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Examining motivation-related variables before and during
the COVID-19 pandemic in the Japanese context

Rieko Nishida

Abstract

The present study aims to shed light on how the motivation of students studying during the COVID-
19 pandemic differed from that of students studying before the pandemic. It also investigates how
attitudes toward online learning are connected to motivation-related variables. Two cohorts of
university students, one from before and one from during the COVID-19 pandemic, participated in the
study. The first cohort (from 2018) numbered 403 students and the second (from 2021) 271, totaling
674 students in all. To understand how students’ motivation, international posture and perceived
communication competency changed over time from before till during the pandemic, data was
collected using a repeated cross-sectional survey. In order to answer RQ 1, “do the motivational
profiles (assessed using motivation-related variables) of students studying under the influence of the
COVID-19 pandemic differ from those of students without such influence?”, descriptive statistics and
independent #-tests were conducted. In independent #-tests, intrinsic motivation stimulation (IMS),
intended learning effort and ideal L2 self showed a difference at a statistically significant level.
Correlation analysis was conducted to answer RQ 2, “How were students’ strength of motivation
related to attitudes toward online learning during the COVID-19 pandemic?”, and positive correlations
were observed between attitude toward online learning and intended learning effort, and attitude
toward online learning and perceived communication competency in reading. Although the present
study did not reveal a sharp decline in motivation-related variables during the COVID-19 pandemic,
it suggests instructors should make efforts to support students to enhance their motivation and
academic achievement.

Keywords: COVID-19 pandemic, repeated cross-sectional survey, motivation, international posture,
perceived communication competency.

1. Introduction

In Japan, on February 28, 2020, the Ministry of Education, Culture, Sports, Science and
Technology (MEXT) announced that elementary schools, junior high schools, high schools and
schools for special needs were to be closed from March 2, 2020, due to the and rapid spread of COVID-
19 across the country. On March 24, 2020, new guidelines were announced by MEXT to reopen
schools after the spring holiday and temporary closure for the new school term. On May 25, 2020, the
Japanese government lifted the state of emergency, which had been declared for the first time in Japan
on April 17, 2020 (MEXT, 2020). During this time, most schools and universities in Japan were
temporarily closed and universities focused on teaching online, typically using ZOOM (ZOOM Video
Communications Inc.) and/or Learning Management Systems (LMS). As universities were teaching
online, “(in the absence of) an intentional effective education response, the COVID-19 pandemic is
likely to generate the greatest disruption in educational opportunity worldwide in a generation”
according to the Organization for Economic Co-operation and Development (OECD) in June 2020
(Reimer & Schleicher, 2020, p.4).

Although MEXT (2020) and OECD (2020) highlighted the great harm caused in the educational
field, studies on the motivation-related variables of university students in Japan during the COVID-
19 pandemic are still limited in number, despite universities across the country teaching online. The
present study therefore aims to shed light on how the motivation of a group of students experiencing
under-COVID education differs from that of a group studying before COVID-19. To do so, the study
focuses on several key motivation related variables including international posture and perceived
communication competency, as well as providing a review of online teaching instruction in Higher
Education.

2. Literature Review
2.1 Motivation and International Posture
Historically, motivation research began with the socio-psychological period (1959-1990) and



the research work of Robert Gardner and his associates in Canada (Dornyei & Ryan, 2015). Canada,
with its coexisting Anglophone and Francophone communities, presents a unique social context for
the study of language learning and the way in which it can be influenced by various socio-
psychological factors including language learning attitude, attitude toward the language community,
and language acquisition context. In Gardner’s motivation theory (1985), the most widely known
concept is the dichotomy between integrativeness and instrumentality (Dornyei & Ushioda, 2021).
Integrative orientation refers to “a positive disposition towards the L2 group and the desire to interact
with and even become similar to valued members of that community” (Dornyei & Ushioda, 2021,
p.41). Instrumental orientation, on the contrary, refers to “pertaining to the potential pragmatic gains
of L2 proficiency, such as getting a better job or a higher salary” (Dornyei & Ushioda, 2021, p.41). In
Gardner’s motivation theory (1985), the integrative motive comprised three components including
integrativeness, attitude towards the learning situation, and motivation. In Gardner’s socio-educational
model (Gardner & MacIntyre, 1993), motivation itself is made up of desire to learn the L2,
motivational intensity or effort, and attitudes toward learning the L2. Integrativeness and attitude
toward the learning situation influence motivation in language learning (Dornyei & Ushioda, 2021).

