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Rk 25 AESCHRFEA RS THERE O 2 v Z v~ L AxtiRigetaig) OBRHZ L, K
0% P> TV A ANV « L » S5 « FERE PR OZIR B OBK E 2 5 & | IR
FORR) OFEIEIL, PR 4 FEICIE, LI 4 EEREET 0 0.11%) Th o 7283, Ak 21
FITIE, 5,458 4 L B L COWDRIUCH D, ETRIRE ORHRL) 2oV T, Pk 24
HEE OFHA TIEL 2,244 L BMARTERF O 9 51,957 4 (17 37.1%) MNERKL TEY 1,073 A ([F
20.3%) 2Bk (EFREET) 75 &0 AR TV D, BB D A > & L
NADYENRD SNDHH T, SHEAGTO T 2LV —A 7 OWFIERECK Z OIS T
TWBDMH (e.g., Mercer, 2020; Mercer & Kostoulas, 2018) EWNIZEIT 5 St =35 & Lz
WFEIL 2V E TIZR STV, 6o T, ABFETIE, FRDO U =LV B — A » J % HEFFHR
F 2 B ERIIMEH LML, BERG~OREEZTIZ LA HBE LTS,
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ROT 4 702 L7z Seligman (2011) (X, RY7 4 7LEFE TABMBZO L O
DEEDTZDITTEREN] (FER, 2014, p.25) & EFE LT-, FitIEEZ R+ 572012
UL —A B 2R S LT, Seligman (2011)  TiE PERMA &FEEND 7 =L B —A
IO S5 ODRERREREEZENH V. PERMA &1X R T « 77258 fE (P: Positive Emotions)
(CERRIE & e i), =7 —3 A b (E:Engagement), BAf&IE (R:Relatedness), E - H3%
(M: Meaning), 2% (A:Achievement) T& %, Seligman (2011) @ PERMA %, SiEFE ITHF
L L72b DT - 72728, Oxford (2016) 725 9 > D1lif % £> EMPATHIC #f2%& L7,
J&1E - 355 (B: Emotion and Empathy), E M - #i8-51F (M: Meaning and Motivation), ZAfif (P:
Perseverance including resilience, hope and optimism) , =—Y = > ¥ — « F— |k / I— (A:
Agency and Autonomy), F¢f#] (T: Time), F258 < - EEAYME A% (H: Hardiness and Habits
of Mind) . F% (I: Intelligence), A#&HJ7258 A (C: Character strengths), H B340 5 EK (S:
Self-efficacy, Self-concept, Self-esteem, Self-verification) & EEFE 1T T 5, FRFcHYEME I T4E 4
IHERER DN HDH L F X D,
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Kalaja and Miéntyld (2018) 23/R9 X 912, SEFEBEICHBT 2087, 1950 FFAHFEITN D
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HE D DIEHE T, TEMELT S 70— AL DRI EE > TR X 2R R &
NTEL, flxiE, ENMCBITLLEEMEHOZHE LR ZET 65 (Kalaja & Mintyls,
2018), Z DK D RIFROFWADOHF T, FSEEHBENOEEDSITL T =L B —A U JITIEH D E
DD KTl oTz, SIEHMAZEE ST 572012k, BENRABCIEEFF>Z L, B
THHEZRVIEDZ L THEZ SO L T SITIZEN AR H 5 L F X I T
% (Hiver, Kim & Kim, 2018),

BT 2 T2 SE5EMFSE Cld (Dewaele & Mercer, 2018), 4> 7 A BRI Z VT
E e KE 7534 F -V - TEARSL Dy c TAEBTF - FAFH A R A
Ay Mva-<xk R=7 - BT HREDEL ZXGIT 513 LITHEEIT> TV D, HETO
VB —A Il D EFEZ bID THEE~DRRE | T4fE L DFE DY (Enjoyment)] 23
TSNz, AES~ORBENE WA RE L DED (Enjoyment) 23 mVMEMEICH Y | AfE
~OREE MEWEREIRE XA & OED (Enjoyment) 2MEVMEMICH D Z & 2212, £/
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fBF 2 #2 2 TV 72, Hiver (2018) 13& b2, oL Vo2 (BIHES]) 12OV THEK
LTW5, ZOXIICEIFENROND OO, EWNIZEIT 5 SE#N 2 %5 & LI-F%E.,
FRIZ, U= B —A BT DSR2,
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DY LB —A 27 OMEFRFMIE 2 ATEE & T OB EN Z A 60T 5 2 L2 AR E T 5,

RQl. ANHFFERHBEOBERO T = )V B —A > 7 % HERFMUE 5 2 BRI,
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DOHFFEIX, FHANFFEE Bk 4 F2EFARAFSE C (21K00759) DIESHIETH Y . ARF4
RICKT LT, WMPRHEEZ P LEAREE WS, HESREICIIREEL A L, FAN
WA ICBT H1ES, ENED IR L O OO B & BT L, HMANRFESND Z
EWRNEDITHIE L, AT — 2 3R FIFIEE B e OWFFELISN O ER TOE - 2 —tI L
RNZEEBAL, FHICTREZE TV D,

4.4 FHEEHE

FEEB 1T EIC, B - L - RO L ORY | FNEE ., HENTOREES, F
BN TOH R — MEH, FRNOMEBIRDL (Es% k42 RiZe &), BEICE+T 52 LA
Mk, FATOZFENR - [ - KANEDORY 72 EZ2FZER L TW5 (Appendix 2 ),



4.4 STk

T — 4 % 3078 Z L L, Grounded Theory Approach (GTA) (Strauss & Cobin, 1990)? =1
— RILDSHT HIEESZIZ LT, HTICIE MaxQDA 22. 26 L Tt &17 - 7=,
MaxQDA & NTET — X 003 208V 7 N THY | mET — % OEBE, (KR07250T
FEREZ AL T D L ZFRELE T 5, AT FIAIL, X L Licm#ET — 2125t LT,
BWROELEY T/ N—TL L, IN—TbOR i EETIDICEEKNRa—F (=
— Nb) Z17-o7, W2, 2— MEOPTW D ERFELEZEH T, LoigfbLThra
U—bL T, MELHVIELTT—Z &0 L, G EEEL#EVIELT, 2—7 4
YT EAToTWS, AT FV 4% [ ], a—F& T | TR,
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[ AR & OBURHENICBT 2 32— FRZ< 205 b TR S ol a— NiE, TR
F7e A — MAHD 20) THY . HEMNGE A TERENTOYFE— MEHBBLFCh D &
MV I URZ T, TRAFRIREIEREE) (10) ICHT 2 %S 62 < BBERSIN R TH Y
BHEWAXZH-TND LN BEONKRNEERICEZ i, [JAFH L o BiF72BRME]
BT % 33— RS b, BFRFEE L OB (5) TREFRJEFE & 0 BRIE~D K#H
Q) TEAFRREH & OBMEHE) (1) [TERAFRAFE & OBIRME) @) T EAT 725l & ORISR
Q) TAEENDOHETEHRFHE) (2) NR LI, AR - i - (Ri#E - FIRE OB BIfR
PO B D = E RSN,

(Z A NEET ALV, RIEBARKADERANTE To TV I, [T < B WOEHE
DANINENAT, TB COFTOENDL/NFAELLTO, /INFARM, /INFAR 2720
72, WEAERNNRCT, INERE, 2D R2~13 R E TOFR 1 A2 NWDBFEBL WD T,
ZH NI BT, FELNRAIIKAT HMONARLS TV ST, HEHIECHIT,
NE7Z2d 9 Ledbienie] o TWIHIDT, ZHHYREVERETEHY 9, =2— K
BAF729 R — MEH (20) FAEXSGE A

EREITEFNTH EEWET) a— K BIFRBGERE (10) JHESSE A.

(G CcoREERERX] & LTt B/ N CORER] (12) IFEREO LA E X (4)
[ZNIEE~ORG ] ()THY, TORNTH NIEYNAOMES ] (12) 8%, 8
DEBENDINZNE FHFEEA~L ER - TL D/NFEAEIZOWTOBREN LIELIZEEEND
FeA I,

[ 23R VAR CESE LR WIRENR SN TT, 2oL, | 23— R klB/Eso
WA (12) REXNRE A.

(5D 1VEARANTE & FEFET IS LAE W, ] a— R FEFETOLA
X (4 SRERNGE A

(G cE s VWER] & LTt TRSCEDLEH ) (2), THERZDOBUR] (5).
[ENEE ~ORG ] (1) BALT, HEREIZET2HEHEIH Y. Fio, FHEHOWE
RTZ DU TR SRIIC BOE Bl C O Ok S22 DIz, FIRBUIGIZ 1T 5 Hhifi
DRI DN T OISR SN T,

TEET D ANEITHISo L T2 N e A DO > TV I 59 1BV ET L, | 2—
R MR CCE OB (2). FRAE XS A.

[HEOREZE > TV ) OILER L7200 T, 9 HIZIGERREL S, 5 ANFGE
DRFELTETTE, 20553 NGEhlio TOORBUTH Y £7,) 72— F IR ZD
BUR (5). AEXRISE A.

[HEiDETF_X—varteV—7] oh7 IV —%, [HiiOETF =2 g Vb E
W) THEiDEFX—va ) [#Hifiov) —7 ) TEEoREN] Tho, BhRioNEIZE
PEES RN, HMOEFN— a3 O] Q) TIZEIMREESITONE TH A
I EWVWIHER, X5 [HETORET ) 2) DR, THEiOETTFX— 32 (5) TlE
BHEIN ED L DL TEHES T2 ED TVWDIDOLDRENH -1, [Hiior Y —7] (3)T
FEETEE N ED LI RMEEE L > TIREICHVMA THWEIONEHEB RS Z N TE 1=,

TWhAZDZTALAEDRAENZDZ FALAEL NS> TN ) KEITR- 1T
DL LTI HIoTWNH ZEFELTET, ) a— K HAOEFX—1 3 DL




K (2) ARG A.

[FETF_X—=ary LT H5ESTHODE, E9LTH, Whwd, SoXbEF0NELE
JE ZOFELAWIEB U2 TT T &, B2 —HlBfTTRHA L2 T, 5T
JEFELAWEBI E b LoD, TONFICET L2 L7 A M LO2EML T, ) =
— R HEDEFR— 3> (5) HEXNSRE A.

(B3R & D BEIIRM T ) PEELTHRC R L2 L TH 2 20T &,
B & Hvihas Lo d, FEREBIO B ) — T 93585 < T U v MERIROELE L ) — M
BIROFAEL P 1 E, TAMI LoD TIAT, £ D EZAED BiFno
T, b I3 0RE LD 2R HoE Y —7. #ENGE A

ZoMoHT T —E LT [COVID #iIIFFDBEE-S< W] 285V . COVID HifFiciTh
NI OEE IO T HE R SNz, [COVID BT oHIR) 2) TIXHIRRH 5 Hh
TOFEEICHOWTOFEY NENT-, TCOVID B D AKZRERES< V| (1) Tk, %
BAUNDIHIBRDY & 5 7273 TO BAFREREE S D 21T o TW e Z &R F R ST,

[—EE, DR AV IERE LA WIEENZE L & v 72 AT, —BEESEEUTITRY £
L7 E. FN b IBRERYENRE LB L ENPNIBICR - TETET L) a2— K
COVID #iffH DHIfR (2) FERSE A.

