ᖺḟ前学期࡟ᒚ修ࡿࡍ㸬ෆ容ࡣ㸪情報ࣜ࡝࡞࣮ࢩࣛࢸ全学

共通ࡢෆ容ࡢ௚㸪学科࡟あわࡓࡏෆ容ࢆ含ࡴ㸬表  ࡣ㸪ࡇ

 㸬ࡿ概要࡛あࡢ授業ࡢ

 

表 1 ࠕ情報処理演習理 Cࠖࡢ授業概要 

授業概要 

授業ࡢタࣝࢺ࢖：情報処理演習理C 
授業ࡢ概要 
 1ᖺ生用情報基礎科目㸦必ᒚ修科目㸧 
 3ᖺḟ編入生ࡢᒚ修ࡀあࡿ場合ࡶあࡿ 
授業ࡢ内容 

 ᮏ学ࡢ教育用ࡢ࣒ࢸࢫࢩ概要࡜利用ࡘ࡟い࡚ 
 情報࣮ࣜࢩࣛࢸ 
 ࢺࢵࢿ࣮ࢱࣥ࢖活用ࡢ基礎 
 ࣥࢥࢯࣃ活用ࡢ基礎 
 ワ࣮ࡿࡼ࡟ࣟࣉ文書作ᡂ 
 ࡝࡞ ࣥࣙࢩ࣮ࢸࣥࢮࣞࣉ 
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(2) こࡢ授業࡛ࡢ動画ࡢ利用 

いう目的࡛㸪自動࡛撮ᙳ࡜復習͇ࡢ授業͆ࡣ授業࡛ࡢࡇ

ࢆ部୍ࡣࡓࡲ全部ࡢ授業ࡓࡋ Moodle࡟ࢫ࣮ࢥࡢ配置࡚ࡋ

復習時࡟視聴ࡓࡏࡉ㸬ࡓࡲ㸪課㢟ࡢ練習問㢟ࡢ解答例ࡋ࡜

࡚画面操作ࢆ動画࡚ࡋ࡜記録ࡋ㸪ࢆࢀࡇ視聴ࡓࡏࡉ㸬  

 

(3) 学生ࡢ状況 

ࡣࢫࣛࢡࡢࡇ 20ྡ程ᗘ࡛ࢫࣛࢡࡢ㸪ࡢࢫࣛࢡ雰ᅖ気ࡼࡀ

㸪比較的ࡓࡲ㸬ࡓࢀࡽ見ࡃࡼࡶ教え合う様子ࡃ PC活用ࢫ

ࢯࣃ࡝࡯いい࡚ࡗい࡜ࡃ多い୍方࡛㸪全ࡀ高い学生ࡀࣝ࢟

࣮ࢣࣥ࢔ࡓࡗ࡜࡟㸬ᒚ修前ࡓ少数いࡶい学生࡞使えࡀࣥࢥ

ࢹࡢ複数ࡾ積極࡛あ࡟利用ࡢ機器ࣝࢱࢪࢹ࡟㸪全体ࡣ࡛ࢺ

ୖࢺࢵࢿ࣮ࢱࣥ࢖㸬ࡓࢀࡽ見ࡃ多ࡶ学生ࡿࡍ所᭷ࢆࢫ࢖ࣂ

࡛配信࡚ࢀࡉいࡿYouTubeࡢ࡝࡞動画ࡢ視聴ࢆ経験࡚ࡋい

ࡗう࡛あࡼい࡞ࡀ抵抗ࡣ࡟視聴自体ࡢ㸪動画ࡃ多ࡀ学生ࡿ

 㸬ࡓ

ᒚ修者ࡓࡗ࡜࡟授業後ࡢࢺ࣮ࢣࣥ࢔ࡢ結果࡜ࡿࡼ࡟㸪実

㝿࡟復習用動画ࡢ視聴ࡓࡋࢆ学生ࡣ約 4割程ᗘ࡛あࡾ㸪視

聴ࡢࡢࡶࡓࡋうࡕ 8割程ᗘࡣ役立࡜ࡓࡗ答え࡚いࡿ㸬学習

ෆ容ࡀ基礎的࡛あࡶ࡜ࡇࡓࡗあࡾ必要性ࢆ感ࡢࡓࡗ࠿࡞ࡌ

最大࡛ࡶ㸪視聴時間時間ࡃ࡞少ࡣ種類ࡢ動画ࡓࡋ視聴࠿ 2

時間程ᗘ࡛㸪࡝࡯ࢀࡑ長ࡓࡗ࠿࡞ࡃ㸬 

表 2 㸬㸦※㸦㸧ෆࡿ回答࡛あࡓࢀࡽࡏࡼ࡟自⏤記述欄ࡣ

  件数㸧ࡢ回答ࡿࡍ類似ࡣ

総࡚ࡌ㸪授業動画ࢆ見࡜ࡿࡁ࡛ࡀ࡜ࡇࡿいうࡘ࡟࡜ࡇい

࡚好意的࡛あࡀࡓࡗ㸪ࡢࡇ授業ࡘ࡟い࡚ࡣ授業ෆ容ࡀ基礎

的࡛あࡽ࠿࡜ࡇࡿ㸪࡛ࡅࡔࢺࣥࣜࣉ十ศ࡜ࡓࡗࡔいう意見

ࡁ動画࡛復習࡛࡞うࡼࡢࡇ授業࡛ࡢ㸪実験ࢁࡋࡴ㸪ࡾあࡶ

ࡢࡇ㸪ࡓࡲ㸬ࡓࡗあࡀいう感想࡜いࡼࡽࡓࡗあࡀࡳ௙組ࡿ

授業ࡢ応用編ࡢ動画ࡀあࡾ自習࡛ࡼ࡜ࡿࡁい࡜いう意見ࡶ

あࡓࡗ㸬 

少数意見࡛ࡣ㸪自ศࡢ画面操作ࡢ記録ࢆ保Ꮡࡤࡅ࠾࡚ࡋ

復習࡟役立࡚࡜ࡓࢀࡽいう意見や㸪動画ࢆ見ࡾࡼࡿ文章࡛

要Ⅼࢆࡢࡶࡓࡵ࡜ࡲࢆ見ࡽࡀ࡞自ศ࡛作業ࡿࡍ方ࡀ復習࡟

 㸬ࡓࡗあࡶ意見ࡓࡗい࡜ࡿ࡞

 

表 2 ࠕ情報処理演習ࠖ授業後ࢺ࣮ࢣࣥ࢔ࡢ㸦自⏤記述㸧 

授業後ࢺ࣮ࢣࣥ࢔ࡢ㸦自⏤記述㸧 

 授業࡛配࡛ࢺࣥࣜࣉࡓࢀࡽ十ศわࡾ࠿やࡓࡗ࠿ࡍ㸬㸦3㸧 
 ௒ࡶ࡛ࡲࡲࡢ十ศ利用ࡋやࡍい࡜思いࡍࡲ㸬㸦3㸧 
 授業࡟関連࡚ࡋ応用編࡚ࡋࣉࢵ࢔ࢆあࡼ࡜ࡿい㸬㸦3㸧 
 動画ࢆ細ศ໬࡚ࡋ㸪わ࡞ࡽ࠿いࢆࢁࡇ࡜短時間࡛見ࡼ࡜ࡿࢀࡽ
い࡜思いࡍࡲ㸬㸦5㸧 

 ඛ生ࡢࣥࢥࢯࣃࡢ画面自体ࢆ録画ࢆࡢࡓࡋ見࡚ࡓࡳい㸬 
 ௒ࡼࡢう࡟㸪࡛࢛ࣥࣇࢺ࣮࣐ࢫ見࡚ࡋ࡟ࡕࡓ࠿ࡿࢀあ࡜ࡿ㸪 
電車ࡢ中࡛ࡢ空ࡁ時間ࡢ時࡟見࡚ࡁ࡛ࡀ࡜ࡇࡿいい࡜思いࡲ
 㸬ࡍ

 動画࡛ࡀ࣮ࣥࣜࢡࢫࡶ見やࡃࡍ㸪ࡓࡲ㸪授業ࡢ要Ⅼࡗࡲ࡜ࡲࡀ
࡚い࡜ࡿ使いやࡍい࡜思う㸬 

 動画࡛ࡶ音声ࡶ聞ࡓࡗ࠿ࡼ࡛ࡢࡓࢀྲྀࡁ㸬 
 自ศࡀ行ࡓࡗ作業ࢆ QuickTime player࡛ 保Ꮡࡗ࠿ࡼࡤࡅ࠾࡚ࡋ
 㸬ࡓࡋࡲ思い࡜ࡓ

 個人的ࡣ࡟動画ࢆ見ࡾࡼࡿ文章࡛要Ⅼࢆࡢࡶࡓࡵ࡜ࡲࢆ見࡞
 㸬ࡍࡲい࡚ࡗ思࡜࡞࠿ࡿ࡞࡟復習ࡀ方ࡿࡍ自ศ࡛作業ࡽࡀ

 め࡜ࡲ (4)

 学生全体ࢆ見࡜ࡿ㸪ࡢࡡࡴ࠾࠾学生୍ࡣ通ࣥࢥࢯࣃࡾ

復習用動画ࡣ授業࡛ࡢࡇ㸪ࡾあࡶ࡜ࡇࡓࡁ࡛ࡀ࡜ࡇ使うࢆ

㸪ࡋ࠿ࡋ㸬ࡿう࡛あࡼ多いࡀ学生ࡓࡌ感࡜い࡞少ࡀ必要性ࡢ

差ࡢࣝ࢟ࢫࡢ㸪学生ࡃࡁ大ࡀ差ࡢ利用状況ࡢࢱ࣮ࣗࣆࣥࢥ

ࡢࡿࡁ活用࡛ࢆ動画࡟ࡵࡓࡿࡵうࢆ差ࡢࡇ㸪࡛ࡢいࡁ大ࡀ

 㸬ࡓ考え࡜࠿い࡞ࡣ࡛

基ᮏࡽࡀ࡞見ࢆ動画࡚ࡋ࡜㸪予習ࡣ࡟㸪2014ᖺᗘ࡛ࡇࡑ

的࡞操作ࢆ自習学習ࡽࡶ࡚ࡋう予定࡛あࡿ㸬 

 

4.2 活用஦例 2㸦資格取得や SDを視野࡟い࡚ࢀ㸧 

(1) 授業ࡢ概要 

2 実践࡛ࡢࡇ㸬ࡿ演習࡛あࢢ࣑ࣥࣛࢢࣟࣉࡣ஦例ࡢࡵࡘ

 㸬ࡿࡍ࡜目的ࢆ࡝࡞自主学習ࡢ資格ྲྀ得や就職前ࡣ

Fortran95ࡢ授業ࡀࡔ㸪初心者対象ࡢ授業࡛あࣛࢢࣟࣉࡾ

ࡢࡵࡓ使うࢆࣥࢥࢯࣃ㸪࡟௚ࡢࢢ࣑ࣥ Tip’s ࡋ紹௓ࡶ࡝࡞
࡚いࡿ㸬授業ࡢ概要ࡣ表 3࡛ࡾ࠾࡜ࡢあࡿ㸬 

࡜ࡢ表 4ࡣࣝ࢟ࢫ想定࡜概要ࡢᒚ修者ࡢ授業ࡢࡇ㸪ࡓࡲ

共通ࡢ情報系ࡵࡌࡣࢆ授業ࡢࡇ㸪࡟うࡼࡢࡇ㸬ࡿあ࡛ࡾ࠾

授業࡛ࡣᒚ修者ࡢ幅ࡀ広いࡀࡢ特徴࡛あࡿ㸬 

IT系ࡢ就職ࡀ決ࡓࡗࡲ 4ᖺ生ࡢࢢ࣑ࣥࣛࢢࣟࣉࡀ基礎ࢆ

学ࡓࡁ࠾࡛ࢇい࡜いう要望ࢆ持࡚ࡗいࡾࡓ㸪理系ࡢ大学㝔

生ࡀ急࡟研究࡛ࡀࢢ࣑ࣥࣛࢢࣟࣉ必要ࡾ࡞࡟基礎ࡽ࠿学び

ࡀ要望ࡢ講ཷࡢ㸪授業以外ࡾࡓい࡚ࡗ持ࢆいう要望࡜いࡓ

あࡿ㸬ࡇうࡓࡋ学生ࡣ㸪ࠕ興味ࡢあࡿ回ࢆ自習ࡶ࡛ࡅࡔࡿࡍ

学習ࡓࡋいࠖ࡜いࡓࡗ意欲ࡀあࡾ㸪ࡓࡲ時間的࡟ไ約ࡀあ

ࡿ࡭学࡚ࡏあわ࡟予定ࡢ㸪自ศࡵࡓࡿあࡶ場合ࡿ

e-Learningࢆ利用ࡴ࡟ࡢࡿࡍい࡚い࡜ࡿいう仮ㄝ࡚ࡓࢆ㸪

 㸬ࡓࡋ設置ࢆ実験授業ࡢࡇ

࡜ࡶ࡜ࡶࡣ㸪ᮏ学࡛ࡓࡲ SD㸦࣓ࣥࣉࢵࣟ࣋ࢹࣇࢵࢱࢫ

ࢩࡢ演習授業ࡢ情報基礎科目ࡅ㸪全学向࡚ࡋ࡜環୍ࡢ㸧ࢺ

ࢆ回ࡿ教えࢆ技術ࣥࢥࢯࣃ㸪ࡕうࡢࢫࣂࣛ 2時間単఩࡛職

員参ຍࡢ技術研修࡟充࡚࡜ࡿいうྲྀ組࡚ࡋࢆいࡓ㸬参ຍ希

望職員ࡢ時間調整ࡀ困㞴ࡵࡓ࡞㸪ࡇࡇ数ᖺࡣ実施࡚ࡋい࡞

い㸬ࡶ࡛ࡇࡇ㸪ไ約ࡽ࡜࡟わ࡞ࢀい e-Learningࡀ᭷効࡜考

え㸪職員࣎ࣛࣥࡢ࢔࢕ࢸ参ຍ者ࡢ༠力ࢆ得࡚始ࡓࡵ㸬 

 

表 3 ࢢ࣑ࣥࣛࢢࣟࣉࠕ演習  授業概要ࡢ2ࠖ

授業概要 

授業ࡢタࢢ࣑ࣥࣛࢢࣟࣉ：ࣝࢺ࢖演習 2㸦Fortran) 
授業ࡢ内容 

 ࡢࢱ࣮ࣗࣆࣥࢥ基礎㸦UNIX  㸧࡝࡞基ᮏ操作㸪拡張子ࡢ
 ࡢࢢ࣑ࣥࣛࢢࣟࣉ基礎㸦いࢁい࡞ࢁ開瘠環境ࡢ紹௓㸪ࡢࢫ࣮ࢯ
編㞟ࡢ࡛ࡲࣝ࢖ࣃࣥࢥࡽ࠿流ࢀ㸪型ᐉ言࣭ 繰ࡾ返࣭ࡋ ุ断ศ岐࣭
配列࣭࡝࡞ࣥࢳ࣮ࣝࣈࢧ㸧 