Gardner’s (1985) research work was influential in motivation research, but it was developed in
a context where Anglophone and the Francophone communities coexisted in the same country. To
capture learners' motivation to learn English as a lingua franca without a clear target population, and
to address both integrative and instrumental reasons to learn the language, international posture was
introduced by Yashima (2002) as an alternative construct to integrativeness. A well-used version of
international posture (Yashima, 2009) comprised four subsections including: Intergroup Approach
Avoidance Tendency (tendency either to approach or avoid interaction with people having different
cultural backgrounds), Interest in International Vocation or Activities (willingness to go overseas to
stay, work, and/or participate in international activities), Interest in International News (having strong
interest in international affairs or what is happening in the world), and Having Things to Communicate
to the World (perception that one has topics/opinions that s’he wishes to communicate with people in
the world). Botes, Dewaele and Greiff (2020) systematically reviewed 66 studies and concluded that
international posture positively relates to motivational variables including willingness to communicate
(Yashima, 2002; Yashima et al., 2004) and ideal L2 self (Munezane, 2013). Yashima and Nishida
(2024) developed a short version of international posture which comprised 10 items representing the
four subsections mentioned above. They further investigated the nomological network of international
posture, motivation and perceived competence. This study showed that when students had a higher
level of international posture, it led to stronger motivation (with a path coefficient of .88). When
students had a higher level of motivation, it led to higher perceived communication competency (with
a path coefficient of .46). In Yashima and Nishida (2024), international posture was found to be a
predictive factor for L2 motivational outcomes.

2.2 Language Learning Orientation Scale and Ideal L2 Self

During the 1990’s, motivation research shifted to the area of educational psychology, focusing
on learners’ immediate classroom environment. This period of motivational research has been called
the cognitive-situated period (Ddrneyi & Ryan, 2015). During this period, the cognitive theories of
motivation that were originally developed in educational psychology were adopted in motivational
research. A well-known theory in the cognitive-situated period was self-determination theory (SDT)
(Deci & Ryan, 1985; 2002).

SDT 1is conceptualized around intrinsic motivation and extrinsic motivation. Intrinsic
motivation is defined as students engaging in activities that are inherently satisfying (Deci & Ryan,
2002). To investigate language learning in terms of SDT, Noels, Clément and Pelletier (1999)
developed the Language Learning Orientation Scale (LLOS) that included intrinsic motivation-
knowledge, intrinsic motivation-stimulation, and intrinsic motivation-accomplishment. Intrinsic
motivation-knowledge (IMK), included items such as “For the pleasure that I experience in knowing
more about the literature of the second language group” (Noels, Clément, & Pelletier, 1999, p.85). In
intrinsic motivation-stimulation (IMS), items such as “For the “high” I feel when hearing foreign
languages spoken” were used (Noels, Clément, & Pelletier, 1999, p.85), and intrinsic motivation-
accomplishment (IMA) included “For the pleasure I experience when surpassing myself in my second
language studies” (Noels, Clément, & Pelletier, 1999, p.85). In Japan, Nishida (2022) measured IMK,
IMS, and IMA in Content and Language Integrated Learning (CLIL) context (Nishida, 2022). The



study showed that there were positive correlations between IMK and effort (» = .520), and IMK and
English motivation (r = .526), there was a positive correlation between IMA and English motivation
(r=.522), while IMS showed positive correlations to ideal L2 self (r = .449), intended learning effort
(r = .517) and English motivation (» = .505). It concluded that intrinsic motivation is a factor that
positively influences motivational variables including English motivation, ideal L2 self, and intended
learning effort.

Ideal L2 self is another key motivational factor in language learning. The L2 Motivational Self
System (L2MSS) introduced by Dornyei (2005) synthesized the concept of possible self. The L2 MSS
offered three dimensions including the Ideal L2 Self, the Ought-to L2 Self and the L2 Learning
Experience. The Ideal L2 Self is a key concept and refers to an ideal self that reflects what learners
would like to become, a self which is able to speak English in the future (D6rnyei & Ryan, 2015). The
Ought-to L2 Self refers to when learners feel obligated to learn English as they want to avoid possible
negative consequences (Dornyei & Ryan, 2015). Since the L2MSS was introduced in motivation
research, a number of studies making use of this concept have been conducted in and outside Japan
(e.g., Nishida, 2013; Ryan, 2009; Taguchi, et al., 2009). For example, in Nishida (2013), the Ideal L2
Self had a strong positive correlation with intrinsic motivation (» = .63), international posture (» =.62),
and willingness to communicate in L2 (» = .53). In Nishida (2017), the Ideal L2 Self and the Ought-
to L2 Self were measured using Structural Equation Modelling. The results suggested that when
students are feeling a stronger sense of orientation toward communication, it might lead to the Ideal
L2 Self (with a path coefficient of .56), When they are feeling a stronger sense of the Ideal L2 Self; it
might lead to intended learning effort (with a path coefficient of .56), and when they are showing a
stronger sense of orientation towards grammar translation, it might lead to the Ought-to L2 self, which
in turn may lead to intended learning effort (with a path coefficient of .38). The L2MSS is another key
framework for research into motivation in language learning.

Koizumi and Matsuo (1993), for example, studied changes in junior high school students’
motivation, finding their overall motivation had declined over a year of study. Similarly, Yamamori’s
research (2004) showed lower motivation in first-year junior high school students after a year,
especially after the second term of the first year, reinforcing the observation that motivation in first-
year junior high school students tends to decline over the course of time.