[ DRREE Y —2 Y VT 4 AZ L ANEND &R, BESEBY TEEn/o TV )
DT, 26, ZOWIZEH LTI OF T ENI FNZ EHIZFI>TNIDIEH Y F
L7.) =— K : COVID HifFIrh OARIZREREES< W (1) iEXSRE A

[AFLRZ2L] TR ML R (4) Ti, AERSRE N ImHERIC, BEICIEA FLAR
RN ERRD IR Az -2 b, FR8ETO [SEEK] TEEE (1) Si30E & I 7R
ThiHZLEE/ LTV,

[ AR VAR D EZAIEBAEFV 2N TT R, 4. 2—F: AL AR L. HExS
5H A.

TLE EBITRETHON TS Z ERHAETE LTOY = v E— A 72 E N ET,
iR, TORERWEY, | a—F Rk HEIZRE A

ZOENOHT Y — [ BFRAEER] (iX TRAFZBFEE] (5) T3R5 HER
PR (3) THEREL TV AE Hikd) (DTH Y., MFMICHLLZE L TWVD Z &R
b RN & [#FhEfié LTOBEE] Tk TR @) X X778 (1)
EVSTEHHIZOWTOHRTE LTOBENE W E2EBRD Z ENTE T,

X 1%, GEET AL THY ., BEIOT 21— TN EF RN TWEEE & o
TV E—A T HRODNEHE L WIS E R L TS, AESAETEOF T, AFLE HIT AER
BROBENRBFTHIEA., 2. HMDOTFR—2 3 VR =7 RENEAICHOV TR
U VA VT IMETD AR D D, T O T, AR E BITHESAETENEE L WA,
B JE P & DBIRIE DR L WIBAICHOWTIE, DT 2L — A v 7 &L &
D ATREMEDS RIR S5,
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Wt 35 FRIIAT 232 ] H 22T 572912, MaxQDA Z ] L C GTA &b Lo 2— Mb%x
Tolc, AR TR a— R0E o7z [JHBH & O BAF72BIRME] (] 40%) (220 C
E. RRHERSRE A IZBW T, BAFRIRGIREE, 0k, R, e, ZillE L & 0Btk
PEOMEEN I DALz, FTEWIGREN TO R YR — MEHIZH D | FiboFflzi-> DR
MR DH D L E R LT, @O T, FRANO BAT 72 NFIBAFR OMEEEI A X 5
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LA & LTI, (T35 COREEZRZR] (K 15%) THLELOFERFO LA L S
SOUT B/ NFAR DO RRE A, SN O AR 72 ER A G, [ CoE S W ER ] (9 16%)

(THRRUCE O L ENERLH FHEOF K, BEARLOHRA~ORWRENR 6N S, LirL
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SITWD Z EBRP LN ST,
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A Collaborative Journey: Practical Report on a Joint Research Project

with Graduate Students

Lee Shzh-chen Nancy

This paper presents a reflective report of a collaborative research project I conducted with graduate
students examining the impact of Al-driven and machine translation-driven feedback on English as a
second language (ESL) writing. The project emerged from my introduction to applied linguistics class
at the Graduate School of Humanities, Osaka University, where we revised the syllabus to align with
students’ research interests, background, and abilities. Through extensive discussions after conducting
literature review, we agreed on a shared topic of second language acquisition which led us to
investigate the effects of Al and machine translation feedback on ESL writing. This paper consists of
a literature review on corrective feedback and the original paper that we replicated (Sasaki et al., 2024).
It provides a detailed reflection on the development of this project and its processes, including
brainstorming and topic selection, literature review, research design, ethical considerations and
applying for approval, research redesign, data collection, result analysis and interpretation. Our
journey culminated in an academic conference presentation in Osaka in 2025, marking a significant
milestone in our academic collaboration. This paper also discusses the importance of collaborative
research projects and suggests implications for future classroom and research practices. It is hoped
that this reflective account can be useful for teachers and students who might be interested in starting
their own research projects. By sharing this practical report, readers could hopefully take away some
of the learning experiences and avoid possible pitfalls.

1. Introduction

This joint research project originated from a graduate course I taught called Introduction to Applied
Linguistics where only international students signed up and they were interested in topics different
from my original syllabus. To accommodate their needs and interests, I decided to modify the syllabus
for the above course. I invited the students to collaboratively develop a new syllabus and through
reconstructing the syllabus, we found a gap in the existing literature. Eventually, the course evolved
from reading and understanding existing literature to actually conducting a joint research project.
Based on this research gap and students’ strong interests, we discussed the feasibility of conducting a
research project as a class project within the remaining semester time and our potential obstacles.
Students also actively debated over appropriate topics for this possible class-based research project.
Finally, students decided to replicate a writing study looking at machine translation as a form of
feedback on L2 writing, comparing the impact of machine translation and teacher feedback on ESL
writing (Sasaki et al., 2024).

This paper includes a brief literature review on the effects of corrective feedback and the
original study on the comparison between the impact of machine translation (MT) and teacher
feedback on writing followed by a reflective account of the collaborative research project.
Collaborative research provides a unique opportunity for graduate students to engage in hands-on
academic inquiry while developing critical thinking, analytical, and research skills. In this project, we
adapted the original syllabus to accommodate student interests and foster an interactive learning
experience. The present reflective summary describes the project starting from the birth of the project,
braining storming of ideas, topic selection, research design, applying to ethical committees for
approvals, research redesign, data collection, data analysis, and finally presenting the research results
at an academic conference. Our research focused on the comparative effectiveness of Al-driven
writing assistance and machine translation tools in improving ESL writing quality. This practical report
paper documents our research journey and hopes to offer some practical insights for future teachers
and students starting their own joint research projects.



2. Literature Review

2.1 Corrective Feedback

Corrective feedback directs learners’ attention to their linguistic errors, and learners exhibit more
noticing when feedback is given (Mackey, 2006). According to Schmidt’s (1990) Noticing Hypothesis,
noticing is a necessary prerequisite for L2 development. Previous studies on the effects of corrective
feedback have mostly produced robust evidence for its effectiveness (Lyster & Saito, 2010), while a
lack of corrective feedback inhibits syntactic accuracy development (Goh & Burns, 2012). Feedback
could encourage learners to notice discrepancies between their own language production and target
language forms. Therefore, the more corrective feedback learners receive, the higher the probability
they will improve on the target forms. However, there is a continuing controversy over the
effectiveness of corrective feedback because there is evidence that implicit types of feedback are not
always interpreted by learners as error correction. If learners do not realize a corrective form, they are
unlikely to notice the gap between their production and the target language rule (Williams, 2005). In
addition to the concerns with using implicit types of feedback, feedback can also be ineffective itself
when extensive correction is given, in which learners receive feedback on too many types of errors or
they experience fatigue in receiving feedback (Williams, 2005). In addition, even if learners notice
errors in their own language output, it is not certain that they will successfully integrate what they
have noticed into their interlanguage (Nicholas et al., 2008). Lyster (2004) further argued that only
explicit forms of corrective feedback can push learners to precisely and appropriately reformulate their
output and criticized the value of implicit feedback. Ineffective corrective feedback can result in
students’ inattention and negative attitudes toward receiving feedback (Paulus, 1999).

The role of feedback in second language writing has been widely studied, with teacher feedback
traditionally considered to be the gold standard. Studies have shown that direct feedback from teachers
helps learners improve accuracy and develop metacognitive skills. However, there are also some
criticisms against teacher feedback because it can be vagueness and “rubber stamp” consisting of no
constructive feedback. In addition, teacher comments can have an over reliance on grammar correction
(Paulus, 1999). Finally, providing timely and individualized feedback is labor-intensive, leading to
increasing interests in technological alternatives (Sasaki et al., 2024).

2.2 Comparing Teacher and Machine Translation (MT) Feedback

Sasaki et al. (2024)’s study examined machine translation as a form of feedback on L2 writing by
comparing teacher corrective feedback (TCF) and machine translation (MT) feedback in an L2 writing
classroom. A total of 23 Japanese university students whose first language is Japanese participated in
this study where they were divided into two groups: TCF and MT. The TCF group described a picture
in English where they were instructed to write one paragraph. They received teacher feedback for the
paragraph they have written before they repeated the same English description task. The MT group
described the same picture in English and were asked to compose a small paragraph in Japanese of
what they composed in English. The Japanese paragraph was entered into DeepL and an English
translation was produced. Differences between what they wrote in English and the English translation
of their composed Japanese paragraph were highlighted and given to the MT group as feedback before
they repeated the same English writing task. The TCF and MT groups reversed their order and received
the same feedback before completing the English writing task. All participants were asked to complete
a survey after completing their writing tasks. Sasaki et al. (2024) found that TCF improved complexity
whereas MT improved accuracy and fluency. They suggested that differences in the engagement level
of the teacher feedback and machine translation feedback might have influenced the different learning
outcomes.

3. Reflective Account of the Project

3.1 Origin of the Project

The idea for this research project originated from my graduate class titled introduction to applied
linguistics in October 2024, where I recognized a need to revise the syllabus to cater students’
academic interests and backgrounds. My original syllabus concerned language learning and teaching
from a scientific research perspective and how research findings can be applied into language
classrooms. I designed my original course for students who want to be future language teachers and
those interested in the mechanism of language development, especially the development of speaking
proficiency. It was meant to serve as an introduction to students who want to experience postgraduate
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studies in English as it included a strong component of reading and understanding literature written in
English. Students were supposed to read research papers related to language proficiency development,
participate in active class discussions, and to complete writing assessments in English on research
paper critiques.

However, it became evident through discussions with the students that they had limited interest
in my original selection of readings because of their backgrounds. Three students enrolled in this
course and they are all native speakers of English and they are interested in JSL (Japanese as second
language) research because they are international students who came to Japan to pursue their studies
and research interests. As a result, we decided to replace the original list of class readings which were
predominantly related to the research of the learning and teaching of English as a second language
with readings related to the learning and teaching of JSL.

I uploaded the class readings list onto a Google doc document so that students could take
ownership in developing the new reading list (see Appendix A). Students proactively searched and
uploaded research articles. Students also took turns briefly introducing the papers they uploaded and
reasons for uploading those articles. However, after searching online for several weeks, we found that
there are limited numbers of research papers written in English on the learning and teaching of JSL.
Through the process of looking for JSL literature, a gap surfaced that there is a need for expanding the
research of the learning and teaching of Japanese as a second language.

Based on this research gap and students’ high motivation, an idea appeared that we could change
the course syllabus where students could jointly conduct a small research project to extend the line of
JSL research instead of reading and critiquing JSL related research papers. Quickly, we discussed the
feasibility of conducting a research project within the remaining semester time and our potential
obstacles. Students also actively debated over appropriate topics for this potential class research
project. Students enrolled in this class were interested in both speaking and writing proficiency
development related topics. They debated the amount of time required for conducting writing
proficiency development research and speaking proficiency development research. Finally, they
decided to replicate a writing study looking at machine translation as a form of feedback on L2 writing,
comparing the impact of machine translation and teacher feedback on ESL writing (Sasaki et al., 2024).