 数値計算ࡢ基礎 
㸦連立୍ḟ方程式/補間/数値積ศ/微ศ方程式࡝࡞㸧 

 ࢱ࣮ࢹ処理ࡢ基礎㸦Excel/Gnuplotࣇࣛࢢࡿࡼ࡟ᥥ画㸧 
 数式ࢆ含ࡔࢇ文書作ᡂࡢ基礎㸦Word/LaTeX㸧 
使用言語：Fortran95 
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表 4 ࢢ࣑ࣥࣛࢢࣟࣉࠕ演習  ᒚ修者ࡢ2ࠖ

ᒚ修者ࡢ概要 

 全学ࡢ学部生向ࡅ授業㸦文系࣭理系࣭学ᖺࡣ問わ࡞い㸧 
 正規履修者: 計 30人 
 学科: 理学部㸦情報以外㸧18人㸪理学部㸦情報㸧7人㸪文系

5人 
 学ᖺ: 1ᖺ 7人㸪2ᖺ 16人㸪3ᖺ 3人㸪4ᖺ 4人 

履修者ࡢ想定ࣝ࢟ࢫ 

 ࢢ࣑ࣥࣛࢢࣟࣉ経験ࡀ全࡞ࡃい࠿㸪少࡞い 
 ࢺ࢘࢔ࢢࣟ/ࣥ࢖ࢢࣟࡢ࡬ࢱ࣮ࣗࣆࣥࢥ㸪࣐ 操作㸪࢟ࢫ࢘ ࣮࣮࣎
理解㸪࣍ࡢ文Ꮠ入力㸪半角/全角文Ꮠࡢࡽ࠿ࢻ 閲覧㸪ࡢࢪ࣮࣒࣮࣌
࣮࣓ࣝࡢ࡛ࢱ࣮ࣗࣆࣥࢥ保Ꮡ/移動㸪/ࢻ࣮ࣟࣥ࢘ࢲࡢࣝ࢖࢓ࣇ
 能ྍࡣ࡝࡞送ཷ信ࡢ

 㸦実㝿ࡀࡁࡘࡽࡤࡾ࡞࠿ࡣ࡟あࡿ㸧 

 

(2) こࡢ授業࡛ࡢ動画ࡢ利用 

ࡢ㸪実㝿࡚ࡋ࡜部ศ࡞᭷効ࡀ㸪動画ࡣい࡚࠾࡟授業ࡢࡇ

操作ࡢ௙方や画面ࡢ移ࡾ変わ࡟ࡾ注目ࡓࡋ㸬動画ࢆ見ࡀ࡞

࡛ࡀ操作ࡎ迷わࡶ人࡛ࡢ࡚ࡵ初࡛࡜ࡇࡿࡍ操作࡟㸪୍緒ࡽ

࡛ࡅࡔ文Ꮠ࡝࡞ㄝ明ࡿࡍ関࡟㸪ᅗࡓࡲ㸬ࡓࡋう配慮ࡼࡿࡁ

考え配࡜᭷効ࡀ動画ࡶ࡟ࡅ助ࡢ理解ࡢい部ศࡃ࡟ࡋ理解ࡣ

置ࡓࡋ㸬 

 

(3) 学生ࡢ状況 

௒回ࡢ参ຍ学生ཷࡣ講形態࡛以ୗࡢ 3種類࡟ศࡿࢀ࠿㸬 

(1) 授業࡟出席୍ࡿࡍ般的࡞形態㸦ṇ規ᒚ修者㸧 

(2) e-Learningཷࡢࡳࡢ講形態㸦職員㸪数回ࡳࡢ㸧 

(3) ୖ記ࡢ混合㸦社会人㸪ྲཱྀ 講࡛࡞ࡁい回࡟ e-Learning㸧 

ཷ講者࡟対ࢺ࣮ࢣࣥ࢔ࡿࡍ結果ࢆ表 5࡟示ࡍ㸬情報系ࡢ

学生ࡢ㸪͆⣬ࡢ資料ࡢ方ࡀ自ศ࡛ࢫ࣮࣌ࡢ学習࡛ࡿࡁ い͇࡜

う意見や㸪初心者͆ࡢ画面操作࡛࡟ࡁ࡜ࡓࡗࡼࡲ動画ࡀあ

 㸬ࡓࡗあࡀ意見ࡓࡗい࡜͇ࡿ࡞࡟ࡅ助ࡢ理解࡜ࡿ

いࡼ࡜ࡿࢀࡽ見࡟ࡄࡍࡀ࣮ࣥࢩいࡓ中࡛見ࡢ㸪動画ࡓࡲ

ࢩいࡓ㸪見ࡣ動画࡛ࢢ࣑࣮ࣥࣜࢺࢫ㸬ࡓࡗあࡶいう意見࡜

ࡢࡾࡓあࡢࡇ㸪࡛ࡢい࡞ࡣ容易࡛ࡀࡢࡿࡍࣉࣥࣕࢪ࡟࣮ࣥ

 㸬ࡿ考え࡜課㢟ࡣࢁࡇ࡜

 

表 5 ࢢ࣑ࣥࣛࢢࣟࣉࠕ演習  ࢺ࣮ࢣࣥ࢔2ࠖ

動画࡟対ࢺ࣮ࢣࣥ࢔ࡿࡍ㸦࣮ࢧࣥ࢔࣮ࣜࣇ㸧 

 動画࡜ࡔ動画ࡢ速୍࡜ࡉ緒࠿ࡋ࡟逭࡞ࡵいࡽ࠿㸪⣬ࡢ資料ࡢ方
 情報系㸧ࠊい㸦理学部ࡼࡀ

 ⣬ࡢ資料࡛ࡅࡔわ࡞ࡽ࠿いࠊࡣ࡛ࢁࡇ࡜動画ࡀあ࡜ࡿ便利࡜ࡔ
思う㸬࡜ࡓえࡤ Excelࡢ操作࡛ྑࡢࣝࢭୗࢵࣟࢻ&ࢢࢵࣛࢻࢆ
ࡗ思࡜いࡃ࡟ࡳ࠿ࡘࡀ感覚ࡣ㸪初心者࡛ࡣࡢいう࡜࡝࡞ࡿࡍࣉ
 情報系㸧ࠊい㸦理学部ࡍやࡾ࠿ศ࡜ࡔ㸬動画ࡓ

 動画ࡢ中࡛㸪見ࡓい࡟ࡄࡍࡀ࣮ࣥࢩ見ࡼ࡜ࡿࢀい㸦理学部ࠊ情
報系以外㸧 

 

 め࡜ࡲ (4)

通常ࡢ授業࡟出席࡚ࡋいཷࡿ講生ࡣ㸪主࡟初学者ࡀ自ศ

い࡚ࡋ利用࡟復習時࡟ࡵࡓࡿࡍࢆ確ㄆࡢい部ศ࡞ࡀ自信ࡢ

㸬SDࡿ ࡿࡼ࡟࣮ࣗࣅࢱࣥ࢖ࡿࡍ対࡟職員ࡓࡋ利用࡚ࡋ࡜

い言ࡋ㸪新ࡾあࡀ経験࣒ࣛࢢࣟࣉ࡜ࡶ࡜ࡶࡣ職員ࡢࡇ㸪࡜

語ࡢ習得目的࡛参ຍ࡛ࡢࡓࡋ㸪教ᮦ利用࡛ࣥ࢖࣓ࡀ動画ࡣ

補助的࡟利用࡜ࡓࡋいう㸬ࡓࡲ㸪社会人ཷ講者ࡣ㸪Ḟ席ࡋ

ࡁ視聴࡛ࢆ動画ࡃ࡞࡛ࡅࡔ教ᮦࣥ࢖㸪࢜ࣥࣛ࡟自習ࡢ回ࡓ

維ࡢࣥࣙࢩ࣮࣋ࢳ㸪ࣔࢀࡽ得ࢆ体感୍ࡢ授業参ຍ࡛࡜ࡇࡓ

持ࡼࡓࡗࡀ࡞ࡘ࡟う࡛あࡿ㸬௒後㸪資格ྲྀ得や SD目的等

 㸬ࡓࡌ感ࢆ能性ྍࡿࡁ活用࡛ࡀ授業動画࡟自習ࡢ

 

4.3 活用஦例 3㸦宿題ࡢ動画視聴を視野࡟入ࢀた授業㸧 

(1) 授業ࡢ概要 

情報科教育法ࡣ㸪教員免許状ྲྀ得࡟ࡵࡓࡢ必要ࡿ࡞࡜科

目࡛㸪ᮏ学࡛ࡣ後学期࡟㸪情報科教育法 ࡢ1 2単఩࡜情報

科教育法 ࡢ2 2単఩ࢆ交互࡟開講࡚ࡋいࡿ㸬ࡢࡇ情報科教

育法 㸪標準ᒚ修ࡾ࠾࡛ࢇ含ࢆ模擬授業ࡢ実㝿ࡣ࡟ෆ容ࡢ1

時期ࡣ学部 2ᖺ生࡜ 3ᖺ生࡛あࡿ㸬授業概要ࡣ以ୗࡢ表 6

 㸬ࡾ࠾࡜ࡢ

表 6 ࠕ情報科教育法  授業概要ࡢ1ࠖ

授業概要 

授業名㸸情報科教育法 1 
授業ࡢ内容 

 教員免許状ྲྀ得࡟ࡵࡓࡢ必要ࡿ࡞࡜科目㸦隔ᖺ開講㸧 
 主㢟࡜目標 
高等学校ࡢ教科ࠕ情報ࠖࡘ࡟い࡚㸪ࡢࡑ目標やෆ容ࡘ࡟い࡚理
解࡜ࡇࡿࡍや指ᑟ案作ᡂや模擬授業ࢆ通࡚ࡋ授業ࡢ方法ࡘ࡟
い࡚考察ࡽ࠿࡜ࡇࡿࡍ㸪実践࡟役立ࡘ力ࢆ身ࢆ࡜ࡇࡿࡅࡘ࡟目
標ࡿࡍ࡜㸬 

 ᖹᡂ 25ᖺᗘࡾࡼࢫࣂࣛࢩ 
履修時期 
  学部 2ᖺ生࣭3ᖺ生㸪後期 
履修ࡘ࡟い࡚ 
  免許ྲྀࡢ得ࡣ࡟隔ᖺ࡛開講ࠗࡿࢀࡉ情報科教育法  ࢆ2࠘
 㸬ࡿあࡀ必要ࡿ࡜  
 

 

(2) こࡢ授業࡛ࡢ動画ࡢ利用 

ࡢ活用例ࡢ授業動画ࡢ授業࡛ࡢࡇ 授業見ࡢ高校ࡣࡵࡘ1

学࡛あࡿ㸬授業見学ࡣ㸪実㝿࡟実施࡜ࡿࡍ移動࣭見学ࢆ含

࡚ࡵ 㸪中学校࡟ࡽࡉ使う㸬ࢆ時間ࡢ以ୖࢀࡑࡣࡓࡲ࣐ࢥ1

や高校ࢆ訪問࡟ࡿࡍあ࡚ࡗࡓ㸪஦前ࡢ指ᑟࡶ࡟㸪あࡿ程ᗘ

授業時間ࡢ大学࡜学校ࡢ㸪訪問ඛࡓࡲ使う㸬ࢆ授業時間ࡢ

 㸬ࡿあࡶい場合࡞ࡁ㸪実現࡛ࡃࡋ㞴ࡣ࡜ࡇࡿࡍ調整ࢆ

㸪ࡶ࡚ࡗᮏ学࡛あࡿあࡢ附属学校࡟敷地ࡌ結果㸪ྠࡢࡑ

半ᖺࡢ授業期間࡟ 1 回ࡢ授業見学ࡀ実現࡛ࡼࡤࢀࡁい方

࡛あࡿ㸬動画࡛授業見学ࢆ行う場合㸪臨場感ࢆ得ࡀ࡜ࡇࡿ

㞴ࡋい࡜いう指摘ࡶあࡀࡿ㸪半ᖺࡢ授業期間࡟複数ࡢ授業

㸪授業動ࡓࡲ㸬ࡿあࡀいう利Ⅼ࡜ࡿࡁ࡛ࡀ࡜ࡇࡿࡍ見学ࢆ

画ࢆ利用࡛࡜ࡇࡿࡍ㸪授業ࡢ全体ࢆ観察ࡃ࡞࡛ࡅࡔࡿࡍ㸪

目的࡟合わ࡚ࡏ授業୍ࡢ部ࢆ動画࡛見࡜ࡿいう利用方法ࡀ

ྍ能ࡿ࡞࡜㸬  

活用例ࡢ㸰ࡣࡵࡘ㸪自ศࡢࡕࡓ実施ࡓࡋ模擬授業͆ࡢ振

返࡛͇ࡾあࡿ㸬ࡢࡇ授業࡛ࡣ㸪学生ࡣࡓࡲ学生ࣉ࣮ࣝࢢࡢ

࡟前࡝࡞ㄝ明や㸪模擬授業ࡓࡋ利用ࢆࢻ࢖ࣛࢫ㸪黒ᯈや࡟

出࡚ㄝ明ࡿࡍ機会ࢆ多ࡶࡃうࡓࡅ㸬 

授業ࡘ࡟い࡚ࡣ㸪授業者࣭観察者ࡢ立場࡛意見交流ࡉࢆ

ࡢ自ศࡀ㸪授業者自身ࡀࡔࡢࡿࡍࢆࡾ場࡛振返ࡢࡑ㸪࡚ࡏ

授業ࢆ振返࡞ࡁ࡛ࡣ࡜ࡇࡿい㸬࡛ࡇࡑ㸪模擬授業ࢆ録画ࡋ
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࡚動画ࡿࡼ࡟振ࡾ返ࢆࡾ課ࡓࡋ㸬ࡢࡽࢀࡇ動画ࢆ Moodle

㸪࡚ࡋ࡜宿㢟ࢆ視聴ࡢ動画ࡾࡼ࡟࡜ࡇࡿࡍ配信࡚ࡋ利用ࢆ

授業時間ࢆ討議࡟࡝࡞充࡚ࡓࡁ࡛ࡀ࡜ࡇࡿ㸬 

 