3.2 Replicating Previous Research
After students decided to replicate the study by Sasaki et al. (2024) comparing the impact of machine
translation and teacher feedback on ESL writing, they discussed if they could do a complete replication
of the study but change the research target from ESL to JSL. The original study by Sasaki et al. was a
longitudinal study involving a complicated within-participant crossover design (Lui, 2016). We
decided to shorten and simplify our study by changing our research design to once off intervention
treatment and also by allocating participants into three groups (including two interventional groups
and a control group) instead of crossover two interventional groups without a control group. We also
changed the research target from ESL writing to JSL writing because all three students were interested
in Japanese related studies. Finally, given students’ interests in Al, we decided to conduct our study
comparing the impact of Al driven feedback and machine translation driven feedback on JSL writing.
With the rise of artificial intelligence (AI), researchers have explored its efficacy as
supplementary or alternative educational sources. However, while Al is rapidly changing the existing
language learning and teaching practices, it is sometimes being misused or misinterpreted. Al and MT
often overlap as Al also includes MT tools and vice versa. Al can offer context-aware suggestions
whereas MT tools such as Google Translate or DeepL offer linguistic transformations that can assist
learners in understanding complex structures. Some research suggests that Al tools like Grammarly
enhance grammatical accuracy and coherence, helping learners refine their writing iteratively (Li &
Hegelheimer, 2013). Conversely, MT feedback is often criticized for producing translations that lack
nuance and contextual appropriateness. We wanted to replicate Sasaki et al. (2024) study but to further
investigate on how learners interact with different feedback modalities in various learning contexts.

3.3 Ethical Committee Approval

A significant component of this research project involved navigating approval from research ethics
committees. It was also the longest and most difficult stage of the project, which proved to be a
valuable and albeit demanding learning experience for the students and myself. After we designed our
research, we looked for suitable research participants through our affiliates. Since our original research
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topic focused on JSL (Japanese as a second language), we consulted with a teaching fellow at a
Japanese language program at our university with the possibility of asking her JSL students to
participate in our study. We also invited the Japanese teaching fellow to join our project as she is also
interested in the JSL research. After she consulted with her supervisor, we were asked to prepare an
application to submit to their research ethics committee. The application documentation was very
thorough and consisted of questions to carefully consider and protect participant privacy and to avoid
misusage of research data. We also prepared a written consent for the participants in the program (See
Appendix B). The following was our original research purpose that we included in the research ethics
application: The study investigates how Al-powered translation and machine translation (MT)
feedback impact Japanese as a second language (JSL) learners. While Al and MT translation tools
have been widely used, their differences have often been overlooked as well as their potential different
effects on learners. Participants will write one paragraph in Japanese and then they will receive either
Al or MT generated feedback before they rewrite their paragraph. Participants’ revised paragraph will
be examined and differences in their Japanese composition will be examined.

Our initial submission was positive and was met with requests for resubmission due to concerns
about data privacy and participant consent. We revised our application and resubmitted our application
for but was unfortunately rejected. The ethics committee pointed our mistakes in completing the
research ethics application forms as we made a number of careless mistakes in completing the research
ethics forms. It was a meaningful yet rather frustrating process as while we learned that we need to
spend more time and not rush with the research ethics application applications, the students were
concerned with the time running out in the semester and the fear of not able to collect data for the
project. The ethics committee finally granted us approval in our first submission attempt but requested
for the research to be conducted outside of class time in order to not disadvantage participants from
receiving normal class contact time. Due to the nature of our project looking at the effect of Al and
MT generated feedback on writing and on the participants, we decided it would be infeasible to
conduct the research outside the class room. The students feared that they might need to terminate
their project as we were unable to recruit enough number of JSL participants for our project.

3.4 Redesigning Study and Changing Research Focus

We eventually revised and changed the focus of our research from JSL to ESL writing and submitted
an application to a different ethical committee board, which ultimately granted our approval in Feb
2025. Instead of collecting data from JSL learners, we decided to collect data from ESL learners from
my own general English classes. While students were disappointed that they were unable to continue
the line of JSL research, they quickly became eager to continue their project with a new focus on ESL.
Our new research focused on comparing Al-generated feedback and machine translation (MT)
feedback by evaluating their impact on ESL learners’ writing improvement. We had two questions for
our study: 1) How does Al feedback and MT feedback differ in terms of their usefulness? 2) What are
the effects of each type of feedback on writing development? We collected data from three general
English classes that I taught myself and randomly allocated the participants into two experimental
groups (Al and MT) and one control group. The new project was designed where Al group received
Al generated feedback and the MT group received MT generated feedback. The control group received
no feedback intervention. The research was conducted during class time. We hypothesized that one
interventional group would improve more in writing than the other interventional group and the control

group.

3.5 Data Collection

The data for this study were collected from three undergraduate general English classes I taught at our
university. A total of 49 participants were divided into three groups: Al-generated feedback, MT-
generated feedback, and a control group. In order to make sure we have equal number of participants
completing tasks in both experimental groups, we randomly assigned participants into one of the two
experimental groups. A total of 19 students were assigned to the Al group and they received feedback
from ChatGPT. A total of 19 students were assigned to the MT group and they received feedback from
DeepL. Only eleven students were in the control group. Data collection lasted for two weeks. In Week
1, all participants were asked to describe a four-panel comic in English. They were asked to write a
paragraph describing the comic and to aim to write for 150 words in 15 minutes. They were also asked
to write a Japanese paragraph of equivalent to what they wrote in English. The data was collected
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using Google form during class time. Research purpose was explained to the participants and a consent
form was distributed before data collection.

We used ChatGPT to generate feedback for the Al group by copying and pasting participants’
English paragraphs into ChatGPT. We instructed ChatGPT to produce feedback for improving
participants’ English writing. We used DeepL to generate feedback for MT group by copying and
pasting the participants’ Japanese paragraphs into DeepL. We highlighted differences between
participants’ original English text and the DeepL generated English translation by following Sasaki et
al. (2024)’s research methodology. We printed out the feedback onto A4 sheets stapled the feedback
with original English text. In Week 2, we distributed the feedback to individual participants and gave
them 10 minutes to review the feedback before we collected the feedback from participants.
Participants were asked to write the same task. Participants in the control group were not given any
feedback and they simply repeated the same English writing task. We also collected the second writing
samples using Google form during class time. Finally, we asked participants to complete a survey
concerning their experiences with using Al and M T and their perceptions toward their repeated writing
tasks.

3.6 Data Analysis

The project progressed very quickly and we moved onto the next stage of data analysis and
interpretation. We evaluated changes in participants writing from the impact of feedback by looking
at four types of measurements: holistic human rater scoring (overall evaluation by the graduate
students), syntactic accuracy (percentage of accurate verb tense and global accuracy, fluency (total
number of words), and complexity (MLT (mean length of T-units) and clause/T-unit ratio). We
evaluated changes (improvements) in participants’ writing from the effect of feedback by looking at
scores of their first writing and second writing. We compared the differences between and across the
three groups.

Results of our project found different results using different measurement tools. Based on
holistic human rater scoring, both Al and MT groups outperformed the control group (who received
no feedback). In addition, the Al group had a larger improvement than the MT group. However, based
on the accuracy, fluency and complexity measurements, control group surprisingly outperformed the
experimental groups. The Al group also decreased in performance in writing 2. These results indicate
that analytical results can be very different from human holistic ratings. The survey found that most
participants use Al and MT once a week or more. It also found out that some participants do not
perceive Al and MT feedback to be effective. Some participants indicated that they wanted teacher
feedback.

3.7 Presenting Research Results

The highlight of this research project was our presentation at the ACIE Conference in Osaka in March
2025, marking a major academic milestone for both myself and my students. The process of preparing
for this conference involved many meetings with the students inside and outside of class time, in
person and online, on weekdays and over the weekends. At the presentation, we delivered our well-
practiced presentation where we all took active parts and enjoyed our parts. We engaged in discussions
with the audience and further enriched our experiences as researchers of our own project and also
researchers in the field of applied linguistics.

4. Conclusion

This collaborative research project provides a unique opportunity for graduate students to engage in
hands-on academic inquiry while developing critical thinking, analytical, and research skills. It fosters
a sense of academic ownership, enhances motivation, and equips students with practical experience in
navigating research. The research process was a dynamic one, involving multiple stages such as
brainstorming and topic selection, literature review, research design, ethical considerations and
research ethics applications, data collection, analysis, and presentation. This paper aims to document
our journey, providing an in-depth reflection on the processes we undertook, the challenges we
encountered, and the key takeaways from our collaborative efforts.
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Appendix A
Class reading list collaboratively developed by students

» Ishizaka et al. (2013). Development of word fluency and expressive vocabulary in Japanese
kindergarten children. Kitasato Med Journal, 44, 26-30.

* Quackenbush, H. C. (1977). English Loanwords in Japanese: Why Are They Difficult for English-
Speaking Students? The Journal of the Association of Teachers of Japanese 12, no. 2/3: 149-73.
https://doi.org/10.2307/489164.

* Chang, Y. H. (2023). Flipped classroom for developing Japanese language proficiency:
A study of non-Japanese major learners in University of Taiwan, &8 HEZE LK, 41, 31-60.

» Kubota, M. (2017). Post study abroad investigation of kanji knowledge in Japanese as a second
language learners. System (Link&ping), 69, 143—152. https://doi.org/10.1016/j.system.2017.07.006

» Junjie, S., Nishihara, Y., Yamanishi, R., & Fukumoto, J. (2017). Analysis of Dialogues Difficulty
in Anime Comparing with JLPT Listening Tests. Procedia Computer Science, 112, 1345-1352.
https://doi.org/10.1016/j.procs.2017.08.022

* Fukunaga, N. (2006). Those Anime Students’: Foreign Language Literacy Development through
Japanese Popular Culture. Journal of Adolescent & Adult Literacy 50, no. 3: 206-22.
http://www.jstor.org/stable/40013700

* Siegal, M., & Okamoto, S. (2003). Toward Reconceptualizing the Teaching and Learning of
Gendered Speech Styles in Japanese as a Foreign Language. Japanese Language and Literature 37, no.
1: 49-66. https://doi.org/10.2307/3594875.

*  @Goss, S. A (2008). Critical Pedagogy of Lexical Accent in L2 Japanese: Insights into Research and
Practice. Japanese Language and Literature 52, no. 1: 1-24.
https://www.jstor.org/stable/10.2307/26739436

*  Masuda, K. (2018). The Second Language Acquisition of Challenging Japanese Locative Particles,
ni and de: A Usage-Based and Discourse Approach. In Cognitive Linguistics and Japanese Pedagogy:
A Usage-Based Approach to Language Learning and Instruction edited by Kyoko Masuda. De Gruyter
Mouton.

» Bengtsson, A. (2023). The Effects of Extramural Language: Relationships Between Engagement
in Japanese Language Activities and General Japanese Language Proficiency. PhD diss., Stockholm
University. ISBN: 978-91-8014-555-8 (electronic). https://urn.kb.se/resolve?urn=urn:nbn:se:su:diva-
222652

* Hotta, T. & Horie, K. (2018). L2 Acquisition of the Japanese Verbal Hedge omou: A Prototype
Approach. In Cognitive Linguistics and Japanese Pedagogy: A Usage-Based Approach to Language
Learning and Instruction edited by Kyoko Masuda. De Gruyter Mouton.

+ Fukunaga, T. (2023). L2 Writing Development Through Two Types of Writing Task Repetition.
International Review of Applied Linguistics in Language Teaching 61, no. 3: 1109-38.
https://doi.org/10.1515/iral-2021-0144

» Sasaki, M., Mizumoto, A., & Matsuda. P. K. (2024). Machine Translation as a Form of Feedback

on L2 Writing. International Review of Applied Linguistics in Language Teaching.
https://doi.org/10.1515/iral-2023-0223
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Appendix B
Research Participation Consent Form
Date to be decided

You are being asked to participate in a Japanese proficiency development research. The purpose of
this research is to improve the writing ability of JSL (Japanese as a second language) learners. Your
help is important in order to improve the current Japanese education. Please understand the
following points before participating in this research.

- Participation is voluntary (you may withdraw your consent at any point).
- You are free to ask questions about this research anytime.

- Your personal information will not be disclosed in any paper or presentation related to this study.
- Your personal information will only be accessed for the purpose of this research and for this
duration of this study.

- The results of your participation will not affect your course grade.

- Upon completion of this study you may request the results at lee.nancy.hmt@osaka-u.ac.jp

I agree to take part in the study on Japanese proficiency development by four graduate students This
paper presents a reflective report of a collaborative research project I conducted with some graduate
students at the Graduate School of Humanities, Osaka University. The project examined the impact
of Al-driven and machine translation-driven feedback on ESL (English as a second language)
writing. This joint research project originated from a graduate course I taught called Introduction to
Applied Linguistics where only international students signed up and they were interested in topics
different from my original syllabus. To cater for their needs and interests, I decided to modify the
syllabus for the above course. I invited the students to collaboratively develop a new syllabus and
through reconstructing the syllabus, we found a gap in the existing literature. Eventually, the course
evolved from reading and understanding existing literature to actually conducting a joint research
project. Based on this research gap and students’ high interests, we discussed the feasibility of
conducting a research project as a class project within the remaining semester time and our potential
obstacles. Students also actively debated over appropriate topics for this possible class based
research project. Finally, students decided to replicate a writing study looking at machine translation
as a form of feedback on L2 writing, comparing the impact of machine translation and one professor.

Shzh-chen Nancy Lee
Graduate student names omitted

Signature Date................ (E.g. 2025/1/25)

16



Academic Yarigai, Assemble! Uniting Engagement, Motivation,

Enjoyment, Well-being, and Ikigai under Academic Yarigai

KANAZAWA, Yu

Abstract

This paper introduces the concept of Academic Yarigai as a novel, comprehensive framework that
integrates essential motivational and emotional constructs such as engagement, motivation, flow,
enjoyment, and well-being in applied linguistics and educational psychology. Despite extensive
research on these concepts individually, a holistic framework capturing their interconnectedness and
collective impact in educational contexts remains absent. To address this gap, the interdisciplinary
concept of ikigai, a life purpose that contributes to overall well-being, is first discussed. Building upon
ikigai, this paper further introduces the narrower, situationally targeted construct of yarigai, or the
worth and fulfillment derived from meaningful activities, specifically contextualizing it as Academic
Yarigai. A newly developed Academic Yarigai-9 Scale (AY'S) comprising nine items is proposed based
on Ikigai-9 and new empirical findings from Japanese undergraduate learners of English, which
includes factors such as intrinsic fulfillment, intellectual stimulation, personal growth, social
contribution, and overcoming challenges. The paper argues that Academic Yarigai uniquely
compensates for gaps within existing motivation frameworks, such as the L2 Motivational Self System
and emotional concepts like flow and enjoyment, by emphasizing learners’ immediate, meaningful
experiences and real-world relevance of academic activities. Implications for future studies, including
validation and further integration of Academic Yarigai into language education and well-being
research, are also discussed.

1. Introduction

In applied linguistics, key concepts such as engagement, motivation, flow, enjoyment, and well-being
have received considerable attention from researchers and educators. Each of these concepts
significantly contributes to understanding and enhancing learners’ experiences; however, these
frameworks are often used without an integrative approach that can comprehensively account for their
dynamic interconnectedness and collective impact in academic contexts. Consequently, there is a gap
in applied linguistics and educational psychology for a comprehensive concept capable of integrating
these interrelated constructs, providing educators and learners with deeper and operationalizable
insights into the dynamics of engagement, motivation, flow, enjoyment, and well-being in educational
contexts. In an attempt to address this gap, this paper starts by interdisciplinarily introducing a widely
recognized concept from the field of well-being research, ikigai (Garcia & Miralles, 2017).!

2. Ikigai
Tkigai (V> Z 25\»), a Japanese concept broadly defined as a “reason for living” or a “purpose in life,”

embodies one’s sense of meaningful existence, characterized by optimistic and positive emotions
towards life, proactive and hopeful attitudes toward the future, and recognition of one’s personal value
within society (Imai et al., 2012). It encapsulates the sense of purpose that gives an individual’s life
meaning and direction, and it has increasingly drawn attention in psychological and health-related
research due to its associations with positive mental and physical health outcomes. According to
research by Imai et al. (2012), ikigai is operationalized through a scale known as Ikigai-9, comprising
nine items grouped into three primary dimensions: optimistic and positive emotions toward life, active
and positive attitudes toward the future, and acknowledgment of one’s existence as meaningful within
social contexts. This scale has demonstrated high reliability and validity in Japanese populations,
indicating that it reliably captures the psychological state related to experiencing purpose and meaning
in life. It includes dimensions such as optimism about one’s current life circumstances, a proactive
attitude toward future possibilities, and a recognition of one’s existential significance within social
contexts (Imai et al., 2012).
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In an effort to extend research on ikigai to international contexts, Fido, Kotera, and Asano
(2020) translated the Ikigai-9 into English and examined its validity among participants based in the
UK. The English validation study found that a single-factor model of ikigai provided the best statistical
fit, suggesting that ikigai may manifest as a more unified psychological construct rather than distinct
dimensions. Ikigai was found to have significant associations with psychological well-being. Fido et
al. (2020) reported that higher levels of self-reported ikigai correlate with increased mental well-being
and reduced depression symptoms, suggesting ikigai serves as a protective psychological factor.
Interestingly, ikigai did not show significant relationships with anxiety or stress, implying its role
might specifically relate to a broader sense of well-being and protection against depressive symptoms
rather than situational acute stress reactions. Ikigai represents a meaningful psychological construct
that encapsulates purpose, motivation, and life satisfaction. The validation of the Ikigai-9 scale in both
Japanese and English-speaking populations supports its use as a reliable measure of this concept.

3. Ikigai and Foreign Language Learners
Applying ikigai to foreign language learning can significantly enhance learners’ motivation,
engagement, and overall educational experience. According to Kanazawa (2023c), the concept of
ikigai, understood as “what makes life worth living,” is closely linked to higher cognitive functions
and self-actualization. When integrated into foreign language education, ikigai serves as a
psychological foundation that encourages deep, meaningful engagement rather than superficial rote
learning. The Deep Positivity Hypothesis (DPH), a concept closely associated with ikigai, suggests
that positive emotional valence can enhance the deep semantic processing crucial for language
acquisition, particularly for vocabulary retention (Kanazawa, 2020). Learners with a stronger sense of
ikigai are expected to engage more deeply and positively with language learning tasks, facilitating
higher retention rates and more effective communication skills. Kanazawa (2023c) suggested that
learners who approach language learning tasks with an ikigai-oriented mindset show increased
motivation and resilience, particularly when faced with challenges such as language anxiety or
academic setbacks. This positive emotional engagement aligns with the harmonious passion described
in positive psychology, characterized by voluntary engagement and joy in learning activities.
Furthermore, Kanazawa’s (2023a) study targeting Japanese undergraduate learners of English
revealed that ikigai, as a trait, correlates positively with multiple intelligences, including emotional
and existential intelligences. These intelligences allow learners to better understand cultural contexts,
interpret emotional nuances, and effectively use language in social interactions based on deep
contemplation. Consequently, incorporating ikigai into language teaching may not only enhance
linguistic skills but also foster broader personal and social development.

4. Yarigai, the Situational Ikigai

Although applying ikigai to foreign language learning can be beneficial due to its capacity to foster
deep, intrinsic motivation and positive engagement, ikigai, as a broad and deeply existential concept,
may not directly address specific motivational challenges in language learning contexts. This calls for

an applied concept that situates ikigai to more specific settings: yarigai. Yarigai (% Y 23\»), a

Japanese concept defined as “something worthwhile doing,” embodies a sense of intrinsic satisfaction,
fulfillment, and personal growth derived from actively engaging in specific meaningful tasks or roles
(Shoji et al., 2014). Unlike ikigai, which is broadly defined as one’s purpose in life or existential
fulfillment, yarigai is narrower, specifically applied to particular activities or occupations. It focuses
on the sense of accomplishment and satisfaction derived from engaging deeply with work that aligns
closely with one’s skills, personal values, and immediate motivations (Nishigori et al., 2024).

According to Shoji et al. (2014), yarigai can be understood through various components that
include knowledge acquisition, meaningful interactions, and a sense of personal growth. In their study
on community pharmacists, they found that yarigai was significantly related to pharmacists’ ability to
provide patient counseling, improve their clinical knowledge, and enhance their personal growth
through professional experiences. This demonstrates that yarigai emerges notably when professionals
perceive their work as directly impactful and personally meaningful, reinforcing their professional
identity and commitment.

Further elaborating on yarigai in professional contexts, Nishigori et al. (2024) conducted a
narrative inquiry exploring how physicians experience yarigai in their medical practices, particularly
within teaching medical professionalism. Their findings indicated that physicians found yarigai when
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they could derive positive meanings even from challenging patient-care situations, recognize the
inherent strength and resilience of their patients, or develop meaningful relationships with patients and
their families. This intrinsic reward was notably different from traditional measures of job satisfaction
or monetary compensation, as it emphasized relational and existential dimensions—such as
experiencing profound gratitude from patients or witnessing patients’ renewed vitality after treatment.

Moreover, research involving community pharmacists highlights yarigai as a multifaceted
construct that includes knowledge application, interpersonal communication, and personal growth.
Pharmacists reported experiencing yarigai through patient interactions that effectively reduced
patients’ anxiety about medications and fostered meaningful interpersonal relationships (Shoji et al.,
2014). The notion of yarigai is particularly important for community-oriented professions, where
success and satisfaction are deeply interwoven with interpersonal relationships and perceived social
contribution.

Furthermore, Yoshida (2014) explored yarigai among professionals in interpersonal support
roles, specifically clinical psychotherapists and nurses. Yoshida identified that yarigai in these
occupations emerges prominently when professionals perceive their actions as positively impacting
their clients or patients, fostering strong relational connections, contributing meaningfully to others’
well-being, or gaining recognition and validation from others. The study highlighted yarigai as a
critical motivational factor that helps professionals cope with emotional and occupational stress by
fostering a sense of self-worth, meaningful interpersonal connections, and acknowledgment from
clients or colleagues. Importantly, the findings emphasize that feeling yarigai helps these professionals
sustain their emotional resilience and commitment to their demanding roles.

In educational contexts, yarigai is equally relevant. For example, Hamano and Urata (2016)
found that junior high school students’ yarigai was closely related to school-based activities, social
interactions, and achievements, suggesting that yarigai plays a critical role in motivating students
toward sustained engagement in their studies and broader educational activities. By nurturing a
targeted sense of worth derived from specific academic experiences rather than broader existential
purposes, yarigai could significantly enhance motivation and fulfillment in learners.

Applying the broader concept of ikigai, yarigai provides a more targeted and contextually
relevant framework for understanding motivation and fulfillment in various professional and
educational domains, suggesting practical implications for enhancing job engagement, professional
growth, and overall life satisfaction. In foreign language classrooms, yarigai can more precisely
capture students’ sense of accomplishment and intrinsic reward from engaging successfully with
language learning activities. Thus, integrating yarigai into language teaching, or academic activities
and instructions in general (i.e., Academic Yarigai), may provide educators and learners with a more
practical, focused, and adoptable framework for enhancing task-specific motivation and achievement.