(3) 学生ࡢ状況 

ᒚ修者ࡀ࡚࡭ࡍࡢ理学部ࡢ情報科学科ࡢ 2～3ᖺ生࡛㸪ࡲ

࡟ࢀ 4ᖺ生࡚ࡗࡊࡲࡀいࡿ㸬 授業前ࡢ調査࡛ࡣ㸪࡭ࡍࡰ࡯

ࡀ学生ࡢ࡚ Macࡢ端ᮎࢆ所᭷ࡾ࠾࡚ࡋ㸪Mac࡜ Windows

ࡢ 2種類ࡢ OSࢆ自⏤࡟利用࡛ࡿࡁ環境࡟あࡿ学生ࡶ多い

ࡘ࡟動画ࡿࢀࡉ配信࡛ࢺࢵࢿ࣮ࢱࣥ࢖㸪ࡓࡲ㸬ࡿう࡛あࡼ

い࡚ࡣ㸪視聴ࡢ経験࡞ࡀいࡃ࡞ࡣࡢࡶ㸪࡛ࣥࢥࢯࣃ見ࡿ学

生ࡀ多いࡼう࡛あࡿ㸬動画ࡢ視聴ࡢ目的ࡣ࡚ࡋ࡜㸪自ศࡢ

楽࡚ࡋ࡜ࡳࡋ余暇࡟利用ࡀࡢࡶࡿࡍ多ࡃ㸪ࡓࡲ㸪཭人や家

族ࡢ࡜情報共᭷ࢆ目的࡛利用ࡶࡢࡶࡿࡍあࡓࡗ㸬 

 
 ᅗ 7 ஦前ࡿࡼ࡟ࢺ࣮ࢣࣥ࢔学生ࡢ動画視聴状況 

 

 め࡜ࡲ (4)

ཷ講者࡟対ࢺ࣮ࢣࣥ࢔ࡿࡍ結果㸦ᅗ 8㸧࡜ࡿࡼ࡟㸪 5時

間以ୖࡢ時間ࢆ動画ࡢ視聴࡟㈝やࡓࡋ学生ࡀ約半数あࡓࡗ㸬

課㢟ࡁ࡭ࡿࡳ࡚ࡋ࡜動画ࡢ合計ࡢ時間ࡀ 6～8 時間程ᗘ࡛

あࡽ࠿࡜ࡇࡓࡗ㸪部ศ的࡟飛ࡢ࡝࡞ࡍࡤᕤ夫ࢆ入ࡽࡀ࡞ࢀ

見ࡶࡢࡶࡓあ࡟ࡾ࡞ࢀࡑࠊࡀࡓࡗ真面目ࡾྲྀ࡟組࡛ࢇいࡿ

㸪課ࡣ結果㸦ᅗ 9㸧࡛ࢺ࣮ࢣࣥ࢔ࡢูࠊࡓࡲ㸬ࡿう࡛あࡼ

㢟ࢆ㈇担࡟感ࡿࡌ学生ࡣ多ࡓࡗ࠿㸬学科࡛ࣥࢥࢯࣃࡢ動画

㈇ࡢ㸪学生ࡶ࡜ࡇࡓࡗあࡀ問㢟ࡢ࡝࡞ࡓࡗ࠿࡞ࡁ再生࡛ࡀ

担感࡚ࡗࡀ࡞ࡘ࡟いྍࡿ能性ࡀあࡿ㸬 

 

 

ᅗ 8 動画ࡢ視聴࡟㈝やࡓࡋ時間㸦஦後ࢺ࣮ࢣࣥ࢔㸧 

授業ࡢ༠力者ࡣࡽ࠿㸪高校ࡢ授業ࡢ視聴ࡘ࡟い࡚ࡣ㸪ࡼ

いྲྀ組࡛ࡢ࡞௚ࡢ教科教育法࡛ࡶあࡼࡽࡓࡗい࡜いう意見

ࡢ自ศࡿࡍࢆ㸪授業ࡣい࡚ࡘ࡟㸪模擬授業ࡓࡲ㸬ࡓࡗあࡀ

姿ࡿࡁ࡛ࢡࢵ࢙ࢳࢆ㸪自ศࡢ授業ࡘ࡟い࡚生ᚐ役ࡢ人ࡢ཯

応ࢆ確ㄆࡿࡁ࡛ࡀ࡜ࡇࡿࡍ௚㸪教育実習後࡟見࡛࡜ࡇࡿ自

ศࡢᡂ長ࢆ感࡜ࡿࡁ࡛ࡀ࡜ࡇࡿࡌいうⅬࡀ挙ࡓࢀࡽࡆ㸬 

 

 
ᅗ 9 利用者ࡢ感ࡓࡌ㈇担感㸦஦後ࢺ࣮ࢣࣥ࢔㸧 

 

 ࡟ࡾわ࠾ .5

ᡃ々ࡾྲྀࡀ組࡛ࢇい͆ࡿ授業動画ࡢ簡易配信͇࣒ࢸࢫࢩ

ࡿ࡞異ࡢ㸪目的࡟ࡵࡓࡿࡍ調査ࢆ効果ࡢ授業࡛ࡢ実㝿ࡢ 3

㸬学習効ࡓࡋ実践ࢆ実験授業ࡢ半ᖺ間ࢀࡒࢀࡑ授業࡛ࡢࡘ

果ࡘ࡟い࡚ࡣ㸪現時Ⅼ࡛ࡣ学生࠿ࡋ࡛ࢺ࣮ࢣࣥ࢔ࡢ࡬検証

㸪ࡎࡽ࠾࡚ࡋ活用ࡾࡲあࡣ学生ࡢࡃ㸪半数近ࡀい࡞い࡚ࢀࡉ

ᚑ来型ࡢ授業࡜比ࡢ࡚࡭明確ࢆࢺࢵ࣓ࣜ࡞感࡟ࡿࡌ至࡚ࡗ

い࡞い㸬ࠊࡋ࠿ࡋ活用ࡓࡋ学生ࡣࡽ࠿役࡜ࡓࡗࡔいう評価

や改善Ⅼࡢ指摘ࢆ得ࡓࢀࡽ㸬ࡲࡩࢆࡽࢀࡇえ㸪௒後ࡣ予習

࡚ࡋ実践ࢆ実験授業࡚ࡋ設定ࢆ目的ࡿ࡞ࡽࡉ࡝࡞活用ࡢ࡬

いࡃ予定࡛あࡿ㸬 
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Intercultural Exchange via Moodle 

 

Mizuho JONES†1 Mari YAMAUCHI †2   
 

This paper discusses how an intercultural exchange project was designed and implemented to benefit two groups of students 
from China and Japan, with different learning needs. A variety of tasks involving intercultural interactions using different skills 
and tools were offered via Moodle, and sequenced according to Salmon’s 5-stage model of online teaching/learning. The tasks 
were redesigned based also on findings from the 2012 project, including the newly introduced collaborative research using the 
wikis and the chat rooms. The course statistics, post-project surveys, and the instructors’ observations of in-class activities are 
used to evaluate the project.  

Moodleを使ࡗた異文化交流 

 

瑞穂 JONES†1  山ෆ 真理†2   
 

ᮏ論࡛ࡣ㸪学習ࡢࢬ࣮ࢽ異ࡿ࡞中国ࡼ࠾び日ᮏࡢ学生࡟対࡚ࡋ㸪ࡼࡢ࡝う࡞異文໬交流ࡀࢺࢡ࢙ࢪࣟࣉ設計࣭実施ࡉ

ࡿ࡞㸪異ࡣ࡛ࢺࢡ࢙ࢪࣟࣉ㸬ᮏࡿࡌ論ࢆ࠿ࡓࢀࡉ࡞ࡀ配慮࡞うࡼࡢ࡝࡟ࡵࡓࡿࡍ࡟交流࡞᭷益࡚ࡗ࡜࡟㸪཮方࠿ࡓࢀ
技能やࢆ࣮ࣝࢶ使う様々࡞異文໬交流ࡀࢡࢫࢱ Moodleୖ࡛ᥦ供ࢀࡉ㸪全体設計ࡣ Salmonࣥ࢖ࣛࣥ࢜ࡢ教育࣭学習ࡢ
ࡢࡵࡓ 5段㝵ࣔࢆࣝࢹ基࡟行わࡓࢀ㸬2012ᖺࡢࡽ࠿ࢺࢡ࢙ࢪࣟࣉࡢ知見ࡲࡩࡶえ࡚ࢆࢡࢫࢱ設計ࡋ直ࡋ㸪Wiki やࢳ
授業ࡿࡼ࡟教員࣭ࢺ࣮ࢣࣥ࢔統計࣭஦後ࢫ࣮ࢥ㸬ࡓࡋᑟ入࡚ࡋ࡜ࡳ試࡞ࡓ新ࢆ࡝࡞共ྠ研究ࣉ࣮ࣝࢢࡿ用いࢆࢺࢵࣕ
ෆ活動ࡢ観察ࢆ基࡟㸪ᮏࢆࢺࢡ࢙ࢪࣟࣉ評価ࡿࡍ㸬  

 

 

1. Introduction  

   This paper reports on an intercultural exchange project 

implemented in 2013 for students from China (The University of 

Nottingham Ningbo China: UNNC) and Japan (Chiba University 

of Commerce: CUC). Unlike more common types of 

intercultural exchange, this project did not involve language 

exchange as its essential part and the communication was done 

mainly in Japanese.  

   This intercultural exchange project was designed to meet 

different learning objectives of the two groups of students. The 

UNNC students, who were learning Japanese as their L3 and 

interested in Japanese culture and life, needed opportunities to 

interact with Japanese people to use their Japanese in authentic 

communication and challenge their own knowledge. The CUC 

students, who were more or less interested in intercultural 

communication but not confident enough in their L2 skills or 

communication skills to explore intercultural opportunities by 

themselves, would benefit from experiences of authentic inter- 

cultural contact in Japanese, so that they could break out of their 

shell, as well as understand what intercultural communication is 

like.  

   As described below, different types of communicative and 

collaborative tasks were designed and sequenced so that the 

participants could maximise intercultural communication oppor- 

tunities. The 2013 exchange project was the second implantation 

of this kind using Moodle, and based on findings from the 2012 

                                                                 
†1 The University of Nottingham Ningbo China 
†2 Chiba University of Commerce 
 

project (Jones & Yamauchi, 2013), learning tasks were re- 

designed to encourage more active participation by students. The 

biggest change was the introduction of collaborative research, 

which required the participants to arrange online meetings and 

discuss their topic among the group members. The course 

statistics, post-project surveys, and reflective essays (CUC), as 

well as the instructors’ observations of in-class activities, were 

used to evaluate the project.   

 

2. Methods 

   The 2013 intercultural exchange project was conducted for 9 

weeks from October through December. 20 UNNC students 

from a Japanese language class and 14 CUC students studying 

intercultural communication joined the project.    

   The UNNC students, in their third year of learning Japanese, 

had 4 hours of the Japanese language class per week. The CUC 

students met once a week to have 1.5 hours of the intercultural 

communication class. There was about 40 minutes of class time 

available for joint sessions every week, where the students from 

the two classes met online for weekly tasks. They also used their 

own time to conduct their tasks.     

   Moodle was used as the platform for this exchange project, 

where the students interacted with the partners to share their 

opinions and gain information, using the forums, the wikis, the 

chat rooms, the PoodLL plugin, and external services such as 

Skype and Survey Monkey. A Moodle course was set up for this 

project in Yamauchi’s Moodle site, where the CUC students had 

their regular course. The UNNC students logged in to this course 

using the hyperlink in UNNC’s Moodle site. 
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   Before the semester started, the instructors discussed the 

timetable, topics, grouping, and tasks. Interpersonal relationship 

was chosen as the main topic to match the UNNC Stage 3 

semester topic. The sub-topics included friendship, boyfriend- 

girlfriend relationship, and parent-child relationship. They were 

selected as being general, familiar, and appropriate for students 

of all language levels to describe, as well as being easier for the 

participants to find differences and similarities between China 

and Japan.  

   The activities were organized in 5 stages, based on Salmon’s 
“5-stage model of online teaching and learning through online 

networking” (Fig. 1). Salmon (2004, 2013) suggests that at the 

beginning of online learning activities students need to 

familiarise themselves with the online setting and increase their 

confidence and motivation (Stage 1). They need to have oppor- 

tunities to socialise with their partners (Stage 2), before they 

move on to sharing and exchanging information (Stage 3). In the 

later stages they will be provided with challenging activities that 

help them learn how to construct their knowledge and create 

ideas (Stage 4), and activities that help them learn to monitor 

and evaluate their learning experiences (Stage 5).  

 

 

Figure 1  5-Stage Model of Online Teaching and Learning 

through Online Networking (Salmon, 2004: 11)  

 

   In the present study, the exchange project started with 

sharing self-introduction videos (via PoodLL) and “Photo 
Stories” that consisted of a few photos with a short message to 
describe their university life and culture (week 1 through week 

3). The videos and photo stories were posted in forums, and the 

students posted comments on each other’s posts. As the 
participants were already used to using Moodle, the initial phase 

of this project focused more on building up confidence, 

motivation and socialisation: video recording was intended to 

help shyer students get prepared to talk in the following Skype 

sessions; sharing photo stories was intended to encourage lower 

language students and less communicative students to join the 

interaction; written communication in forums allowed the 

students enough time to think carefully and review their 

grammar (for the UNNC students) and to think of wording for 

non-native partners (for the CUC students).  

   In week 4, the students used Skype for more instant 

communication to socialise. This task was conducted during the 

class time, and after every 10 minutes the students interacted 

with different students. It provided the UNNC students with a 

speaking opportunity, and the CUC students with first-hand 

experience of intercultural interaction. Also, the synchronous 

communication session using Skype was expected to help the 

participants feel closer to each other, which could have a 

positive impact on motivation, as observed in the previous 

studies (Yamauchi & Jones 2012, Jones & Yamauchi 2013).   

   In week 5, the students moved on to information exchange 

using a survey prepared for them to find out differences and 

similarities between Chinese and Japanese cultures (created with 

Survey Monkey). This survey task was intended to help the 

students find interesting topics to explore in the following group 

research.  

   In week 6 through week 8, each group, consisting of 2 or 3 

Japanese students and 3 or 4 Chinese students, conducted their 

research. They discussed the survey results and chose their topic 

to work on together. For this knowledge construction stage, a 

chat room was created for each group to discuss what and how 

to research, and to arrange their online meetings. The chat 

module was expected to reduce the language barrier between the 

group members, and to make it easier for the instructors to 

monitor their work.  

   Each group presented their collaborative work in their group 

wiki, which was finalized in week 9. They used their wiki for 

mind mapping, meeting minutes, drafts and a final report. The 

final report had to include what they had learned about the two 

different cultures through further research and exchange of 

opinions among the group members. In addition, the students 

had a second Skype session to look back on the exchange project, 

and to interact with students from other groups. Further 

reflective tasks were done in each class after the exchange 

project.  

 

3. Results and Discussion 

3.1 Student Participation 
   The course statistics shows the number of posts per student 

doubled between 2012 and 2013 (Table 1). Considering that the 

“posts” in 2012 included their responses to an intercultural 
survey (using the choice module) while the equivalent survey 

was done with Survey Monkey in 2013, the participants in the 

2013 project were more active than those in 2012, suggesting 

that the type of collaborative work introduced in 2013 worked 

fine to increase student participation. 

 

Table 1  The average number of posts per student 

 Views Posts 

Oct. 2012 – Dec. 2012  254 29 

Oct. 2013 – Dec. 2013 275 61 

 

   However, the number of contributions differed greatly by 

student (Fig. 2), and we should consider how we could 

effectively encourage those less active students to contribute 
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more. 