5. Study on Academic Yarigai

This study explored the concept of Academic Yarigai among Japanese undergraduate learners of
English, involving 74 participants. Students responded to open-ended questions about experiences and
common characteristics associated with feeling yarigai (a sense of worth or fulfillment) in academic
activities, including but not limited to language learning. The responses can be categorized into at least
nine key factors, each accompanied by illustrative examples paraphrased and translated into English.

The first factor is Intrinsic Fulfillment. Students frequently reported activities as intrinsically
rewarding due to personal enjoyment and satisfaction derived directly from engaging in the tasks (e.g.,
“Because it’s enjoyable and directly connected to my future.” ; “Because I felt a clear sense of growth
and satisfaction from achieving goals through persistent effort.”).

The second factor is Curiosity & Intellectual Stimulation. Engagement was driven by curiosity
and opportunities for intellectual exploration (e.g., “I could investigate what I wanted to know
extensively using various resources.” ; “Because I encountered new discoveries and intellectual
competition with peers.”).

The third factor is Personal Growth & Self-Development. Activities contributing to noticeable
personal growth and self-improvement provided yarigai (e.g., “I could feel my own growth; my skills
clearly improved over time.” ; “The success experience raised my self-esteem and further motivated
me.”).

The fourth factor is Social Contribution. Students valued experiences where they could perceive
tangible impacts on society or others (e.g., “Because I could take action directed toward the world.” ;
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“I felt my learning was benefiting others; being able to use my knowledge practically was fulfilling.”).

The fifth factor is Engagement & Flow. A deep level of immersion and absorption in the activity
led to experiences of flow (e.g., “It was something I was deeply interested in, allowing me to become
fully absorbed.” ; “Because it wasn’t forced; I voluntarily engaged in tasks out of genuine interest.”).

The sixth factor is Recognition & Appreciation. Being acknowledged, appreciated, or praised
by others significantly enhanced the sense of yarigai (e.g., “Because our group’s efforts were
recognized highly, and we received an award.” ; “Because my hard work was recognized positively
and praised.”).

The seventh factor is Overcoming Challenges. Successfully facing and overcoming significant
academic challenges generated a strong sense of accomplishment (e.g., “Because I overcame
difficulties and achieved what initially seemed impossible.” ; “Because completing a difficult
experiment and writing a lengthy report gave me deep satisfaction.”).

The eighth factor is Application & Real-World Relevance. Students emphasized the practical
use and real-world applicability of their academic learning as highly motivating (e.g., “Being able to
apply what I learned in real life made my learning meaningful.” ; “Because practical language use in
daily life feels more rewarding than just achieving good test scores.”).

The ninth factor is Sense of Purpose in Learning. Having clear goals and understanding the
purpose behind their academic activities significantly contributed to yarigai (e.g., “Because the goals
were clear, and it directly connected with my aspirations.” ; “Because I recognized that what I was
learning was directly linked to my future career.”).

To sum up, it was found that Academic Yarigai is strongly linked to intrinsic motivation,
personal growth, social relevance, and practical applicability. Experiences where students actively
engage with intellectually stimulating tasks, receive recognition, and clearly perceive the
meaningfulness and purposefulness of their efforts foster heightened motivation and deeper
engagement in their academic journeys.

6. Academic Yarigai-9 Scale (AYS)

Based on the findings, the Academic Yarigai-9 Scale (AYS) was newly developed. AYS consists of
nine items specifically designed to measure students’ sense of fulfillment and motivation in academic
contexts. Each item of the AYS captures a distinct aspect of yarigai, derived from qualitative research
findings on Japanese undergraduate learners of English. This scale reflects critical motivational and
psychological dimensions central to effective learning experiences. In the following paragraphs,
Ikigai-9 item numbers are based on Imai et al. (2012) and Fido et al. (2020). The English translation
of Ikigai-9 is publicly available online albeit numbered differently (Kemp, 2020).

Item 1, “I feel personally fulfilled when I study,” measures Intrinsic Fulfillment, highlighting
internal satisfaction and emotional happiness students experience through academic engagement. This
aligns closely with Ikigai-9 item 1, “I often feel that I am happy,” indicating the fundamental
connection between emotional well-being and intrinsic motivation in learning contexts.

Item 2, “I enjoy learning new things and find it intellectually stimulating,” addresses
Curiosity and Intellectual Stimulation. This dimension emphasizes learners’ excitement and eagerness
to explore new knowledge. It aligns with Ikigai-9 item 5, “I am interested in many things,”
underscoring a broad intellectual curiosity essential for sustained engagement and motivation.

Item 3, “Studying helps me grow as a person and develop my abilities,” targets Personal
Growth and Self-Development. It reflects how academic activities foster a sense of progress and self-
improvement, corresponding directly with Ikigai-9 item 8, “I would like to develop myself,”
emphasizing continuous self-improvement as central to Academic Yarigai.

Item 4, “I believe that my academic learning can contribute to society in the future,” captures
the dimension of Social Contribution. It illustrates learners’ recognition of their academic efforts’
societal relevance and potential impacts. This correlates closely with Ikigai-9 item 3, “I feel that I am
contributing to someone or society,” reinforcing the importance of perceiving academic pursuits as
meaningful and socially beneficial.

Item 5, “When I study, I feel deeply engaged and lose track of time,” reflects Engagement
and Flow. This item assesses the deep absorption learners experience, potentially aligning with Ikigai-
9 item 4, “I have room in my mind,” suggesting readiness for a relaxed yet deeply engrossed cognitive
state associated with optimal academic performance.

20



Item 6, “I feel motivated when my academic efforts are recognized by teachers, peers, or
family,” assesses Recognition and Appreciation, highlighting the motivational significance of external
acknowledgment. This closely corresponds with Ikigai-9 item 6, “I think that my existence is needed
by something or someone,” indicating how external validation reinforces learners’ sense of purpose
and value in academic settings.

Item 7, “I feel a sense of accomplishment when I overcome difficult academic challenges,”
addresses Overcoming Challenges. This reflects the satisfaction derived from successfully navigating
academic difficulties, mirroring Ikigai-9 item 7, “My life is mentally rich and fulfilled,” which
captures the broader emotional fulfillment stemming from overcoming life’s various challenges.

Item 8, “I can see how my academic knowledge can be applied in real-life situations,”
emphasizes Application and Real-World Relevance. It assesses learners’ perception of the practical
applicability of academic learning, aligning with Ikigai-9 item 9, “I believe that I have some impact
on someone,” thus highlighting how real-world applicability enhances the perceived value of
academic activities.

Finally, Item 9, “I understand how my academic studies align with my long-term life goals,”
measures learners’ Sense of Purpose in Learning and goal alignment. It corresponds with Ikigai-9 item
2, “I would like to learn something new or start something,” suggesting how clearly articulated
academic goals connect meaningfully with broader life ambitions.

While these items comprehensively capture Academic Yarigai, further validation studies are
essential to confirm the reliability, validity, and applicability of the Academic Yarigai-9 Scale across
diverse student populations and educational contexts. Such studies will be crucial for establishing this
scale as a practical tool for psychological and educational research.

7. Engagement and Academic Yarigai

The concept of Academic Yarigai enriches current understandings of second language (L2)
engagement by addressing specific motivational aspects missing in existing engagement models.
While L2 engagement typically emphasizes behavioral, cognitive, emotional, and social dimensions
(Fredricks, Blumenfeld, & Paris, 2004), it often overlooks the broader, intrinsic sense of worth and
meaningfulness learners attribute to academic tasks. By contrast, extending the concept of the agentic
engagement (Reeve & Tseng, 2011), Academic Yarigai explicitly captures students’ intrinsic
fulfillment, curiosity, personal growth, social contribution, and sense of purpose—dimensions vital to
fostering deep and sustained motivation in academic contexts.

Unlike traditional engagement constructs, which predominantly measure observable
participation, effort, and emotional reactions, Academic Yarigai emphasizes learners’ subjective
experience of meaningfulness and intrinsic satisfaction from specific academic tasks. Thus, Academic
Yarigai is not reducible to engagement; rather, it complements existing constructs by providing a
nuanced, motivational perspective crucial for understanding learners’ sustained commitment to
language learning. By capturing what current L2 engagement studies often omit—specifically, the
intrinsic value and existential satisfaction derived from academic tasks—Academic Yarigai offers a
richer, contextually sensitive approach to fostering and assessing motivation in education.

8. Motivation and Academic Yarigai

Academic Yarigai provides a novel lens through which to examine L2 learning motivation,
compensating for limitations found in traditional motivational frameworks. While existing L2
motivation studies typically focus on different types of motivation as well as theories like Self-
Determination Theory (Ryan & Deci, 2000) and the L2 Motivational Self System (Dornyei, 2009),
they often overlook the experiential, immediate satisfaction learners derive from specific academic
tasks (Ddrnyei, 2019).

Academic Yarigai addresses this gap by explicitly capturing a more situational sense of
fulfillment, curiosity, and real-world applicability experienced during educational activities. It
compensates particularly for what the L2 Learning Experience component within the L2 Motivational
Self System has historically underrepresented: a learner’s intrinsic perception of task value and
immediate fulfillment (Dornyei, 2019). Academic Yarigai thus fills a critical gap by emphasizing the
lived experiential quality of academic tasks, which traditional motivational theories often inadequately
address.
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Overall, Academic Yarigai represents an essential conceptual advancement, addressing
motivational dynamics currently underexplored by traditional L2 motivation frameworks and
significantly enhancing how researchers and educators conceptualize and foster motivation in
language learning contexts.

9. Flow, Enjoyment, and Academic Yarigai

Academic Yarigai complements emotional concepts in L2 learning research, such as flow, enjoyment,
and directed motivational currents (DMCs). Flow, characterized by deep involvement and challenge-
skill balance (Csikszentmihalyi, 1990), emphasizes immersion and the loss of self-consciousness but
may neglect learners’ broader existential or purpose-driven motivations. Similarly, DMCs (Dérnyei &
Muir, 2013), i.e., sustained and long-term flow, emphasize vivid, future-oriented goal-directed actions
and self-relevant visions, yet they may overlook the situated, everyday intrinsic satisfaction and micro-
level emotions that learners experience during specific tasks (Kanazawa, 2016).

Enjoyment focuses on the immediate, positive affective experiences in the classroom, often
arising from interpersonal interactions and teacher support (Dewaele & Maclntyre, 2014), but it does
not explicitly capture learners’ long-term goal orientations, the perceived meaningfulness of tasks, and
social contribution. Academic Yarigai specifically addresses these gaps by emphasizing immediate
intrinsic fulfillment, personal growth, social contribution, and real-world relevance, thus integrating
emotional and motivational experiences that flow, enjoyment, DMC, and vision only partially address.

10. Well-being and Academic Yarigai

The concept of Academic Yarigai can also contribute to existing frameworks of well-being in
education, particularly addressing gaps identified in models such as PERMA (Positive Emotion,
Engagement, Relationships, Meaning, Accomplishment; Seligman, 2018) and the E4AMC model
(Empathy, Emotions, Emotional Intelligence, Engagement, Motivation, and Character Strengths;
Alrabai & Dewaele, 2023). While PERMA broadly outlines dimensions of general psychological well-
being, focusing primarily on subjective happiness, relationships, and accomplishments (Seligman,
2018), Academic Yarigai specifically emphasizes the immediate experiential fulfillment and
meaningful engagement derived from academic tasks. Overcoming the vulgarized glorifications of
positive emotions (Kanazawa, 2019), it captures both hedonic elements (pleasure and comfort) and
eudaimonic aspects (personal growth, excellence, authenticity) which are crucial for well-being (Huta
& Ryan, 2010).