 

 
Figure 2  Distribution of participants by the number of posts 

 

3.2  Student Feedback  
   A post-project survey shows that the students from both 

schools were generally positive about this intercultural ex- 

change. In their opinion, this exchange helped to increase their 

motivation to learn Japanese languages (UNNC: 4.0, on a scale 

of 1-5) or foreign languages (CUC: 4.0); it helped to increase 

their interests in the partner country and its culture (UNNC: 3.7, 

CUC: 4.0); and it helped to improve their Japanese skills 

(UNNC: 3.5) or communication skills (CUC: 4.0). However, 

looking at the UNNC students’ responses on their Japanese skills, 
the tasks might need to be redesigned to more effectively help 

them to gain confidence in their Japanese skills and/or to meet 

their learning needs.  

   Table 2 summarises how satisfied they were with each task, 

showing that they were fairly satisfied with reading their 

partners’ photo stories (D: 3.7), Skype sessions (G: 3.7), doing 
group research (E: 3.7), and using chat rooms for group 

discussion (H: 3.8). Less positive reactions on watching or 

reading the partners’ self-introductions (B: 3.0) were due mainly 

to technical problems that caused only a few of the posted 

videos to be viewed (see 3.4). As for task A, what factors were 

behind the CUC students’ rather negative responses to creating a 
self-introduction video (A: 2.7) should be investigated.  

 

Table 2  How satisfied they were with different types of tasks, 

on a scale of 1 (Very dissatisfied) to 5 (Very satisfied) 

Tasks UNNC CUC Ave. 

A: Creating a self-introduction 

video  
3.5 2.7  3.1  

B: Watching self-introduction 

videos (posted in the forum with 

the script)  

3.1 2.9  3.0  

C: Creating photo stories 3.3 3.4  3.4  

D: Reading photo stories  3.9 3.4  3.7  

E: Doing group research 3.5 3.8  3.7  

F: Talking in forums  3.4 3.2  3.3  

G: Talking on Skype 3.8 3.5  3.7  

H: Taking in chat rooms 3.7 3.8  3.8  

    

   Of the 4 types of communicative tasks (sharing self- 

introduction videos, sharing photo stories, group research, and 

Skype conversations), Skype conversations were the most 

popular at both UNNC and CUC (Fig. 3). Note that, while about 

the same number of the CUC students preferred Skype or the 

group research, there was a large difference between the 

numbers of the UNNC students who preferred Skype and those 

who preferred the group research. The difference in preference 

between Japanese and Chinese students seem to reflect, to some 

extent, individual differences in their L3 ability, their general 

communicative skills, and/or their personality, suggesting that 

offering differing types of communicative tasks helped the 

project as a whole to be beneficial to every participant.  

 

 
Figure 3  Communicative tasks they liked best 

 

   Finally, the student responses also show that Moodle was 

fairly easy to use for many students, with an average of 3.7 

(UNNC: 3.8, CUC: 3.6) on a scale of 1 (Not at all easy to use) to 

5 (Very easy to use). However, there were cases where Moodle 

(ver. 2.4) did not work very well on iPads, as discussed in 3.4.  

  

3.3  Benefits and Challenges for the UNNC Students 
   Focusing on the UNNC students, their language learning 

motivation increased through the exchange project, and they 

moderately agreed that it helped to improve their Japanese skills, 

as mentioned in 3.2. Their comments indicate that, through the 

authentic experiences, they learned the way Japanese people 

communicate, and gained confidence in their language ability as 

they found themselves able to communicate with native speakers. 

Some of the positive comments include: “I can talk with them in 
real speed. That surprised me a lot”; “Cooperate with Japanese 
students can help us improve our language skills”; “Knew many 
Japanese people and know their way to communicate with 

people.” 

   However, not all the students stayed motivated. The UNNC 

students’ expectation was very high and they seemed to expect 
the CUC students to show the same excitement with this 

exchange, which they did not find, as seen in the following 

comments: “It is very hard to work with them. I don’t think they 
were positive enough”; “Cannot go through the conversation 
because maybe they are not interested in it.” This led to some 
students being disappointed and demotivated.  

   Also, some students realised that the language barrier was 

very high, as these comments indicate: “When we talked in 

Japanese I couldn’t understand what they say because they spoke 
too fast”; “Language gap…Still need much to learn to use 
Japanese well”; “Some words still hard to understand. And 
sometimes if we don’t hear clearly with each other the situation 
become embarrassed.” When the tasks were more complicated, 
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especially during the collaborative research, they seemed to have 

a hard time struggling to discuss with Japanese students. On 

other occasions as well, some students felt frustrated that they 

could not express their thoughts while others were exploring 

different approaches to solve communication problems (e.g., 

sending photos, using body language, and using English or 

Chinese).  

   Another communication problem occurred when they were 

using the chat module: a wrong word choice and confusion 

caused by the Send key and the Return button resulted in 

sending an unintended negative message, which led to 

unsuccessful communication between them. In a chat room, 

informal communication in short sentences gave them less 

pressure, and immediate responses from their partners brought 

the same excitement as Skype, but it should be kept in mind that 

some students may need to practice “chatting” before using the 
Moodle chat rooms for group discussions.  

 

3.4  Benefits and Challenges for the CUC Students 
   As seen above (3.2), this intercultural exchange project 

helped to motivate the CUC students to learn another language 

and to make them more interested in China and the Chinese 

culture, and they felt this project helped to improve their 

communication skills.  

   The responses to an additional question for the CUC students 

revealed that when they felt they had nothing to say, they tended 

to just pause and wait for their partner(s) to continue the talk, 

and only a few (28.6%) said they soon found something to say 

and kept the conversation going. Their reflective essays after the 

project showed that some got very nervous when talking face to 

face on Skype; others felt at a loss when they used Japanese and 

still failed to understand the partner or to make themselves 

understood; and still others were shocked to meet unexpected 

“false friends”, i.e., kanji words with different meanings 

between Japanese and Chinese. These responses and reflections 

suggest that talking with the Chinese partners was quite a 

challenge for most of them, even in Japanese. 

   It was good for them to first be aware that their Japanese 

communication skills would not be good enough to get things 

done sometimes, and to have chances to discuss and try different 

approaches to overcome or avoid miscommunication. Their 

positive self-evaluation on their skills development at the end of 

the project suggests that they were more or less successful in 

doing what they failed to do earlier. Their own experiences of 

intercultural communication led to some great insights: 

“Miscommunication happens. Just keep trying to clear it up. 
Curiosity to understand each other is the most important”; “Why 
did I feel so comfortable talking with them? I think that’s 
because they were interested in us and our culture, willing to 

trying their Japanese, and enjoying our conversation.”   

   Thus, through this project the CUC students were more 

aware of intercultural communication, miscommunication, and 

their own communication skills. They were also impressed and 

inspired by the Chinese students using a foreign language to 

communicate with native speakers. It should be kept in mind, 

however, that it took time for them to actively participate in the 

exchange, and the attitudes of these slow starters, mostly not 

very communicative (at least in the beginning), seem to have 

had a negative impact on some of the UNNC students’ 
motivation to learn through this exchange, as discussed above in 

3.2. To avoid this kind of problem, participants should be more 

aware of their communication skills, and more prepared for 

intercultural communication before the exchange project. Also, 

using the class time for the exchange activities would be 

desirable in the early stages of the project.    

   Finally, it should be noted here that the CUC students used a 

class set of iPads for in-class activities, which seems to have led 

to some unexpected technical problems, as touched upon in 3.2. 

For one thing, when they were working on forum posts or wikis 

in class, the on-screen keyboard froze too often (though not 

always), and the Japanese input system did not work fine either. 

For another, creating a video with the iPad was easy but posting 

it via PoodLL was not for some reason, and some UNNC videos 

created and shared via PoodLL (on windows machines) could 

not be played on iPads. The technical problems, especially those 

they encountered in the early stages of the project, could have 

had a negative influence on student participation, but the 

instructor is now more aware of possible problems related to 

different combinations of several applications and devices.  

 

4. Concluding Remarks 

  Overall, both sides of participants benefited from this inter- 

cultural exchange project. A variety of tasks involving inter- 

cultural interactions using different skills and tools, sequenced 

based on Salmon’s 5-stage model, helped both the groups, with 

different learning objectives, to maximise their intercultural 

opportunities. The introduction of collaborative research pro- 

moted student participation, and synchronous communication 

(via Skype and the chat module) had a great impact on the 

student motivation, stimulating the students’ interests in another 

culture and/or intercultural contacts.  

   There were some “unexpected” technical problems that 
should be addressed for future projects, and some of the tasks 

may need to be redesigned with more attention to participants’ 
language/communication skill levels.  
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Inter-university Exchange Activities Using Mnet and PoodLL 
 

Hideto D. HARASHIMA†1    Akinobu KANDA †2 
Mari YAMAUCHI †3    Thom RAWSON†4     Shin’ichi SATO†5 

 

Mnet or Moodle Networking enables different Moodle installations to be connected by SSO. By combining Mnet 
and PoodLL multimedia plugins, exchange, sharing, and evaluation of audio and video materials among users of 
remote areas is possible. The authors implemented two collaborative learning projects using Mnet and PoodLL to 
connect students from four different universities in Japan. The students exchanged both audio and video and 
performed peer evaluation on projects using the Moodle Workshop module. The overview of these activities, some 
technical challenges as well as student feedback are reported including visuals. 
 

 
 

  ࡟めࡌࡣ .1

 著者等ࡣ 2010ᖺࡽ࠿Moodle Networking (以後Mnet)ࢆ利

用ࡓࡋ大学間恊働学習活動ࢆ行࡚ࡗ来ࡓ㸬ࣜ 共᭷㸪ࡢࢫ࣮ࢯ

意見交換㸪恊働ࡢࢫ࣮࣋ࢱ࣮ࢹ作ᡂ㸪ࢺ࣮࣋࢕ࢹ型討論㸪

㸬㸦原島, బ藤㸪神⏣㸪ࡓࡗࡀୖࡀ連携㸪等࡛ᡂ果ࡢ࡜ࢢࣟࣈ

山ෆ㸪2011㸧1 

࡜ࡿ入࡟㸪2012ᖺᗘࡋ࠿ࡋ  Moodle 2.0 ࡢ瘡場࡟伴い㸪

ࡢ間࡛࣮ࣂ࣮ࢧ Mnet確立ࡀ困㞴࡜࡜ࡇࡓࡗ࡞࡟㸪Moodle

ᮏ部ࡀ Mnet ࡵࡓࡓࢀ流ࡀ情報ࡢ࡜ࡿษࡕ打ࢆࢺ࣮࣏ࢧࡢ

 㸬ࡓࡗࡲࡋ࡚ࡗ滞ࡀ㸪大学間恊働活動࡟

 2013ᖺ࡟入ࡼ࡜ࡿうやࡃ Mnetࡢ安定的࡞通信ࡀ保ࢀࡓ

ࣞࣕࢳ࡞ࡓ新ࡢ㸬௒回ࡓࡋ再開ࡀ㸪大学間連携ࡾ࡞࡟様ࡿ

㸪近ᖺࡣࢪࣥ Moodle࡚ࡋ࡜ࣥ࢖ࢢࣛࣉ࢔࢕ࢹ࣓ࢳ࣐ࣝࡢ

注目࡚ࢀࡉいࡿPoodLLࢆMnet࡜組ࡳ合わ࡜ࡿࡳ࡚ࡏいう

஦࡛あࡿ㸬PoodLLࡣ日ᮏࡢ Justin Hunt氏ࢆ中心࡚ࡋ࡜開

瘠࡛ࣥ࢖ࢢࣛࣉࡓࢀࡉ㸪Moodleࡢ中࡟音声や動画ࡾྲྀࢆ込

ࡍ࡟能ྍࢆ࡜ࡇࡿࡍࡾࡓࡋ共᭷ࢆࢻ࣮࣎ࢺ࢖㸪࣍ワࡾࡔࢇ

 㸬ࡿあ࡛ࡢࡶࡿ

 研究ࡢ目的ࡣḟࡢ㸲࡛ࡘあࡿ㸬 

㸯㸧࣐ ࡿあ࡛ࣥ࢖ࢢࣛࣉ࢔࢕ࢹ࣓ࢳࣝ PoodLLࡣ Mnet環境

 㸬࠿ࡢࡿࡁ使用࡛ࡃ࡞支㞀ࡶ࡛

 

_______________________________ 
†1 Maebashi Institute of Technology 
†2 Tokyo Metropolitan University 
†3 Chiba University of Commerce 
†4 Nagasaki International University 
†5 Nihon Fukushi University 

㸰㸧ࡢࡑ㝿ࡢ機種ࡢᙳ響ࡣあ࠿ࡢࡿ㸬 

㸱㸧新࡞ࡓワ࣮࡜࣮ࣝࣗࢪࣔࣉࢵࣙࢩࢡ大学間恊働ࢆ組ࡳ

合わ࡚ࡏ効果的࡟使用࠿ࡿࡁ࡛ࡀ࡜ࡇࡿࡍ㸬 

㸲㸧ࡢࡽࢀࡑ大学間連携活動࡟対ࡿࡍ学生ࡢ཯応࡝ࡣう࠿㸬 

2. Mnet ࡢ確立 

 Mnet (Moodle Networking) ࡣ Moodle ver.1.8 ࡽ࠿ᑟ入ࡉ

ࡢ機能࡛㸪複数ࡓࢀ Moodleྠࢺ࢖ࢧ士ࣥ࢖ࢧࣝࢢࣥࢩࢆ

㸬ࡿあ࡛ࡳ௙組ࡿࡁ࡛ࡀ஦ࡿࡍ来ࡁ行࡛ࢡࢵࣜࢡワࣥࡢࣥ࢜

学生ྠࡿ居࡟教育機関㸧ࡿ࡞場所㸦異ࡓࢀ㸪㞳ࡾࡼ࡟ࢀࡇ

士ࡀ学習ࣜࢆࢫ࣮ࢯ共᭷ࡾࡓࡋ㸪ྠ 㸪ࡾࡓࡋ験ཷࢆࢬ࢖ࢡࡌ

ࢆࢫ࣮࣋ࢱ࣮ࢹࡢࡘ㸪୍ࡾࡓࡋ意見交換࡛࣒࣮࢛ࣛࣇࡌྠ

恊働࡚ࡋ作ᡂྍࡀ࡜ࡇࡿࡍࡾࡓࡋ能ࡿ࡞࡜㸬ࡢࡽࢀࡇ活動

ࢀࡉ参照ࢆ㸦原島, బ藤㸪神⏣㸪山ෆ㸪2011㸧ࡣい࡚ࡘ࡟

 い㸬ࡓ

3. PoodLL 

  PoodLLࡣ࡜日ᮏᅾఫࡢ Justin Hunt氏ࡀ中心࡚ࡗ࡞࡜開

瘠ࡓࢀࡉ Moodle用࡛ࣥ࢖ࢢࣛࣉ࢔࢕ࢹ࣓ࢳ࣐ࣝࡢあࡾ㸪

ྠ類ࡢ Nanogong 2࡜比࡭㸪多機能࡛㸪使い勝手ࡀ良いࡉ࡜

㸯㸧ࡣ࡚ࡋ࡜利Ⅼࡢࡑ㸬ࡿい࡚ࡗࡲ高ࡀ㸪近ᖺ評ุࡾ࠾࡚ࢀ

音声や画像ࢆ簡単࡞操作࡛ྲྀࡾ込ࡾࡔࢇ再生ࡇࡿࡍࡾࡓࡋ

必要ࡿࡍ用意ࢆ࣮ࣂ࣮ࢧ࢔࢕ࢹ࣓ࡢ㸬㸰㸧専用ࡿࡁ࡛ࡀ࡜

࢖࢓ࣇࡢ࡝࡞పい㸬㸱㸧大学ࡶ㈇荷ࢡワ࣮ࢺࢵࢿ㸪ࡃ࡞ࡀ

㸲㸧音声や動ࠋ無いࡀ࡜ࡇࡿࢀࡉࢡࢵࣟࣈ࡟࣮࢛࣮ࣝ࢘࢔

画ࡎࡽ࡞ࡳࡢ㸪ࢺࢵࣙࢩࣉࢵࢼࢫ㸪࣍ワࢻ࣮࣎ࢺ࢖機能࡞

 㸬ࡿあࡀⅬࡢ等 ,ࡿ備え࡚いࡶ࡝
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ᅗ 1   PoodLL (http://poodll.com) 

 

4. 地域文化交流プࣟࢺࢡ࢙ࢪ 

 2013ᖺᗘࡢ前期࡟ Mnetୖ࡛ PoodLLࢆ利用ࡓࡋ活動ࡀ

ྍ能࡛あࢆ࠿ࡿ検証࡟ࡵࡓࡿࡍ㸪長崎県立大学బ世保校࡜

高崎経῭大学ࡢ間࡛ࠕ地域文໬交流ࢆࠖࢺࢡ࢙ࢪࣟࣉ試ࡳ

ࡀ学生ࡢ経῭学部ࡶ࡜大学ࡢࡘ஧ࡣࢀࡇ㸬ࡓ Moodleࢆ使

用ࡓࡋ英語学習࡛既࡟実践ࡀあ࡛ࡢࡓࡗ㸪経῭㸪英語㸪交

流㸪࣐ࣝ࢔࢕ࢹ࣓ࢳ㸪࡜いう࣮࢟ワ࣮ࢺࢡ࢙ࢪࣟࣉࡽ࠿ࢻ

ࡿࡍᐉ伝ࢆ特産品や観ගྡ所ࡢ地域ࡢ㝿㸪互いࡓࡋ企画ࢆ

意見交換࡚ࡗ合ࡋ鑑賞ࢆࢀࡑ㸪ࡋ作ᡂࢆ映像ࣝࣕࢩ࣮࣐ࢥ

 㸬ࡿあ࡛ࡢࡶࡓ来࡛ࢇ࠿浮ࡀいう活動࡜ࡿࡍ

 㸪ࡣ目的ࡢ活動ࡢࡇ 

 㸯㸧ࢆࣂ࣮ࢧࣈࣁ中心࡚ࡋ࡜஧ࡢࡘ大学間࡛ Mnetࡀ

確立࡛ࡢ࡜ࡇࡿࡁ確ㄆ 

 㸰㸧PoodLL ࢆࢀࡑ㸪ࡁ࡛ࡀ録画࢜ࢹࣅࡓࡋ使用ࢆ

Mnetࢆ௓࡚ࡋ遠隔地ࡢ学生ࡶ鑑賞࡛ࡀ࡜ࡇࡿࡍ

 確ㄆࡢ࠿ࡿࡁ

 㸱㸧࢜ࢹࣅ交流活動࡟対ࡢ࡚ࡋ学生ࡢ཯応ࢆ見ࡿ 

 㸲㸧技術的問㢟Ⅼࢆ᥈ࡿ 

 㸬ࡓࡗいう㸲Ⅼ࡛あ࡜

確ࢆࢡワ࣮ࢺࢵࢿࡃ࡞支㞀ࡣい࡚ࡘ࡟⥆接ࡢ㸪Mnetࡎࡲ 

立ࡓࡁ࡛ࡀ࡜ࡇࡿࡍ㸬ࡃ࡞ࡣ࡛࢔ࣆ࣭ࢗࢺ࣭࢔ࣆ㸪ࢧࣈࣁ

࡟࣮ࣂ࣮ࢧࡢࢀࡒࢀࡑ㸪ࡋ࡜連携ࡓࡋ௓ࢆࣂ࣮ PoodLLࢆ

予࡛ୖࡓࡋ࣮ࣝࢺࢫࣥ࢖ࡵ Mnet 連携ࢆ行ࡓࡗ㸬࣮ࢧࣈࣁ

ࡓࢀࡉ࣮ࣝࢺࢫࣥ࢖࡟ࣂ Moodleෆ࡟地域文໬交流ࢫ࣮ࢥ

行ࢆ交流࡚ࡗ使ࢆ࣮ࣝࣗࢪ࣒࣮࢛ࣔࣛࣇࡢ中ࡢࡑ㸪ࡅ設ࢆ

㸪ࡋい࡚英語࡛記述ࡘ࡟い஦物ࡓࡋᐉ伝ࡢ自ศࡣ㸬ෆ容ࡓࡗ

ࢹࣅࡓࡋい࡚実演ࡘ࡟࡝࡞方࡭使い方や食ࡢࡑ 㸦࢜約㸯ศ㸧

㸬ᅗࡓࡗいう形式࡛行࡜㸪ࡿࡍ付ຍࢆ 学生ࡿ或ࡢ高崎ࡣ 2

ࢀࡑࡀ学生遉ࡢ㸪相手校ࡋᐉ伝ࢆ牛乳ࣥࣔࣞࡢ地元特産ࡀ

 㸬ࡿ場面࡛あࡿい࡚ࡋ応答࡟

  動画利用ࡘ࡟い࡚ࡣ㸪方法ࢆไ限࡛ࡢࡓࡗ࠿࡞ࡋ㸪

Youtube ࡟動画ࡢ࡬ࣝ࢖࢓ࣇࡢࡑ࡛ୖࡓࡋࢻ࣮ࣟࣉࢵ࢔ࢆ

㸪ࡣ方法࡛ࡢࡇ㸪ࡋ࠿ࡋ㸬ࡓࡗ࠿多ࡶ者ࡓࡅ付㈞ࢆࢡࣥࣜ

大学ࡀ࣮ࢱࣝ࢕ࣇࢶࣥࢸࣥࢥࡢ教師以外 Youtubeࡢ閲覧ࢆ

許ྍ࡞ࡋい設定࡛あ࡛ࡢࡓࡗ㸪教ᐊෆ࡛学生ࡀ視聴࡟ࡿࡍ

あ࡚ࡗࡓ困㞴ࡀ生ࡓࡌ㸬PoodLL ࢸࣥࢥ場合㸪ࡓࡋ利用ࢆ

࢓ࣇ㸬動画ࡓࡁ࡛ࡀ࡜ࡇࡿࡍ回避ࢆ問㢟ࡢ࣮ࢱࣝ࢕ࣇࢶࣥ

ࢺ࣮࣐ࢫࡢ㸪自ศࡾあࡾ஧通ࡣ௙方ࡢࢻ࣮ࣟࣉࢵ࢔ࡢࣝ࢖

ࣟࣉࢵ࢔࡚ࡋ࡜ࣝ࢖࢓ࣇῧ付ࢆ画像ࡓࡋ撮ᙳ࡛࡝࡞࢛ࣥࣇ

㸪PoodLL࡜場合ࡓࡋࢻ࣮ ࣆࣥࢥ࡚ࡗ使ࢆ動画撮ᙳ機能ࡢ

ࣈ࢙࢘ࡣ場合ࡢ㸬後者ࡿ場合࡛あࡿࡍ直接録画࡛ୖࢱ࣮ࣗ

࣓ࣛ࢝ࣈ࢙࢘࡟場合教ᐊࡢ㸪高経大ࡀࡿ࡞࡟必要ࡀ࣓ࣛ࢝

場࡛ࡢࡑ࡟学生࡞㸪必要ࡳ込ࡕ数個持ࢆ USB接⥆࡚ࡏࡉ使

用ࡓࡏࡉ㸬音声ࡘ࡟い࡚ࡣ CALL 教ᐊ࡛あ࡛ࡢࡿ㸪࣊ࢻࢵ

ࡶ࡜ࢫ࢖ࣂࢹ㸬録音࣭録画ࡓࡏࡉ録音ࡽ࠿ࢺࢵࢭ PoodLL

㸬ࡓࢀ行わࡀ撮ᙳ࡟ࢫ࣮࣒ࢫ㸪ࢀࡉㄆ識ࡃ࡞支㞀࡚ࡗࡼ࡟

但ࡋ㸪音㔞ࡘ࡟い࡚ࡣ PoodLLࢺ࢛ࣝࣇࢹࡢ音㔞ࡀᑠࡉい

ุࡀ࡜ࡇい࡞えࡇ聞ࡃ良࡜い࡞ࡉ直ࡋ設定࡟㸪最大値࡛ࡢ

明ࡓࡋ㸬 

  

 

ᅗ  交流ࡢ࡛ୖ࣒࣮࢛ࣛࣇ  2

 

 Mnet ࡀ࡜ࡇ無いࡀ問㢟ࡣい࡚ࡘ࡟視聴ࡢ動画ࡓࡋ௓ࢆ

ศࡓࡗ࠿㸬ࡢࡑࢢ࣒ࣛ࢖ࢱ௚ࢆࣝࣈࣛࢺࡢ生ࡃ࡞࡜ࡇࡿࡎ㸪

い動作࡞ࡢࡾ変わࡽ何࡜ࡢࡿࡍ動作࡛ୖࣝࢻ࣮࣒࣮ࣝ࢝ࣟ

 㸬ࡓࡁ確ㄆ࡛ࡀ

 学生ࡢ཯応ࡣ࡚ࡋ࡜㸪概ࡡ好評࡛あࡓࡗ㸬群馬県࡜長崎

県࡜いう遠隔地ࡢ学生ྠ士㸪ࡌྠࡶ࠿ࡋ経῭学専攻ࡢ学生

ྠ士ࡀ㸪互い࡟商品ᐉ伝࡜郷土自៏ࡋࢆ合い㸪相手ࡽ࠿直

接࡜ࡿࡅཷࢆࢡࢵࣂࢻ࣮࢕ࣇいう活動࡟興味津々ࡼࡓࡗࡔ
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うࡔ㸬0〜10 Ⅼ法࢔ࣆࡿࡼ࡟評価ࡘ࡟い࡚ࡣ㸪厳ࡋい評価

࠿࡞いう㸪஦࡜合うࡋࢆ評価࡞無㞴࡟㸪互いࡎࡏࡔ見いࡣ

 㸬ࡓࡗ大半࡛あࡀ評価࡞主義的ࢀ

 技術的࡞問㢟Ⅼୖࡣ࡚ࡋ࡜述ࡢ様࡟㸪多ࡢࡃ学生ࡀ

Youtube࡜࢛ࣥࣇࢺ࣮࣐ࢫ࡜いう࡟ࢫ࢖ࣂࢹ㢗࡚ࡗ動画ไ

作࡚ࡋࢆい࡛ࡢࡓ㸪PoodLL ࡓࡗ࠿無ࡣ使用࡛࡞ᮏ筋的ࡢ

ࣗࣆࣥࢥࡢෆ蔵型࣓ࣛ࢝ࣈ㸪࢙࢘ࡣࢀࡇࡋ࠿ࡋ㸬ࡿ言え࡜

ไ限ࡢいう施設面࡜無いࡀCALL教ᐊࡓࡗ揃ࡶ何ྎࡀࢱ࣮

や㸪学生ࡀ紹௓ࡓࡋい商品や観ග地ࡢ現場撮ᙳࡵࡓࡿࡍࢆ

࡟場ࡢࡑࢆ࢛ࣥࣇࢺ࣮࣐ࢫや࣓ࣛ࢝࢜ࢹࣅࡶ࡚ࡋう࡝ࡣ࡟

持ࡕ込࡛ࢇ撮ᙳࡀ࡜ࡇࡿࡍ必要ࡵࡓࡿ࡞࡟㸪避࡞ࢀࡽࡅい

面ࡀ᭷ࡓࡗ㸬 

 ௚ࡢ問㢟Ⅼࡣ࡚ࡋ࡜㸪ࡢ࣮ࢱࣝ࢕ࣇࢶࣥࢸࣥࢥ件࡟ຍえ㸪 

PoodLLୖ࡛動画ࢆῧ付ࡿࡍ㝿࡟㸪ࠕ追ຍࠖࣟࣉࢵ࢔࡚ࡋ࡜

࢖ࢧྠ࡜ࢀࡑ㸪࡟ࡶ࡜࡜初期画面ࡢ動画ࡢࡑ㸪࡜ࡿࡍࢻ࣮

ྠ࡚ࡋ࡜い㸪結果ࡲࡋ࡚ࢀࡉ表示࡟緒୍ࡶࣝ࢖ࢿ࣒ࢧࡢࢬ

㸬ࡓࡗࡲࡋ࡚ࡗࡇ起ࡀいう஦࡜ࡿࢀࡉ஧枚表示ࡀ静Ṇ画ࡌ

 挿入 (Insert Moodleࡢ画像ࠕ㸪ࡃ࡞ࡣ追ຍ࡛ࠖࠕࡣࢀࡇ

Media)ࠖ 㸪学生ࡓࡲ㸬ࡓࡗ࠿ศࡀ஦ࡿࡁ஦࡛回避࡛ࡿࡍ࡜

遉ࡀ録画ࡢ࡝࡟ࢻ࣮ࣟࣉࢵ࢔࡜様ࢆࢫ࢖ࣂࢹ࡞使い㸪ࡢ࡝

ࢺࢡ࢙ࢪࣟࣉࡢ㸪ḟࡣい࡚ࡘ࡟࠿ࡢࡓࡗ᭷ࡀ問㢟Ⅼ࡞うࡼ

 㸬ࡓࡗ࡞࡟࡜ࡇࡿࡍ調査࡚ࡋ通ࢆ

 