Likewise, Academic Yarigai also resonates with the EAMC model of language learner well-
being, which integrates empathy, emotions, emotional intelligence, engagement, motivation, and
character strengths but lacks explicit factors on personal growth, self-development, and real-world
relevance (Alrabai & Dewaele, 2023). Academic Yarigai explicitly captures immediate, task-specific
experiences and clarifies the motivational significance of immediate achievement and real-world
applicability, thus effectively bridging theoretical concepts with practical learner experiences.

Moreover, Academic Yarigai is not reducible to concepts like engagement or positive
emotions alone, as it uniquely integrates intrinsic satisfaction, social contributions, intellectual
stimulation, and overcoming challenges into its framework. It thereby serves as a comprehensive
motivational construct, operationalizing and deepening the understanding of well-being beyond mere
subjective happiness or generic engagement.

11. Epistemic Emotions and Academic Yarigai
Academic Yarigai offers promising contributions to the Deep Epistemic Emotion Hypothesis
(Kanazawa, 2023b; 2024a; 2024b; in press) by emphasizing how intrinsic satisfaction and purposeful
engagement in learning activities can evoke and sustain epistemic emotions—such as intellectual
surprise, curiosity, and wonder—that are pivotal for deep active learning and knowledge acquisition.
Academic Yarigai uniquely conceptualizes the immediate, task-specific sense of fulfillment learners
experience, which aligns closely with the conditions that foster epistemic emotions. Specifically, the
factors of curiosity, intellectual stimulation, and overcoming academic challenges inherent in
Academic Yarigai directly engage learners in epistemic exploration and deeper cognitive processing,
crucial aspects described by the Deep Epistemic Emotion Hypothesis (Kanazawa, 2024b).
Additionally, Academic Yarigai helps clarify practical pedagogical implications for
triggering epistemic emotions by offering concrete, task-based contexts that can systematically induce
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intellectual surprise and curiosity through emotional and cognitive incongruities (Kanazawa, 2023b).
By situating epistemic emotions within specific academic tasks, Academic Yarigai could significantly
enhance understanding of how such emotions influence learning effectiveness and knowledge
retention. Thus, future studies on Academic Yarigai, integrated with epistemic emotional frameworks,
could substantially advance insights into the psychological mechanisms underlying deep learning and
provide effective strategies for educational practices aimed at fostering sustained intellectual
engagement.

12. Conclusion

In conclusion, Academic Yarigai offers an expanded, multidimensional perspective on learner
engagement, motivation, and well-being, enhancing existing theoretical frameworks by explicitly
addressing the motivational and experiential dimensions specific to educational contexts, including
enjoyment, curiosity, and a meaningful sense of achievement. Just as one cannot enjoy a symphony
by listening to each instrument in isolation, understanding students’ educational experiences requires
integrating these interconnected emotional and motivational melodies into one coherent harmony.
Academic Yarigai not only captures the missing notes but orchestrates them into a composition
educators can actually use, turning theoretical complexity into practical classroom harmony. Future
validation and exploration promise to illuminate pathways for creating genuinely inspiring learning
experiences—reminding us all that the best education is, ultimately, one worth doing.?

Notes.

1. It is worth noting that the famous Ikigai Venn Diagram with four components (that which you
love, that which the world needs, that which you are good at, and that which you can be paid for)
is not so much what ikigai really means in Japan as an misunderstood Western interpretation
(Kemp, 2019); hence the four-component conceptualization is not adopted in this study.

2. Further relevant resources and updates pertaining to Academic Yarigai can be found at the
following webpage. https://researchmap.jp/yu-kanazawa/yarigai
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Appendix
Academic Yarigai-9 Scale (AYS)

Item

Factor

1. I feel personally fulfilled when I study.

Intrinsic Fulfillment

2. I enjoy learning new things and find it intellectually
stimulating.

Curiosity & Intellectual Stimulation

3. Studying helps me grow as a person and develop
my abilities.

Personal Growth & Self-Development

4. ] believe that my academic learning can contribute
to society in the future.

Social Contribution

5. When I study, I feel deeply engaged and lose track
of time.

Engagement & Flow

6. I feel motivated when my academic efforts are
recognized by teachers, peers, or family.

Recognition & Appreciation

7.1 feel a sense of accomplishment when I overcome
difficult academic challenges.

Overcoming Challenges

8. I can see how my academic knowledge can be
applied in real-life situations.

Application & Real-World Relevance

9. I understand how my academic studies align with
my long-term life goals.

Sense of Purpose in Learning

Note. 1 = Not applicable; 5 = Highly applicable. Scale based on Ikigai-9.
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Enhancing Critical Thinking About Real-World Challenges: Insights
From a Project-Based EFL Course on Healthy Ageing

Zaborska Schack Dorota

1. Introduction

Project-based learning (PBL) as a student-centered pedagogical methodology has been recognized for
its positive impact on students’ critical thinking skills. In their systematic review of literature, Song et
al. (2024) looked at the effects of PBL on fostering critical thinking skills and language skills within
the EFL context over the past years (2013-2023), and confirmed that “[t]he findings indicate that PBL,
as a student-centered approach, fosters an environment conducive to enhancing both critical thinking
and language proficiency, crucial competencies in the modern educational landscape.” (Song et al.,
2024, p. 407).

Project-based English (PBE) course is one of the five types of Integrated English (IE) courses
offered by the Center for Multilingual Education at the University of Osaka. In this paper, I reflect on
my experience designing and teaching one of these PBE courses in the fall-winter semester of the
academic year 2024. This 15-week-long course brought together twenty students from diverse
departments of faculty of science and faculty of engineering who used English as a tool for research,
discussion, and collaboration. My goal was to create an environment where students could develop
particularly their productive English language skills while engaging in meaningful, interdisciplinary
inquiry related to the real-world challenges, in this case their possible contribution to healthy ageing.

The course followed a structured progression: (1) students read AGE, a brief book about ageing
written by biogerontologist Suresh Rattan, to build foundational knowledge; (2) they conducted
interviews with older adults in their families or neighborhoods to explore real-world perspectives on
healthy ageing and lived experiences with ageing; (3) in interdisciplinary groups, they developed
projects proposing how their fields could contribute to healthy ageing; (4) in group presentations, they
shared their ideas with their peers, receiving constructive feedback from their audience; and (5) they
compiled portfolios documenting their work and reflections.

Students’ reflections serve as the primary basis for assessing the course’s impact. Drawing
from their feedback and my own observations, I explore how project-based learning fostered their
engagement, critical thinking, and confidence in using English. To serve as a practical guide, I provide
a chronological, week-by-week account of what took place in each class. This description is followed
by an explanation of the pedagogical underpinning - specifically, my goals for each class or sets of
classes. I then present illustrative excerpts from students’ reflections and/or key themes that emerged
from their end-of-semester portfolios.

2. The Teaching Context

2.1 Course Type: Integrated English (Project-Based English)

There are five types of face-to-face Integrated English (IE) courses offered within the general
education curriculum to first-year and second-year students by the Center of Multilingual Education
at the University of Osaka: IE Liberal Arts & Sciences, IE Performance Workshop, IE Academic Skills,
and IE Project-Based English. These are semi-compulsory, meaning that the students have to take a
certain number of English classes during their university studies, but they have the freedom of choice.
There are several instructors in charge of each type of IE who are free to create their syllabi and content
of their courses following the basic guidelines regarding each type.

The aim of IE Project-Based English is described on the university website as follows (author’s
translation of the Japanese): Project-based English is a course centered on research projects conducted
individually or in groups, starting from each student's interests. In this class, students present the
results of their research in English after reading and listening to relevant English-language materials
and discussing their findings and research direction with their classmates. Through these activities, the
course aims to develop all four English language skills—reading, listening, speaking, and writing—
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while also fostering research and research communication skills essential for academic work. In this
class, actively using English and participating in activities is prioritized over striving for perfect
accuracy. Students are encouraged to engage in discussions and express their ideas freely, even if their
English is not flawless. To enhance learning outcomes, of course, it is important for students to refine
their writing and speaking skills in other language-focused courses. (Center for Multilingual
Education,n.d.)

2.2 Why Healthy Ageing? Course Objectives and Learning Goals
The subtitle of the course was Healthy Ageing — Finding Possible Contributions from Our Fields of
Study. Several years ago, I designed a course on healthy ageing for students in the Department of
Welfare Society and the Department of Public Policy at another public university (see Zaborska, 2021).
The feedback from students at that time was overwhelmingly positive. So, when I was assigned to
teach a project-based course at the University of Osaka, I wanted to replicate that meaningful learning
experience on a topic highly relevant to Japanese society. Additionally, I was curious to see how
students from diverse fields—such as engineering, physics, chemistry, biological sciences, and applied
natural sciences—would approach this issue from their unique disciplinary perspectives.

I described the course objectives and goals for them in the syllabus in the following manner:
(1) Course Objectives: In this course, you will read a collection of short essays on age and ageing by
biogerontologist Suresh Rattan, and other materials related to ageing. As students majoring in various
fields of science, you will ponder the question of ageing in Japan, what healthy ageing is, and how can
your field of study possibly contribute to or inform healthy ageing. In this course, you will become
classmates with your colleagues from different faculties. Together, you will work on a project with an
interdisciplinary approach to the topic in question. (2) Learning Goals: Upon successful completion
of the course, students will have learned: 1. to engage in group and class discussions, 2. how to engage
in online interactions, 3. how to make effective presentations individually and as a team, 4. how to
conduct a research project in interdisciplinary collaborative groups, and 5. how to create a summative-
reflective portfolio.

2.3 An Online Platform

I have been using Microsoft Teams as a supporting digital tool and online platform since the pandemic
(see Zaborska, 2021; Zaborska, 2022; Zaborska Schack, 2023). Besides utilizing its functions—such
as assigning and collecting homework, distributing class materials, and easily communicating with
students via chat—the ability to create separate channels for each class meeting enables me to keep a
record of the classes. This also allows students to review my instructions, stay updated on class
activities if they were absent, and participate in online discussions and written contributions related to
that particular class meeting.

2.4 Students

Twenty students (5 female students: F1~F5, and 15 male students: M1~M15) from seven departments
(physics, biology, chemistry, applied natural sciences, environmental and energy engineering, earth
and comprehensive engineering, and earth and integrated engineering) in three different faculties
(Faculty of Engineering, Faculty of Science, Faculty of Applied Sciences) signed up for the course.
Except for one fourth-year student, all were in their first year of university studies. The average
attendance was 87 %, which is relatively high, considering that the class was meeting on the first
period on Thursday.

3. Classwork and Homework Week by Week

3.1 Week 01: Orientation and Brief Self-Introductions
After I introduced myself to the students, I communicated to them my intentions when designing the
course and the reasons for the choice of the topic of healthy ageing. We went through the syllabus
together, and I explained the general flow of the classes, how to use MS Teams, what kind of work
they would be expected to do, and how they would be evaluated.

Students wrote a very brief self-introduction on the MS Team channel for the first class. They
were also asked to prepare for a mini professional self-introduction speech due in the following two
classes.
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3.1.1 Goals

The main goal for me was to make sure that students understood the expectations and workload clearly,
so they could make an informed decision whether they wanted to stay in the course or not. None of
the students quit the course. I consciously paid attention to being friendly and showing support, so that
students would feel positively challenged and motivated rather than simply overwhelmed by the
amount and complexity of the course work.