5. 世界遺産紹介プࣟࢺࢡ࢙ࢪ 

 2013ᖺ前期࡟ Mnet࡜ PoodLLࢆ利用ࡓࡋ㸰大学間ࡢ交

流活動ࡀ実行ྍ能࡛あࡿ஦ࡀ確ㄆ࡛࡛ࡢࡓࡁ㸪2013ᖺ後期

ࡓࡋ増やࢆ種類ࡢࢫ࢖ࣂࢹࡿࡍ使用࡜数ࡢ㸪連携大学ࡣ࡟

実践ࢆ行ࡓࡗ㸬 

 ᮏࡣ࡟ࢺࢡ࢙ࢪࣟࣉ長崎県立大学㸪首都大学東京㸪千葉

商科大学㸪高崎経῭大学ࡢ㸲大学ࡢ学生ࡀ参ຍࡋ㸪日ᮏ福

祉大学ࢆࣂ࣮ࢧࣈࣁࡓࢀ࠿࠾࡟中心࣮ࢱࢫࡓࡋ࡜型ࡢ

Mnet࡛連携ࢆ組ࡔࢇ㸬ࠕࡣ࡚ࡋ࡜࣐࣮ࢸ世界遺産ࠖࡋ࡜㸪

各人ࡢࡘ୍ࢀࡒࢀࡑࡀ世界遺産ࢆ選択ࡋ㸪ࣜࢆࢳ࣮ࢧ行ࡗ

ࡢୖࣈࣁ࡛ୖࡓ Moodleࡢ中ࡢワ࣮࣮ࣝࣗࢪࣔࣉࢵࣙࢩࢡ

行ࢆࣥࣙࢩ࣮ࢸࣥࢮࣞࣉࡓ用いࢆ音声࡜ࢺࢫ࢟ࢸ࡚ࡗ使ࢆ

い㸪互い࡟評価ࡋ合う࡜いう࡛ࡢࡶあࡿ㸬 

5.1 目的 

 㸪ࡣ目的ࡢ活動ࡢࡇ 

㸯㸧 多大学間࡛ࡶ Mnet࡜ PoodLLࡀ併用出来࡜ࡇࡿ

 ࡜ࡇࡿࡍ確ㄆࢆ

㸰㸧 異ࢫ࢖ࣂࢹࡿ࡞㸦特ࢺࢵࣞࣈࢱ࡟端ᮎ㸧࡛ࡶ

PoodLL ࡀ利用出来ࢆ࡜ࡇࡿ確ㄆ࡜ࡇࡿࡍ 

㸱㸧 ワ࣮ࢆ࣮ࣝࣗࢪࣔࣉࢵࣙࢩࢡ複数ࡢ Moodle࢖ࢧ

ࡽ࠿ࢺ Mnet経⏤࡛࣮ࣜࣔࢺ接⥆ྠ࣮ࢨ࣮ࣘࡓࡋ

士࡛恊働利用ࡓࡋ場合㸪問㢟ࡃ࡞動作࠿ࡿࡍ確ㄆ

 ࡜ࡇࡿࡍ

㸲㸧 学生ࢺ࣮ࢣࣥ࢔ࡢ࡬調査ࡾࡼ࡟㸪問㢟Ⅼࡘ࡟࡝࡞

い࡚ࢆࢡࢵࣂࢻ࣮࢕ࣇ得࡜ࡇࡿ 

 㸬ࡓࡗ㸲Ⅼ࡛あࡢ

5.2 設定࡜手順 

 学生ࡎࡲࡣ各自㸪自ศࡢ最ࡶ関心ࡢあࡿ世界遺産ࡘ୍ࢆ

選ࡪ㸬ࡢࡑ㝿㸪ࢫࣛࢡෆ࡛ࡌྠࡣ遺産ࡀ㔜複࡚ࡋ選࡞ࢀࡤ

いࡼう࡟調整ࡿࡍ㸬約 1ヶ᭶ࢆࢳ࣮ࢧࣜࡢ経࡚㸪各々ࡢ学

生ࡢୖ࣮ࣂ࣮ࢧࣈࣁࡣワ࣮ࢆ࣮ࣝࣗࢪࣔࣉࢵࣙࢩࢡ使い㸪

世界遺産ࡢ概要ࢆ英語࡛ࢺࢫ࢟ࢸࡢ記述࡜ࡢࡶࡓࡋ㸪ࡢࡑ

遺産࡜自ศࡢ࡜関ಀࡘ࡟い࡚ࡢ㸯ศ以ෆࢳ࣮ࣆࢫࡢ㸦音声

所属以外ࡢ後㸪自ศࡢࡑ㸬ࡿࡍᥦ出࡚ࡏ合わࢆ㸧ࣝ࢖࢓ࣇ

ࣅࣞ࢔ࣆࡓ用いࢆࢡࢵࣜࣈ࣮࡚ࣝࡋ対࡟学生㸳人ࡢ大学ࡢ

い࡜行う㸪ࢆ評価ࡢ࡚ࡋ࡜全体ࡀ教師࡟行い㸪最後ࢆ࣮ࣗ

う手㡰࡛行わࡓࢀ㸬全体ࡣ࡚ࡋ࡜㸰ヶ᭶半程ࡢ時間ࢆ㈝や

 㸬ࡓࡋ

 環境ࡣ࡚ࡋ࡜ Moodle2.3ࢬ࢘ࢻࣥ࢕࢘ࢆ PC࡜ iPad࡛使

用ࡢࡘ୍ࠋࡓࡋ大学࡛ࡣ PC࣮࣒࡛ࣝࡃ࡞ࡣ㸪通常教ᐊ࡟

࡟全体ࢫࣛࢡい࡚࠾ iPadࢆ配ᕸ࡚ࡋ活動ࢆ行ࡓࡗ㸬詳ࡋい

 い㸬ࡓࢀࡉ参照ࢆ結果ࢺ࣮ࢣࣥ࢔ࡣい࡚ࡘ࡟使用ࢫ࢖ࣂࢹ

 ᅗ 課㢟ᥦࡀ学生࡟࣮ࣝࣗࢪࣔࣉࢵࣙࢩࢡワ࣮ࡎࡲࡣ 3

出ࢆ始ࠕࡿࡵᥦ出ࡢࠖࢬ࣮࢙ࣇ状態ࢆ示࡚ࡋいࡿ㸬ḟ々࡜

ᥦ出者ࡀ増え࡚行ࡀࡢࡃศࡿ࠿㸬 

 

 

ᅗ 3  ᥦ出ࢬ࣮࢙ࣇ 

  

 ᅗ㸲୍ࡣ人ࡢ学生ࡀᥦ出ࢆ行い㸪更ࢆࢡࢵࣜࣈ࣮ࣝ࡟用

い࡚自己評価࡚ࡋࢆいࡿ場面࡛あࡿ㸬PoodLL 音࡚ࡗ使ࢆ

声ࡀࣝ࢖࢓ࣇ㈞付࡚ࢀࡽࡅいࡿ様子ࡀศࡿ࠿㸬 

 ᅗ㸳ࡣ評価࡛ࢬ࣮࢙ࣇ㸪各人ࡀ㸳人㸦ࢀࡑࡣࡓࡲ以ୖ㸧

࡟㸪更࠿ࡓࡅཷࢆ評価࢔ࣆ࡞うࡼࡢ࡝ࢀࡒࢀࡑࡽ࠿学生ࡢ

うࡼࡢ࡝࡚ࡋ対࡟௚大学生ࡢ㸳人ࡀ自ศࡓࡲᖹ均Ⅼ㸪ࡢࡑ

妥当性㸦10Ⅼ満Ⅼ㸧ࡢ評価ࡢࡑ࡟㸪更࠿ࡓ୚えࢆ評価࢔ࣆ࡞

ࢢࣥ࢟ࢫ前㸦࣐ྡࡢ㸬各学生ࡿ場面࡛あࡿい࡚ࢀࡉ表示ࡀ

࡚ࢀࡉ色遊い࡛表示ࡀ㸧ࡀࡿい࡚ࡗ࡞ࡃࡃ࡟ࡋูุࡾࡼ࡟

いࡀࡿ㸪ࡣࢀࡇᡃ々ࡀ独自࡟考案ࡓࡋ㸪Mnet経⏤࡛࣮ࣜࣔ
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色ศ࡟毎࣮ࣂ࣮ࢧࢺ࣮ࣔࣜࢆ࣮ࢨ࣮ࣘࡿい࡚ࡋࣥ࢖ࢢࣟࢺ

Ⅽ࡛あࡿい࡚ࡋ作用ࡀ࣒ࣛࢢࣟࣉいう࡜ࡿࡏࡉ表示࡚ࡋࡅ

࡝中࡛ࡢ࣮ࣝࣗࢪࣔࣉࢵࣙࢩࢡ㸪ワ࣮ࡾࡼ࡟機能ࡢࡇ㸬ࡿ

㸪࠿ࡿい࡚ࢀࡉ㸪評価ࡋ評価ࢆ誰ࡢ大学ࡢ࡝ࡀ誰ࡢ大学ࡢ

機能追࡞㸪᭷益ࡾ࡞࡜࡜ࡇࡿ࠿目瞭然࡛ศ୍ࡀいう関ಀ࡜

ຍ࡚ࡗ࡞࡜い࡜ࡿ確ㄆ࡛ࡓࡁ㸬 

 

 
ᅗ㸲 ᥦ出࢔ࣆ࡜評価画面 

 

 
ᅗ㸳 評価ࢬ࣮࢙ࣇ 

 

5.3 検証 

࡚ࡋ参ຍࡀ㸪㸲大学ࡎࡲ  Mnet経⏤࡛ PoodLLࢆ利用ࡿࡍ

ࣂࢹ㸪ࡋ࠿ࡋ㸬ࡿ言え࡜ࡓࡋᡂຌࡣ࡟総論的ࡣいう実践࡜

ࡿ様々あࡶࣝ࢖࢓ࣇ音声࣭動画ࡿࢀࡉ㸪使用ࡾ࡞異ࡶࢫ࢖

環境㸦mp3, wav, avi, flv ࡝࡞㸧࡛ࡣṇ常࡟視聴࡛࡞ࡁい場

面ࡶ多々᭷ࡓࡗ㸬 

場合ࡢࡇ端ᮎ㸦ࢺࢵࣞࣈࢱࡣ࡚ࡋ࡜遊いࡢࢫ࢖ࣂࢹ  iPad 㸧

࡚ࡋ使用ࢆ PoodLLࡽ࠿音声や動画ࡾࡓࡋࢻ࣮ࣟࣉࢵ࢔ࢆ

鑑賞ࡿࡍࡾࡓࡋ஦࡟困㞴ࡀ生ࡓࡌ㸬うࡃࡲ行ࡃ場合ࡶあࡾ㸪

࡛ࡲࡿࡍ特定ࢆ原因ࡢࡑ㸪ࡾあࡶい場合࡞࠿行ࡃࡲうࡓࡲ

㸬PoodLLࡓࡗ࠿࡞ࡽ至࡟ ࡘ࡟相性ࡢ࡜端ᮎࢺࢵࣞࣈࢱ࡜

い࡚ᮍ解決ࡢ問㢟ࡀᏑᅾ࡚ࡋいࡼࡿう࡛あࡿ㸬ࡓࡲ㸪ࣈࢱ

ࡽ࠿ࢺࢵࣞ Moodleୖ࡛࡚ࡋࢢࣥࣆ࢖ࢱࢺࢫ࢟ࢸい࡜ࡿ㸪

ࣈࣛࢺうࡲࡋ࡚ࡋࢬ࣮ࣜࣇࡀࢻ࣮࣮࣎࢟ࡢ࣮ࣥࣜࢡࢫࣥ࢜

 い㸬࡞い࡚ࡗ࠿ศࡣ原因ࠋࡓࡋ瘠生ࡶࣝ

 ワ࣮ࡣ࣮ࣝࣗࢪࣔࣉࢵࣙࢩࢡ Mnet ⥆接ࢺ࣮ࣔࣜࡿࡼ࡟

環境࠾࡟い࡚ࡶ問㢟ࡃ࡞使用࡛ࡀ࡜ࡇࡿࡁ確ㄆࡓࢀࡉ㸬ワ

ࡢࢺࢡ࢙ࢪࣟࣉࡢ㸪௒回ࡣい࡚ࡘ࡟࣮ࣝࣗࢪࣔࣉࢵࣙࢩ࣮

場面࡛使用ࡿࡲ㞟ࡀ࣮ࢨ࣮ࣘࡢ多勢ࡢࡽ࠿複数大学࡟うࡼ

㸪ࢀ行わࡀ評価࢔ࣆࡢࡽ࠿視Ⅼ࡞㸪多様ࡾࡼ࡟࡜ࡇࡿࢀࡉ

自ศ࡞ࡣ࡛ࢺ࣮࣓ࢫࣛࢡࡢい人ࡢࡽ࠿ࡕࡓ評価ࡀ得ࡿࢀࡽ

Ⅼ࠾࡟い࡚ࡾࡼᐈ観的࡞結果ࡀ得ࢀࡽ㸪ࡓࡲ自ศࡢ୚えࡿ

ࡿࢀࡽ得ࡀ評価࡞般的୍ࡾࡼࡶい࡚ࡘ࡟妥当性ࡢ評価࢔ࣆ

色ศ࣮ࢨ࣮ࣘࢺ࣮ࣔࣜࡢ開瘠ࣝࢼࢪ㸬࢜ࣜࡓࡗ࠿ศࡀ࡜ࡇ

評価ࢆ誰ࡢࡇ࡝ࡀ誰ࡢࡇ࡝活動࡛࡞様ࡢࡇࡶࣥ࢖ࢢࣛࣉࡅ

࢔ࣆࡢ学生࡚ࡗ࡜࡟㸪教師ࡾ࠿ศ࡟目瞭然୍ࡀ࠿ࡿい࡚ࡋ

評価状況ࡀ把握ࡋ易い஦ࡀศࡓࡗ࠿㸬 

 学生ࡘ࡟ࢡࢵࣂࢻ࣮࢕ࣇい࡚ࡣ以ୗ࡛述ࡿ࡭㸬 

5.4 学生࢔ンࢺ࣮ࢣ調査ࡽ࠿ 

࣮ࣝࢶ調査ࢺ࣮ࢣࣥ࢔ࣥ࢖ࣛࣥ࢜࡟終了後ࢺࢡ࢙ࢪࣟࣉ 

࡛あࡿ Survey Monkey3 ࢆ使࡚ࡗ学生ࢆࢺ࣮ࢣࣥ࢔実施ࡋ

ࡣ㸬全回答者ࡓ 92ྡ࡛あࡓࡗ㸬回答ࡣ主࡟㸳段㝵評価法࡜

ࡗ࡞࡟࠿ࡽ明ࡀⅬࡢ以ୗࡾࡼ࡟ࢀࡑ㸬ࡓࡋ᥇用ࢆࢺ࣓ࣥࢥ

 㸬ࡓ

㸯㸧 課㢟ࡘ࡟い࡚㸪࢔ࣆࡓࡲ評価ࡘ࡟い࡚㸪概ࡡ好評࡛

あࡓࡗ㸬㸦ࢀࡒࢀࡑ  㸧ࢺࣥ࢖3.8࣏

㸰㸧 ࡀࢺࢡ࢙ࢪࣟࣉࡢࡇ英語ୖࡢ遉࠿ࡓࡗࡀ࡞ࡘ࡟㸪࡜

 㸧ࢺࣥ࢖㸬㸦3.9࣏ࡓࢀࡽ得ࡀ回答࡞肯定的ࡣ࡟問いࡢ

㸱㸧 ᅗ㸴࡟見ࡼࡿう࡟㸪活動ࡢ好感ᗘࡣ࡚ࡋ࡜㸪ࠕ調ࡿ࡭

録音ࢆ話ࠕ㸪ࡾ好評࡛あࡡ概ࡀ࡜ࡇࠖࡃ書ࠕやࠖ࡜ࡇ

ࡿ୙評࡛あࡣ࡜ࡇࠖࡿࡍ評価ࠕࢆや㸪௚࡜ࡇࠖࡿࡍ

 㸬ࡓࡗ࠿ศࡀ࡜ࡇ

 