3.1.2 Reflections

According to the students’ answers to the question 1. How did you feel after our very first class
meeting? collected from their portfolios, overall, they experienced a range of emotions, from
nervousness and uncertainty to excitement and curiosity. Many appreciated the interactive format, the
opportunity to improve their English, and the chance to collaborate with classmates from different
backgrounds.

"l was worried at first because I didn't know what I was going to learn, but the teacher and the
friends in the group were very cheerful and made me feel at ease.”" (M15), or "The introduction to the
course content and structure made me want to learn more. The lecturer explained everything clearly
and the atmosphere was friendly and engaging.” (M7), and "The teacher was very kind, the members
of the same team were very warm, and [ felt that the classes would be conducted in a good
atmosphere.” (F2) illustrate students’ mixed initial reactions, such as nervousness, worries, and
excitement, as well as appreciation for an interactive and friendly atmosphere.

Some students struggled with the English-only environment at first but saw it as an opportunity
to improve their language skills. "In my early English classes, I usually spoke Japanese, so I couldn’t
improve my skills well. However, in this class, Mrs. Dorota speaks English, so I struggled at first, but
gradually got used to it." (F5).

They showed interest in the course content and group work: "I was glad to hear that we would
be learning about healthy aging, as I thought the subject matter would be useful in real life." (M15),
or "I thought this would be a great opportunity to practice presenting and collaborating with others.”
(M5).

Some students had heard that the course was difficult but believed it would be valuable. "Some
friends told me this class is a little hard but worth taking. I was a little worried but excited.” (M5),
and "To be honest, I was not looking forward to this course because my friend said it was difficult due
to the many assignments. However, I thought if I took this class seriously, I could improve my English,
so I decided to work hard." (F4) show expectations for a challenging but rewarding experience.

3.2 Weeks 02-03: Mini Professional Self-Introduction Speeches

In these two class meetings, students were asked to give a short (5~7-minute-long) professional self-
introduction speech. The instructions were as follows: Here is a set of questions to help you prepare.
1. Who are you? 2. Where are you from? 3. How did you end up at Osaka University? (Why not another
university?) 4. What is your faculty and major? (Check the English version of the website/webpage of
your faculty for the correct names.) 5. What classes are you taking this semester? 6. What classes
and/or topics are you looking forward to studying the most? Why is that so? 7. What are your most
important study/research goals in this academic year? What (field of study/topic) do you want to
explore? Why? Let (make) your speech flow naturally. Incorporate the answers in your speech in a
way that is comfortable for you. Feel free to share any other information about you.

Students in the audience were asked to take notes into their notebooks while listening to their
classmates, so they could later write comments to the speaker’s individual posts. (About 50 words or
more within 48 hours from the class.) I provided them with a sample comment to a “sample” student
post by Osaka Hanako (an imaginary classmate): Hi Hanako. Thank you for your self-introduction. 1
found your interest in biomechanics quite fascinating. I didn't know much about its uses, so when you
talked about ... (here comes something concrete that Hanako talked about) I got interested in it, too.
Let's talk after class. (number of words)

3.2.1 Goals

The main goals were to help students build positive rapport and collegiality within a relatively short
time, and also think about and practice giving brief, yet more professional and in-depth self-
introduction speech. This is also when I put students from different departments into six groups of 3
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to 4 students

3.2.2 Reflections

Many students were surprised by the requirement to give, in their mind, a long self-introduction, but
they saw value in it, as the following quotes show: "I was surprised when you told us to make a self-
introduction lasting at least five minutes because I had never made such a long self-introduction, even
in Japanese." (F1), or "I had never introduced myself'in such detail before, so it was a new experience.”
(F5), and "Listening to everyone's self-introductions, it was interesting to see people from different
departments and faculties." (M8)

Regarding dividing the class into heterogeneous groups, students seemed to accept it without
any problems. At least, they did not show any significant stress about changing the seats and parting
with their friends from the first three classes, nor did they share anything related to this later in their
reflections.

3.3 Week 04: Reading the Textbook, Writing Interview Questions, Brainstorming

In this class, we watched a short video on WHO’s work on the UN Decade of Healthy Ageing (2021-
2030) released by the World Health Organization (UN Decade of Healthy Ageing, 2024), and talked
and thought together about healthy ageing. I provided students with other useful materials and links
related to the topic. I announced the next activity in a post titled “Investigating older people's beliefs,
experiences, and needs regarding healthy ageing through interview-Brainstorming.” The instructions
communicated in class and also posted on MS Teams were: The aim of your interview will be to gain
a deeper understanding of the realities of older people, so in your group project you can think together
about how you and your field of study could contribute to healthy ageing of already older people (and
eventually to you, too).

For their homework, students were asked to do the following. Instructions explained in class
and shared on MS Teams were: /. Finish reading the book AGE, 2. Access the links provided in today's
class, get yourself familiar with the websites, and read the articles there to inform and educate yourself
about what healthy aging can be, what the common misconceptions are, what ageism is, etc., 3.
Summarize your informed understanding of healthy ageing in your notebook., 4. After you have
acquired knowledge about (healthy) ageing, think of several interview questions that might help you
make your interview with older people valuable and that will inform your main project of this course:
Presenting A Project - Finding Possible Contributions From Our Field Of Study, and 5. Have your
notes and questions ready for our next class.

Students were also asked to brainstorm possible interview questions and post them online. |

gave the students a framework for thinking about the possible questions to scaffold this activity:
As a reply to this post, share some possible interview questions for your investigation of older people's
beliefs, experiences, and needs when it comes to healthy ageing. This is just our first brainstorming!
What (kind of) questions do you think you could ask? E.g.: Osaka Hanako: Beliefs. ...here, write a
question/questions related to what your interviewee(s) believe is connected to healthy ageing.
Experiences: ...here, write a question/questions related to your interviewee(s)' experiences with
(healthy) ageing. Needs: ..., write a question/questions answers to which would help you understand
better what kind of needs your interviewee(s) express they have for ageing healthily.

3.3.1 Goals

My goals for this class were to engage the students with a variety of authentic materials related to the
topic while scaffolding them with clear and paced instructions provided orally in class and in the
written form online.

3.3.2 Reflections

Judging from the answers with their possible interview questions that all students posted within the
due date, the scaffolding was successful, and they created a valuable and useful bank of questions for
them to work with in the next class meeting. Here are but a few examples of students’ questions
investigating older people’s: (1) beliefs: How has your view of aging changed compared to before? /
As you get older, have your values changed? What are they?, (2) experiences: What are some habits
or endeavors you are glad you have done so far? Conversely, what have you done that you should not
have done? / When did you start thinking of yourself as an old person? / What has changed the most
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as you get older? Also, how do you feel about being the age you are now?, (3) needs: What do you
need most to enrich your future life? / Is there anything that young people can do to support you for
healthy ageing, or anything you would like them to do to support you? / Are there any health-related
services that you want? / What do you think is necessary for you to continue to live longer?

3.4 Week 05: Finalizing Interview Protocols
For this class meeting, we met online on Zoom in six breakout rooms (BOR), one for each group. The
students finalized their group’s interview protocols and got ready to conduct interviews with older
people in their families or in the neighborhoods.

We also talked and thought about the idea of multiple ages within oneself taken from the
reading the textbook AGE (Chapter 6, pp. 57~60).

3.4.1 Goals

The main goal for this class was to give students as much space as possible to work in groups. The
Zoom breakout room setting allowed me to stop by in each BOR and help each group with anything
they needed without being overheard by other groups.

There was only one question decided by me that I asked students to incorporate into their
interviews, and that was a question of multiple ages within oneself. The instructions for the students
were posted ahead of time in this class time, but on the channel for Week 06. They were as follows:
In his book AGE, in the chapter ME AND MY MULTIPLE AGES, Suresh Rattan wrote: "Age is
neither one physical state of the body, nor one fixed state of the mind. Age is a continuum." (p. 57)
"Our age flows forward and backward depending on how we feel, how we behave and how we visualize
ourselves.” (p. 58) You were asked to ask your interviewees to share their opinion on this part. As a
reply to this post, share their answers with the class. Start with your name in Romaji and identify the
interviewee with M for a male participant and F for a female participant, followed by number and their
age in the brackets and write his/her opinion. E.g., Zaborska Schack Dorota: F1 (65): F1 said that .... .
M1 (72): M1 shared that ... . F2 (80): F2 told me that ... .

3.4.2 Reflections

Each group submitted their interview protocols within the due time. It is beyond the scope of this paper
to report on each protocol. However, based on the results in the following class, the students managed
to be ready for interviewing.

3.5 Week 06: Conducting Interviews With Older People — Our Results — Now What?
In this class, students analyzed the qualitative data from their interviews. They reported to their team
mates (1) what ways of thinking their interviewees shared with them, (2) what needs their interviewees
expressed, and (3) what tendencies they saw.

Students were then asked to decide together what kinds of literature/articles would each member
search for and report back to the group in our next class.

3.5.1 Goals

Besides analyzing the qualitative data, another goal of this class was to summarize the tendencies,
ways of thinking, experiences and needs, think what kind of literature would be relevant, and thus
work on the background and introduction part of their group project presentation.

3.5.2 Reflections

Collectively, the students interviewed 37 older people in total (F=20, M=17): 14 grandfathers, 13
grandmothers, 5 unspecified, and five people other than a grandparent (aunt, uncle, mother, clerical
worker, teacher). The average age of the interviewees was 75 years of age, the youngest being 50 and
the oldest being 84. The total time spent interviewing was 17.5 hours, or 22 minutes on average, with
the shortest time of 15 minutes and the longest time 40 minutes.

Many students reported that they had little prior experience interacting with older people in this
way but found the interviews insightful. Some realized that they had misconceptions about ageing and
elderly individuals. Due to the space constraints, here are but three illustrative excerpts from students
reflecting on conducting interviews: "Before I took this class, I seldom had an opportunity to talk with
my grandparents. But thanks to this class’s interview assignments, I got an opportunity to talk with
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my grandparents, and after this interview, we started talking once a week.” (M1), "Having lost both
my grandfather and grandmother early in life, I had always assumed that the elderly were really frail,
fragile, and had negative feelings about their own weakening bodies. However, when [ actually
interviewed them, [ found that many elderly people are resisting aging and thinking about what they
should do to live healthily." (M6), and "Through these conversations, I realized that many elderly
people feel a lack of social connections. Even though they want to be more active, they often lack
opportunities to do so." (M2)

3.6 Week 07: Working on the Project Introduction

In this class, students worked on their project’s introduction and background part. They summarized

their findings in terms of beliefs and needs expressed in and tendencies emerged from their qualitative

data. They tried to connect the findings with the literature they reported in class to their team mates.
The students were also asked to brainstorm ideas for their concrete project proposals, and they

thought about the kinds of innovative actions which would contribute to healthy ageing.

3.6.1 Goals
The main goals for this class was to give the students enough of space to synthetize their findings with
the literature, and to feel free to be creative while listening attentively to their peers’ perspectives.

3.6.2 Reflections

Interdisciplinary learning, or working with students from different disciplines, emerged clearly as a
key point in students’ reflections. Many found it challenging but rewarding to collaborate with
classmates from different academic backgrounds.

[lustrating this sentiment are the following quotes: "Our group members were from engineering
and physics, which made it difficult for me to understand physics-related aspects of our project.
However, their presentation preparation was very quick, and the quality was good.” (M1), "In my
group, all members were in the faculty of engineering. However, each had a different point of view,
and it was very interesting. When we decided on the outline of our project, a lot of ideas I could not
have come up with appeared from other members.” (MS), "By bringing together three people with
different perspectives, exchanging opinions, and then putting them together, we came up with a good
idea for a matching application for elderly people.” (M6), and "It was very interesting that in this
class, there were not only engineering students but also science students, and they had different ways
of thinking when considering their respective fields of specialization.” (M8)

3.7 Week 08: Mid-Term Oral Report: Introduction & Background
In this class, all six groups gave a 10~12-minute-long mid-term oral presentation of their project
introduction and background with a PowerPoint, which they did not have to submit. At this point, they
also did not have to reveal whether they have any concrete ideas how their project could contribute to
healthy ageing.

The students in the audience were asked to listen attentively and critically, take notes in their
notebooks, and within 48 hours write their concrete comments and suggestions for each group on MS
Teams.

3.7.1 Goals

The main goals in this class were to encourage students’ attentive and critical listening and thinking,
and also to show solidarity and support in making constructive suggestions to their colleagues. After
each presentation, I also offered my own advice pointing out all the good and interesting possibilities
and directions in which their projects could be developed, publicly, as well as individually approaching
each group at their desks.

3.8 Weeks 09~12: Preparing Group Projects and Its Presentations

The students used these four classes for outlining, polishing, finishing, and practicing their project
presentations. During the class time in Week 09, students worked on combining their own ideas with
their classmates’ suggestions, and my advice. During the Week 10, I was available to assist or support
students only online via the chat due to influenza. Students were understanding of my condition and
worked diligently on polishing their projects. They could work at a place convenient for all the group
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members. Four out of six groups chose this option, and two groups worked in the classroom. In Week
11, I met with the students in our regular classroom and helped each group on individual basis listening
to them, talking with them, and giving them last pieces of advice. The class time in Week 12 was again
used for practicing the final versions of their presentations in the place of their choice. I was available
online via the chat function. No questions were asked, nor any further assistance or help required.

3.8.1 Goals

The goals of these four classes were again two-fold. On one hand, I made sure that I show and provide
students with solid support, while simultaneously allowing them space and time to work at their own
pace.

3.9 Weeks 13~15: Group Project Presentations
Here are brief introductions to the six group projects based on my notes during the students’
presentations in class and their PowerPoint files. Three groups also shared the script of their
presentations, in more than 5000 words in total.

DOKODEMO DOOR Project (Group 1)

This project helps elderly people stay socially and mentally active by using the Metaverse to
host virtual class reunions. Many older adults value reconnecting with friends but face challenges
traveling long distances. By creating nostalgic virtual environments with familiar landscapes and
foods, this project allows seniors to relive memories, strengthen social bonds, and boost cognitive
health, ultimately improving their well-being.

Find New Interactions Through DIY! (Group 2)

This project encourages elderly people to stay active and socially connected through DIY
house renovations. Older adults and young volunteers work together to refurbish abandoned houses
into community spaces. This hands-on activity promotes light exercise, social interaction, and a sense
of purpose, helping seniors maintain both mental and physical health. Even after the renovations, these
spaces will serve as gathering places for continued community engagement.

Anti-Dementia Sports (Group 3)

This project focuses on helping elderly people stay physically and mentally healthy through
sports and community interaction. Many seniors want to maintain their health and independence while
preventing dementia. Research shows that exercise improves mental health and reduces the risk of
cognitive decline. To support this, the project introduces enjoyable and accessible sports like Molkky
and Boccia, which anyone can play. The plan includes community sports events where seniors can
interact while staying active. Students will participate as receptionists, referees, and recorders, and a
stamp rally system will add a fun incentive to participation. By combining physical activity with social
engagement, this project encourages healthy aging and stronger community bonds.

Show and Share (Group 4)

This project promotes healthy aging by encouraging elderly people to share their hobbies, learn
new skills, and interact with others. Inspired by "Show and Tell," it features monthly culture festivals,
weekly practice sessions, online interactions, and intergenerational exchanges. By engaging in
activities like haiku, tea ceremonies, and even science experiments, seniors can find their Ikigai—a
reason to wake up with excitement—Ileading to a happier, more fulfilling life.

Application "Tinderderly" (Group 5)

This project addresses the need for social connections among the elderly by creating a
matching app for people over 60. Many older adults want to make new friends, find people with similar
hobbies, and enjoy life with others. "Tinderderly" is a safe and easy-to-use app designed exclusively
for seniors, allowing them to meet and interact without stress. Unlike traditional matching apps, it’s
not just for romantic connections—it helps users find friends and activity partners based on shared
interests. The app also organizes offline meetups in different regions, giving elderly people more
opportunities to talk, hang out, and engage in fun activities together. By eliminating loneliness,
reducing stress, and promoting enjoyable social interactions, this project supports healthy and
fulfilling aging.

VR Horse Racing Using In-Facility Currency (Group 6)

This project combines exciting gaming with cognitive stimulation to improve the quality of
life for elderly people in care facilities. Using virtual reality technology, seniors can participate in
virtual horse racing—some as jockeys wearing VR headsets, while others place bets using a special
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in-facility currency. This interactive experience actively engages the brain, encourages social
interaction, and stimulates new cognitive activity, helping to prevent dementia. The project also
considers potential challenges, such as introduction costs and possible conflicts within the facility,
ensuring a well-balanced and inclusive experience. By making use of VR's immersive potential, this
project promotes mental stimulation, community engagement, and fun competition, all of which
contribute to healthy aging.

3.9.1 Goals

The ultimate goals for involving the students in creating their group projects were to investigate real-
world issues related to healthy ageing through interviews with older people, then to simulate an
interdisciplinary collaboration trough engaging in critical discussion with their university colleagues
studying different fields of studies, and finally present their findings and innovative ideas to attentively
listening audience.

3.9.2 Reflections

Listening to classmates’ project presentations, students appreciated the creativity of their peers’
projects and gained new perspectives on solutions for healthy aging: "Other groups’ project
presentations were very interesting for me. There were catchy project titles, interesting projects, and
good pronunciation.” (M1), "One particularly interesting idea was using digital tools to help seniors
connect online, which presented new possibilities for reducing isolation." (M2), "The most interesting
one was meeting and talking with friends in the metaverse. It is not only novel but also reasonable.
Those who cannot move far can communicate with friends without transportation barriers.” (M5),
"Listening to the presentation on using the Metaverse, I was reminded of the importance of working
on a project as a group. Even those with physical disabilities can participate as long as they can use
digital devices.” (M6), "All the presentations by other groups were great. Group 1 had a unique idea,
and I learned how to change viewpoints." (M3)

4. Summative-Reflective Portfolios

Subheadings in the above section 3. Classwork and Homework Week by Week were also parts in the
portfolio master copy file which I uploaded to the Assignments on the Microsoft Teams. The students
filled out their portfolio according to the instructions within. (See the screenshots in Appendix.)

The students were asked to copy their written online contributions (e.g., comments and
suggestions for their classmates, answers to questions posted in class, etc.) from the individual
channels on MS Teams and paste them into the assigned part in the portfolio file. They were also asked
to write the following reflections: (1) on reading the book AGE by Suresh Rattan, (2) on their
classmates’ comments and suggestions for their group project and the group work done in weeks
09~12, and (3) on the whole course, what they experienced and how it contributed to their way of
thinking about healthy ageing through 1. interviewing older people, 2. researching the relevant
literature, 3. cooperating with people from different fields of study, and 4. listening to their classmates’
presentations.

The portfolio also included students’ general information, self-evaluation, evaluation of their
group mates, simple statistics of total words of their comments and responses on MS Teams, and their
three reflections, group project abstract, references in APA style, declaration of academic integrity,
free message for the instructor and two open-ended questions/prompts: 1. Describe your feelings and
first impressions of the course and expectations for the course in at least 70 words, and 2. When
comparing yourself at the start of this project-based English course to where you are now, how have
you gained knowledge both in terms of content and language? Only one student failed to submit their
portfolio. While the absolute minimum for the word count of student writings collected, as well as
directly written in the portfolio was 1300 words, students on average wrote 2187 words. The raw
qualitative data from the portfolios thus resulted in 41,562 words.

5. Evaluation

Students were evaluated in five categories: 1. their classroom participation/learning engagement
(15%), 2. their comments and posts on MS Teams (15%), 3. report/reflections (15%), 4. portfolio
(25%), and project presentation (30%). The average points for these categories were as follows: 1.
13.0/15 points, 2. 11.1/15 points, 3. 11.1/15 points, 4. 19.1/25 points, and 5. 24.7/30 points. The
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average total score was 78.9 points.

Interestingly enough, regarding students’ self-evaluation, they tended to under-evaluate
themselves compared to my scores based on my class notes, observations, and evaluations of the
presentations and the levels/depths of their portfolios.

6. Reflections on the Whole Course
Although as an instructor and designer of this course, I might be seen as positively biased towards my
students, I can proudly insist that they worked hard, and from my pedagogical point of view, achieved
the goals set so highly in this course.

Finally, the students reported that they felt they gained valuable insights that changed their
perspective on ageing and on collaboration, showing thus their personal growths. They wrote:
"Throughout this class, I have been thinking about healthy aging, and I thought that the most important
thing is how much fulfillment, accomplishment, and satisfaction I can get from my own daily life.”
(M7), or "Unlike other classes, in this class, after the mid-term presentation, we had the same members
present again after receiving comments and reviewing, which gave us a good opportunity to
incorporate others' opinions and improve our work."” (M8), and "I learned how to deal with difficult
problems, how to explain solutions, and how to get older in a healthy way." (M5)

These reflections highlight the course’s impact in broadening students' perspectives on aging,
encouraging interdisciplinary collaboration, and fostering critical thinking about solutions for
promoting healthy aging.

7. Summary and Afterthoughts

This paper has reflected on the structured yet flexible learning process that guided students through a
project-based English language course, integrating theoretical inquiry with practical engagement.
Throughout the course, students read a book on aging, conducted interviews with older individuals,
and analyzed their findings in relation to older people’s beliefs, experiences, and needs concerning
healthy aging. They then explored relevant academic literature and collaborated on interdisciplinary
group projects addressing aging-related challenges in Japan. Through their group presentations and
the feedback that they received from their peers, students gained valuable experience in effectively
communicating their ideas.

The six group projects, as briefly introduced in the section Weeks 13—15: Group Project
Presentations, clearly demonstrate that students engaged deeply with the challenges of aging they
encountered through their interviews and research. They recognized the importance of cognitive health,
social connections, active engagement, and overall well-being in the aging process. While the
feasibility of their proposed projects may not be entirely realistic, the primary goal was for students to
develop an awareness of key aging issues and apply their knowledge creatively and critically.

Beyond the development of English proficiency, the course aimed to cultivate research skills,
teamwork, and public communication abilities. Additionally, implicit pedagogical goals included
fostering lifelong learning habits, promoting awareness of healthy lifestyles, increasing sensitivity to
societal challenges, and equipping students with essential collaboration skills for their future careers.
Based on informal discussions with students toward the end of the semester, I also observed a shift in
their attitudes toward aging, as they expressed greater empathy and consideration for people of all
ages. As an educator, I consider this outcome to be one of the most meaningful achievements of the
course.
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