ᅗ㸴 楽ࡓࡵࡋ活動㸦㸯＝好ࡁ 㸳＝嫌い㸧 

 

表㸯 問㢟ࡀ᭷ࡓࡗ作業࡜使用ࢫ࢖ࣂࢹࡓࡋ 

問㢟ࡀあࡓࡗ作業࡜人数 使用ࢫ࢖ࣂࢹࡓࡋ 

録音㸦㸵人㸧 ࢫ ࣐ ࣮ ࢺ ࣇ ࢛ ࣥ 㸪

Nexus+PoodLL, PoodLL, 

SmartRecorder 

 ࢛ࣥࣇࢺ࣮࣐ࢫ㸦㸳人㸧 PC㸪ࢻ࣮ࣟࣉࢵ࢔

全体的࡟㞴ࡓࡗ࠿ࡋ㸦㸳人㸧 iPad, PC㸪࢛ࣥࣇࢺ࣮࣐ࢫ㸪

PoodLL 

 入力㸦㸱人㸧 iPad, PCࡢࢺࢫ࢟ࢸ

機器/ࡢ࣮ࣝࢶ使用㸦㸱人㸧 PC, iPad, PoodLL, 

SmartRecorder 



MoodleMoot Japan 2014 Proceedings  
 

ⓒ2014 Moodle Association of Japan 62 
 

㸲㸧 技術的࡞面ࡘ࡟い࡚ࡣ㸪48.9㸣ࡢ学生ࠕࡀ問㢟ࡣ無

ࡓࡗ࠿ ࠖࡓࡗ᭷ࡀ問㢟ࠕࡀ学生ࡢ㸪25.0㸣ࡋ回答ࠖ࡜

㸪ලࡕうࡢ者ࡓࡋ回答࡜ࡓࡗ᭷ࡀ㸬問㢟ࡓࡋ回答࡜

体的࡞問㢟箇所ࡢෆ訳ࡣ表㸯ࡢ通࡛ࡾあࡿ㸬やࡾࡣ㸪

PC以外ࢆࢫ࢖ࣂࢹࡢ用い࡚ PoodLL経⏤࡛録音㸪࢔

伺ࡀ஦ࡓい࡚ࡌ生ࡃ多ࡀ問㢟࡟過程ࡿࡍࢻ࣮ࣟࣉࢵ

えࡿ㸬 

 

 め࡜ࡲ .6
 ᮏ研究ࡾࡼ࡟ Moodle2.0以降ࡢ環境࠾࡟い࡚㸪複数ࡢ

Moodleࡽ࠿ࢺ࢖ࢧMnetࢆ通ࡢࣥ࢜ࣥ࢖ࢧࣝࢢࣥࢩ࡚ࡌLMS

連携ࡀ以前㸦ࣥࣙࢪ࣮ࣂ ࡜ࡇࡿ出来࡟様ྠ࡜時代㸧ࡢ1.9

ࣛࣉ࢔࢕ࢹ࣓ࢳい࡚࣐ࣝ࠾࡟㸪Mnet環境ࡓࡲ㸬ࡓࡋ確ㄆࢆ

ࡿあ࡛ࣥ࢖ࢢ PoodLLやๅ新ࡓࢀࡉワ࣮ࣗࢪࣔࣉࢵࣙࢩࢡ

㸪使用端ࡋ࠿ࡋ㸬ࡓࡁ確ㄆ࡛ࡶ࡜ࡇࡿࡍ動作࡟ṇ常ࡀ࣮ࣝ

ᮎࡣ࡚ࡗࡼ࡟ PoodLLࡢ࡜連携ࡀうࡃࡲ行࡞࠿いࡶ࡜ࡇ明

࡞࡜課㢟ࡢ௒後ࡀ原因究明ࡢ問㢟ࡢࡽࢀࡇ㸬ࡓࡗ࡞࡟࠿ࡽ

 㸬ࡿ

 学生ࡢ཯応ࡣ࡚ࡋ࡜概ࡡ良好࡞回答ࢆ得ࡓ㸬௒後ࡣ更࡟

LMSࡢ連携ࢆ深ࡵ㸪୍ࡢࡘ LMSࡢ枠ࢆ超えࡓ広範ᅖ࡞恊働

活動ࡀ活瘠ࡼࡿ࡞࡟う࡞状況ࢆ目指࡚ࡋ行ࡓࡁい㸬ࡓࡲ㸪

LTI (Learning Tool Iinteroperability)3ࡢ࡝࡞機能ྲྀࢆ

共᭷࡟ࢫ࣒࣮ࣞࢩࡶ㸪学習結果࣭学習ᡂ果ࡾࡼ࡟஦ࡴ込ࡾ

 㸬ࡿい࡚ࡋ計画࡜いࡓࡁ行࡚ࡆୖࡾ作ࢆࡳ௙組ࡿࡁ࡛

 

謝辞 ᮏ研究ࡣ科学研究㈝補助金＃24520632 ࠕLMSࡢ連

合ࢆ中心ࢺࢵࢿࡓࡋ࡜ワ࣮ࢡ支援外国語༠働学習ࡢ実践࡟

関ࡿࡍ瘠展的研究 㸦ࠖ研究代表者 原島 秀人㸧࡚ࡅཷࢆ行

わࡓࡋࡲࢀ㸬 
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Rubric-based Assessment for Video-recorded Learner Performances: 
Blending Paper Rubrics with a Moodle LMS Module 

 

Don HINKELMAN  †1  
 

Assessing student speeches and performances can be a time-consuming chore that consumes full class periods with 
limited interaction. Recording these presentations on video requires further hours of teacher management. To solve 
these problems, the Video Assessment Module was developed for the Moodle LMS as an online system to manage 
digital camera video recordings of student project presentations. This custom module is combined with the rubrics 
feature of the Moodle learning management system to give teachers an easy-to-use interface to evaluate student 
performances on multiple scales with qualitative and quantitative criteria. Although rubrics have been used effectively 
on paper for self-reflection and peer assessment, the Video Assessment Module uses an online class website to reduce 
teacher time to a minimum. It also is able to combine self, peer, and teacher assessment and offer a mobile-ready tool 
to assess live performances as well. This study documents how five sets of paper-based rubrics were adapted for the 
Video Assessment Module within a public speaking class for communication students in a Japanese university EFL 
program. Each of the LMS-based assessments used complex rubrics with up to ten scales. The results showed that 
teachers could design specific scales for students to evaluate and that logistical issues in video file handling were 
reduced to a minimum. However, the use of paper for classroom management remained important for in-class peer 
assessments and individual assessment reports. These reports, which combined all self/peer/teacher assessments, were 
useful for one-on-one consultations between the teacher and individual students. 
 

学生࢜ࢹࣅࡢࢫ࣐࣮࢛ࣥࣇࣃ記録࡟対ࢡࢵࣜࣈ࣮ࣝࡿࡍ基準ࡢ評価㸸 

⣬媒体࡜ࢡࢵࣜࣈ࣮ࣝࡢ Moodle LMSࣔࡢ࣮ࣝࣗࢪ融合 
 

 1† ࣐ࣥࣝࢡࣥࣄ࣭ࣥࢻ
 

学生ࢳ࣮ࣆࢫࡢや授業ෆࢆࢫ࣐࣮࢛ࣥࣇࣃ評価ࡣ࡜ࡇࡿࡍ時間ࡿ࠿ࡀ作業࡛あࠊࡾ学生࡜交流ࡿࡍ時間ࡀ限࡚ࢀࡽいࡿ中
࡞ࡽࡉࠊࡣ࡜ࡇࡿࡍ記録࢜ࢹࣅࢆࣥࣙࢩ࣮ࢸࣥࢮࣞࣉࠊࡓࡲࠋࡿい作業࡛あ࡞ࡅいࡣ࡚ࡃ࡞行わ࡜ࡗࡎ࡚ࡋ通ࢆ学期ࠊ࡛

ࢸࣥࢮࣞࣉࡢ学生ࡓࢀࡉ録画࡛࣓ࣛ࢝ࣝࢱࢪࢹࠊ࡟ࡵࡓࡿࡍ解決ࢆ問㢟ࡢࡽࢀࡇࠋࡿあࡀいう弊害࡜ࡿ必要࡛あࡀ管理ࡿ
ࢪࣔࡢ独自ࡢࡇࠋࡓࢀࡉ開瘠ࡀ࣮ࠖࣝࣗࢪ評価ࣔ࢜ࢹࣅࠕࡢMoodle LMSࠊࡢࡵࡓࡿࡍ管理࡛ࣥ࢖ࣛࣥ࢜ࢆ映像ࣥࣙࢩ࣮
ࡣ࣮ࣝࣗ Moodleࡢ学習管理࡜࣒ࢸࢫࢩ統合ࠊࢀࡉ質的ࡼ࠾び㔞的࡞複数࡟࣮ࣝࢣࢫࡢ基࡙い࡚学生ࢆࢫ࣐࣮࢛ࣥࣇࣃࡢ
評価࡜ࡿࡍいう教員࡚ࡗ࡜࡟使い勝手ࡢ良い࡚ࡗ࡞࡜ࢫ࣮࢙ࣇ࣮ࢱࣥ࢖いࠋࡿ自己評価や࢔ࣆ評価ࡣ࡟⣬媒体ࣜࣈ࣮ࣝࡢ
用いࢆࢺ࢖ࢧࣈ࢙࢘ࡢࣥ࢖ࣛࣥ࢜ࡣ࣮ࣝࣗࢪ評価ࣔ࢜ࢹࣅ࡟ࡵࡓࡍࡽ減ࡅࡔࡿࡁ࡛ࢆ㈇担ࡢ教員ࠊࡀࡿ効果的࡛あࡶࢡࢵ
࡚いࡣࢀࡑࠋࡿ自己評価࢔ࣆࠊ評価ࠊ教員ࡿࡼ࡟評価ࢆ統合ࡢࡑࢆࢫ࣐࣮࢛ࣥࣇࣃࠊࡁ࡛ࡀ࡜ࡇࡿࡍ場࡛評価࡛ࡼࡿࡁう

ࡿࡅ࠾࡟大学ࡢ日ᮏࠊࡣᮏ研究ࠋࡿい࡚ࡋᥦ供ࡶ࣮ࣝࢶࡿい࡚ࡋ対応࡟機器ࣝ࢖ࣂࣔ࡟ EFL 英ࡀ学生ࡪ学࡛࣒ࣛࢢࣟࣉ
語࡛ࢫࣛࢡࡢࣥࣙࢩ࣮ࢣࢽ࣑ࣗࢥ行うࢡ࣭ࢵࣜࣈࣃ ࣝࡢ⣬媒体ࡢࢺࢵࢭ五࡟࣮ࣝࣗࢪ評価ࣔ࢜ࢹࣅࡿࡍ対࡟ࢢ࣮ࣥ࢟ࣆࢫ
ࡢࢀࡒࢀࡑࠋࡿあ࡛ࡢࡶࡓࡋ実証ࢆ࡜ࡇいう࡜࠿ࡢࡿい࡚ࢀࡉ適応࡟うࡼࡢ࡝ࡀࢡࢵࣜࣈ࣮ LMS基準ࡢ評価ࡣ最大࡛ 10
段㝵ࡢ複雑ࢆࢡࢵࣜࣈ࣮ࣝ࡞用い࡚いࠊ࡚ࡗࡼ࡟ࢀࡑࠋࡿ教員ࡀ学生ࢆ評価ࡿࡍ㝿ࡢ明確࡞基準ࡀ作ᡂ࢓ࣇ࢜ࢹࣅࠊࢀࡉ
評価や個࢔ࣆࡢ授業ෆࡣ࡜ࡇࡿ用いࢆ⣬媒体ࠊࡽࡀ࡞ࡋ࠿ࡋࠋࡿい࡚ࢀࡉ軽減࡛ࡲ࡟最大限ࡀ作業࡞煩雑ࡢ扱う㝿ࢆࣝ࢖
人評価࣏࣮ࣞࡣ࡟ࢺ依然࡚ࡋ࡜㔜要࡛あࠊ࡚ࡋࡑࠋࡿ自己評価࢔ࣆࠊ評価ࠊ教員ࡿࡼ࡟評価ࢆ統合ࠊࡣࢺ࣮࣏ࣞࡓࡋ教員

 ࠋࡿ᭷益࡛あ࡟㝿ࡢ面談ࡢ各学生࡜

 
 
 

1. Introduction    

  Assessment of public speaking and other learner 

performances has employed video recording for over forty 

years (McCroskey & Lashbrook, 1970). Video recording 

offers students, teachers, and peers the opportunity to review 

a performance, such as an oral presentation, a dramatic 

production, a physical education skill, or medical treatment 

procedure (i.e. nursing training) in order to critique and 

evaluate the performance. Evaluation has not only relied on  

                               
†1Sapporo Gakuin University ᮐ幌学㝔大学 

teacher assessment, but also self-assessment and assessment 

by peers (Bachman & Palmer, 2010). However, problems 

with video recording make it difficult to apply on a larger 

scale in the regular curriculum of a school, corporation or 

university. In order to automate much of the process and 

allow distribution of video recordings to learners in practical 

way, internet-based approaches appear promising. Integration 

of rubrics within internet-based learning management systems 

such as the open source Moodle is one such promising 

approach. 

   In response to these logistical issues, the first version of 

the Video Assessment module was developed in 2010 when 
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Moodle version 2.2 introduced an advanced grading system 

for designing rubrics within the Assignment Module, a 

standard feature of Moodle. The Video Assessment Module is 

a contributed plugin that is based on modified code of the 

standard Assignment module in the open source Moodle 

LMS. 

   This article reports one stage of ongoing action research 

projects focusing on self and peer assessment in an EFL 

presentation course. In previous reports, Sapporo Gakuin 

University teaching teams reported on program-wide 

assessment strategies (Grose, Hinkelman, Rian, & McGarty, 

2009) and video-recording issues (Rian, Hinkelman & 

McGarty, 2012). Within this context, this report outlines the 

development and design of rubrics and the transition process 

from paper-based rubrics to online LMS-based rubrics used in 

a university EFL communication skills course in northern 

Japan.  

2. Issues of Rubric Design 

   Overreliance on teacher assessments has been criticized as 

an impediment to learner autonomy, particularly in slowing 

the development of learner awareness of good performance 

and the ability to self-correct (Holec, 1981; Benson, 2001). 

Before 2012, the paper-based assessment system used in the 

presentation skills class at Sapporo Gakuin University was 

totally based on this kind of teacher critique. To move toward 

self and peer assessment, an online system was added to the 

process in hopes of improving learner autonomy and 

attentiveness to the points of assessment. The next issue was 

how to implement peer and self-assessment in the class. Peer 

assessment has been commonly used and researched in EFL 

writing instruction (Matsuno, 2009; Min, 2006; Saito, 2008) 

but less so for EFL speaking instruction (Cheng & Warren, 

2005). In writing instruction, Azarnoosh (2013) confirms a 

number of studies that teacher and peer assessment can have a 

high degree of similarity if there is: 1) clear scoring criteria 

and 2) training and practice sessions prior to peer assessment 

activities. Her study also found that friendship bias was 

negligible and teacher scoring was similar to peer scoring in 

EFL writing assessment. Such research suggests that such 

teacher and peer assessments could also be utilized within the 

EFL speaking assessment. However, there is little research on 

whether well-defined criteria from paper forms can be moved 

to a web-based interface and what kind of pedagogic changes 

accompany the process occurring in the transfer to online 

rubrics.  

3. Research Methodology 

   The nature of the research problem required planned 

intervention by a teaching team. The team identified 

assessment as one problem to be addressed in the action 

research study. As the assessment process was part of a 

recurring annual course within an EFL program, the cyclical, 

interventionist structure of action research made it an ideal 

methodology for this study. In addition to the author, 

participants in this study involved two other instructors and 

sixty students in a second year required communication skills 

class for second year university students (majors in English as 

a foreign language) in northern Japan. Action research is 

useful for investigating educational situations because it is 

designed for studying cycles of human action within groups 

or institutions (Nunan & Bailey, 2009) and particularly for 

collaborative action by teaching teams (Burns, 2010). Data 

collection included writing teaching journals on a forum for 

the teaching team. The purpose of this paper is limited to 

describing how paper-based rubrics were adapted for use in 

the Moodle LMS rubrics. It is not intended to as a 

comprehensive description of the whole action research cycle. 

Therefore, in terms of the scope of this paper, the research 

questions I chose to focus on are as follows: 

a) What types of assessment were recorded on paper?  

b) What types of assessments were recorded on video and 

marked online?  

c) Which assessments were added or changed over time? 

  d)  How were paper rubrics adapted to LMS?  

  e)  How was teacher/peer/self assessment weighted?  

  f)  How were the rubric scales changed?  

4. Course Context 

   The requirements of the oral communication course 

included five speeches to be assessed. Figure 1 shows the 

fifteen-week, one-semester syllabus used in 2013. One 

90-minute class was held per week for a total of 22.5 hours of 

face-to-face contact. Five classes out of fifteen were used for 

assessed speeches where students would present individual 

topics. Speech length was two minutes for presentations 1, 2, 

5 and about five minutes for presentations 3 and 4.  These 

five speeches equaled 80% of the course grade. The other 

20% of the course grade was for participation and a final 

evaluation. An average of sixty students participated in the 

course each year. All students were English majors and the 

course credit was required for graduation within this major. 

The sixty students were divided into 3-4 sections taught by 

different teachers but using the same syllabus, schedule and 

assessments. The classes were streamed according to level 

and divided by the Group mode within the LMS.  
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Figure 1  Syllabus for university EFL speech-making course 

 

5. Types of Assessments Pre-2012 

   Originally, from the start of the presentation class in 2008 

through 2011, two types of assessment were employed which 

used a paper worksheet for recording marks (Table 1). The 

five performances were done in-class with the teacher using a 

complex, multi-scale rubric assessment (Figure 2) and 

students using a simpler version of that worksheet (Figure 3). 

The teacher assessment was done synchronously as students 

performed.  

 

Table 4 Types of Speech Assessment Used Pre-2012 

Assessment 
Types 

Assessor & 
Weighting 

Grouping & 
Timing 

Tool Rubric 
Type 

1. In-class 
teacher 
assessment 

Teacher, 
100% 
weighting 

Whole class 
Synchronous 

Paper 
work 
sheet 1 

Complex, 
10-scale 

2. In-class 
peer 
assessment 

Peers,  
0% 
weighting 

Whole class 
Synchronous 

Paper 
work 
sheet 2 

Simple 

 

When assessment was done totally on paper forms, all 

assessment was done in-class, as part of a synchronous 

learning environment. This approach was time efficient but, 

the resulting assessments were hurried and incomplete, and 

with no chance of reviewing and carefully assessing problems 

and strengths in the performance. For a well-trained teacher, it 

was possible to complete the marks during the 2-minute 

speech, but little or no time was possible for coaching and 

comment due to class size (average class size = 15-20).  

 

  
Figure 2 Paper form for teacher assessment (Speech 1) 

 

At the same time as the teacher was assessing the 

performance, all the students in the class also watched and 

evaluated. On a paper form, each student listened and wrote 

the presenter’s name and topic, followed by a set of simple 

rubrics. In Presentation 1, the rubrics focused on non-verbal 

communication skills such as a) voice-big or small, b) 

posture-stable or wavering, c) degree of eye contact, d) 

amount of gestures, and e) facial expression (smiling). Figure 

3 shows the paper form used by students in Presentation 1. In 

subsequent presentations, this form was changed to reflect the 

teaching priorities in presentation skills.  

 

 
Figure 3 Paper form for audience assessment (Speech 1) 

 

The purpose of this exercise was not for marking or even to 
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give the results to the presenter (as distribution of data to 

individuals would be very time-consuming), but for forcing 

students to think about the important aspects of speech 

delivery and discriminate between good and poor quality 

performance. Although these forms were collected at the end 

of the performances, they were not evaluated or their results 

included in assessment. It is not clear how much students 

learned from this process, which is a possible theme for future 

research. Interestingly, the paper forms continued to be used 

for synchronous audience assessment, but could be replaced 

by tablet-based forms when those tools become more 

available. Presently, paper forms offer universal availability 

within the class. 

 

6. Types of Assessments from 2012 

   In order to give more specific feedback, with an 

opportunity for students to learn from their mistakes and to 

improve on their mistakes, two changes were made: 

1) video-recording and reviewing of performances 

2) re-attempting performances and grading a second 

time (called, “before/after” or “take1/take 2”)  

The result of re-attempting speeches meant less work was 

required of students in creating speeches. Instead of four 

different speeches, only two prepared speeches were created, 

so students focused more on delivery skills than speech 

writing skills. It is an open question whether this decision is 

the most effective strategy. The decision to move to 

video-recordings, also allowed teachers and students to both 

refine their comments and review the recording in order to 

focus on a particular rubric scale to assess. The effectiveness 

of this design in the student performances is another area of 

necessary research.  

   In the 2012 teaching cycle, the teaching team added three 

new types of assessment in the process of their 

speech-making course (Rian, Hinkelman, & McGarty, 2012). 

Table 2 lists the types of assessment with a comparison of the 

assessor used in each assessment. The Video Assessment 

module was designed to support out-of-class asynchronous 

assessment types c, d, and e. This module was programmed in 

the open source Moodle LMS, therefore it was possible to 

continually revise and customize the module based on teacher 

needs. 

 

Table 2 Types of Speech Assessment Used from 2012 

Assessment 
Types 

Assessor/ 
Weighting 

Grouping/ 
Timing 

Tool Rubric 
Type 

a. In-class 
teacher 
assessment 

Teacher 
0% 

Whole class 
Synchronous 

Voice 
comment 

None 

b. In-class peer 
assessment 

Peers 
0% 

Whole class 
Synchronous 

Paper 
work 
sheet 

Simple 

c. Out-of-class 
teacher 
assessment 

Teacher 
80% 

Individual 
Asynchronous 

LMS 
Module 

Complex, 
10-scale 

d. Out-of-class 
peer 
assessment 

Peers 
10% 

Individual 
Asynchronous 

LMS 
Module 

Complex, 
10-scale 

e. Out-of-class 
self assessment 

Self 
10% 

Individual 
Asynchronous 

LMS 
Module 

Complex, 
10-scale 

 

  In the transition from two to five assessment types, the 

process was not a simple transfer. The overall pedagogical 

process underwent change and new types of rubrics were 

introduced. These changes are described in the next section. 

  

7. Rubric Design: Adapting from paper to 
LMS 

Within the one semester course on EFL presentation making, 

students were required to give five formal speeches that were 

assessed with 4-5 types of assessments. The procedures for 

each of these assessments changed in the transition from 

synchronous paper-based marking to asynchronous 

LMS-based marking and can be described as follows: 

a. In-class teacher assessment: Previously, using 
paper-based rubrics, the teacher watched the speech and 

recorded scores on the performance, marking 

checkboxes for each criterion. A few brief comments 

were written and a congratulatory word give upon 

completion. However, with video recording and an LMS 

module for management, the scoring was done later after 

class. In-class comments were lengthier, giving oral 

feedback on good or weak elements of the speech and 

teaching important points to the whole class watching 

the performance. One teacher commented that this might 

be “unfair” to the first performers who did not benefit 

from the instruction. Indeed, later performers appeared 

to improve their speeches, incorporating the advice 

given along the way. For fairness, the first speakers’ 
scores were adjusted higher to compensation. In 

formative assessment, student learning takes priority 

over scoring reliability. 

b. In-class peer assessment: One objective of public 
speaking classes is gaining the ability to handle the 

stress and pressure of performing in front of a large 

group. Thus the large class atmosphere of twenty faces 

watching was an important pedagogical part of   

c. Out-of-class teacher assessment: The teacher uploaded 
the video files, associated them to the proper student and 

then assessed.  

d. Out-of-class peer assessment: Peer assessment used the 
same rubric form as the teacher form. According to a 

setting in the module, each student was assigned 1-3 

peer videos to assess. The teacher rubric was slightly 

simplified in language for peer and self-assessment. For 

example, instead of the English words “stress and 
intonation”, the phrase “voice change” was employed.  

e. Out-of-class self-assessment: The self-assessment 
followed the same process as the peer assessment.  
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Figure 4  Screen Display of Rubric for Presentation 4 

 

8. Rubric Design: Weighting Self/Peer/Teacher 

  Another issue was whether to include the student scoring 

within the marking scores of each project. The teaching team 

decided this was important, as it would increase the incentive 

for completing the task accurately. Therefore, the teaching 

team requested new features in the Video Assessment module 

to allow for a configurable mix of weighting of self, peer and 

teacher scores. For example, in Presentation 1, a 

self-assessment score was combined with a teacher 

assessment score in a 20:80 weighting ratio, as shown by the 

top two red circles in Figure 5. The next three red circles in 

Figure 5, the actual scores are shown for the second listed 

student. This student received a score of 70 from 

self-assessment and a score of 88 by the teacher. Multiplying 

the self-score by the weighting (70 x .2) and the teacher-score 

by its weighting (88 x .8) resulted in a total combined score of 

84. In order to force students to choose the scores themselves, 

the teacher’s scores were not revealed to the student until he 
or she had completed the scoring. 

 

 

Figure 5 ‘Assess’ screen of the Video Assessment Module 
 

The module was also designed for printing out a combined 

report for self/peer/teacher assessment to show individual 

students. 

9. Rubric Design: Scale Definitions 

   Each of the five public presentations in the course had up 

to ten different scales within the rubric. The scales varied per 

presentation depending on the skills emphasized. This section 

reviews three scales used in Presentation 1, comparing both 

the original paper rubrics (Figure 6) and the new 

Moodle-based rubrics (Figure 7). 

 

 

Figure 6 Rubric design in paper forms: three scales, Speech 

1 

   

 

Figure 7 Rubric design in online forms: three scales, Speech 1 
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The figures show that the two media are similar in initial 

appearance. The scales are described in brief phrases and 

points assigned to different qualities. Teachers or learners 

mark the paper forms with a pen or pencil or with the click of 

a mouse in the case of the online form. One obvious 

difference is that the paper form offers only three scoring 

options--0, 5 or 10 points.  The online form offers the wider 

range of six options, 0, 2, 4, 6, 8, and 10 points. It could be 

argued that this is the more precise assessment of the two 

forms. However, the main difference is ‘when’ the form can 
be used and at what ‘speed.’ The online form uses a video 
recording rather than a live performance. So more time and 

multiple reviews are possible. In addition, another important 

difference is what happens after the form is completed. With 

the paper form, the data must be re-entered and re-processed 

to yield further value. With the online form, the data can be 

forwarded to assessment screens for students to reflect on and 

ultimately the scores go to a student’s individual gradebook. 
The Moodle rubric designer built into versions 2.2-2.7 

performed better than expected and added unexpected 

pedagogic value to the logistics of self and peer assessment.  

 

10. Further research 

   Further research is needed on the following questions: 

 How well do students understand the rubric scales? Was 
the training sufficient? Do they to need simpler rubrics? 

 Can students and teachers use the same assessment 
rubrics? It is possible that self and peer assessment rubrics 

could be the same as for teacher rubrics in the case of 

English majors due to their TOEIC ability range of 

400-600. Students in the TOEIC 300-500 range may 

require simpler set. 

 What was the effectiveness of the additional assessment 
types? Although Moodle enabled a time-efficient method 

for three additional assessment types, evidence of the 

effectiveness of this approach needs to be verified. 

 Is there a possibility of over-assessing? Perhaps, more 
time should be spent doing and creating presentations and 

less time reflecting on it.  

 Will tabulating audience assessments into a scored report 
be useful for speakers to improve their speeches? 

 

11. Concluding Remarks 

   From this study, three conclusions can be drawn from 

evidence in the action research case study: 

 

1. Transfer of a learning activity from paper forms to 

online forms is not a direct, visible switch. In this case, 

the whole assessment process was changed for both 

teachers and students. Two assessment types increased 

to five assessment types. 

2. Peer and self-assessment was made possible by 

asynchronous evaluation of video recordings. In-class 

synchronous peer assessment continued but results 

were ignored. 

3. Multiple scales of paper rubrics were replicated online, 

which allowed automatic totaling, recording in the 

gradebook and accessibility for reviewing by both 

teachers and students. 

 

  This study presented a description of the transfer of 

rubric-based assessments of student’s performances from 
paper media to LMS-based rubrics utilized in an EFL 

presentation course. Assessments of five different 

presentations given by 60 students in a Japanese university 

showed that it was possible for a combination of teacher, peer, 

and self-assessments to be managed by video recordings. 

Each presentation utilized 4-5 assessment types. For the 

asynchronous assessments, students were able to use the same 

rubrics as the teacher. Rubrics scales were designed in order 

to allow maximum transparency to students, teachers and 

administrators. Rubric design was product-based rather than 

process-based as only the public speech itself was assessed. 

   This confirms an earlier study by Hinkelman (2009) that 

there is no evidence of paper media being totally replaced by 

online media. Instead, paper materials changed in purpose and 

remained an integral part of the blended learning environment. 

Paper is not necessarily disappearing but is rather taking on 

new roles and functions in the ecology of mixed 

online/face-to-face learning. Online asynchronous assessment, 

however, made dramatic changes in the pedagogic process 

and allowed complex rubrics to be used for self and 

peer-assessment. 
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