2.3 Perceived Communication Competency in Language Learning

As indicated earlier, in the nomological network of international posture, motivation and
perceived communication competency in Yashima and Nishida (2024), perceived communication
competency, or learners' perceptions of how competent they are in English skills such as listening,
writing, reading and speaking, is another vital factor for language learning motivation, all the more so
since “it determined the choice of activities attempted, along with the level of aspiration, the amount
of effort exerted and the persistence displayed” (Dérnyei & Ushioda, 2021, p. 21).

This is also reflected in the Japanese EFL context. For example, Nishida (2013), showed
perceived communication competency in speaking/listening was strongly positively correlated with
ideal L2 self (» = .66) and intrinsic motivation (» = .58). In addition, perceived communication
competency in reading/writing was highly positively correlated with ideal L2 self (» = .63), and
intrinsic motivation (» = .60). When students’ perceived communication competency was high, their
international posture was also high. Overall, perceived communication competency is one of the key
factors for motivation in language learning.

2.4 Learners’ Pandemic-Related Motivation and Negative Emotions in and outside Japan
During the pandemic period, since the rapid spread of the disease was so unexpected, it is no
surprise that studies around the world reported an adverse impact on students’ learning. This was
mainly in the form of decreasing motivation and increasing anxiety, as exemplified by these studies
from China (Cao et al, 2020) and Canada (Hicks et al, 2021). More specifically, negative impacts were
also seen in language learning motivation. In a Malaysian study, students’ motivation was seen to
decline as a result of the instructional changes adopted in March 2020 in response to COVID-19 (Tan,
2020). In the United States, Corpus et al. (2022) investigated students’ motivational trajectories by
using an approach based on SDT before and during the COVID-19 pandemic. In their study, two
cohorts, the pre-pandemic cohort and the COVID cohort, were examined, with the COVID cohort
showing sharper declines in intrinsic motivation and identified regulation. Similarly, Gonzalez-



Ramirez et al. (2021), who also studied students in the USA, found that students’ social connections
with peers, teachers, and college communities decreased during the pandemic as a result of online
learning. Thus, although planned as a health measure, moving to remote learning appears to have had
a negative influence on students’ social connections and motivation.

Not all studies produced such negative results. In the USA, Dixon et al. (2021) conducted a
meta-analysis of 34 studies involving hybrid language instruction, investigating the use of online tasks
and/or activities, the degree of reduction in face-to-face teaching, the use of Language Management
Systems (LMS) in hybrid language instruction, the progress of digital technologies, and target
language skills including speaking and writing ability. They noted that the use of a Language
Management System in hybrid language instruction appeared to have a positive impact on students
compared with those who were not required to use an LMS.

In Japan, according to The Japan Times (2022), due to the COVID-19 pandemic, Japanese
students at elementary, junior high and high schools showed a lack of motivation to study. The study
was conducted privately by Benesse Educational Research and Development,' as well as the
University of Tokyo. Data was collected from approximately 10,000 students ranging from fourth
grade to high school students. The study indicated that 43.1% of fourth-to sixth-graders, 58.6% of
junior high school students and 61.3% of senior high school students expressed lack of motivation due
to the impact of the COVID-19 pandemic (Japan Times, 2022). However, empirical studies on
pandemic-related motivation in English learning in Japan are still limited in number, and it is crucial
to investigate students’ motivation and other psychological factors during the COVID-19 pandemic.
It is also crucial for us to understand how their attitude toward online learning and motivation-related
variables are related to each other.

2.5 Online Teaching and Learning in Higher Education During the COVID-19 Pandemic

Before addressing the present study, it would be useful to briefly describe how online teaching
and learning was addressed in education during the COVID-19 pandemic. According to MEXT (2020),
as of June 1, 2020, around 90% of institutions in Higher Education in Japan had moved at least a
portion of their teaching online. Many universities delayed the start of classes and started to promote
the use of online distance learning. Approximately 90.7% of national universities, 82.9% of public
universities, 87.0% of private universities, and 87.0% of colleges of technology delayed the start of
classes. Face-to-face classes were reduced to 1.2% at national universities, 7.8% at public universities,
17.6% at private universities and 33.35% at colleges of technology. A supplementary budget was
provided by MEXT (2020), ensuring that students’ learning opportunities would be protected, and
universities were forced to accelerate the setting-up of distance learning environments. As of
September 2020, MEXT announced that credits for graduation through online classes should not
exceed 60 credits. MEXT (2020) supported the reopening of schools with steps such as the
introduction of coronavirus countermeasures at schools, the improvement of the hygienic environment
in schools, the coordination of lecturers and tutors, support for cancellation fees arising from
cancellation or postponement of school excursions, and support for students whose household finances
dramatically changed. Aimed at protecting students by all available means, MEXT was forced to
introduce such measures to cope with the drastic changes that resulted from the COVID-19 pandemic.

Overall, the pandemic impacted students’ school and social life in general, and more
specifically, their motivation and emotions as well. Although empirical research on motivation-related
variables has been conducted in North America and other parts of Asia, relatively few such studies
have included data from Japan. The present study aims, therefore, to examine whether or not the
motivation in language learning of a group of students in Japan that experienced education during the
COVID pandemic differs from that of a comparable group that experienced education before the
pandemic.

3. Research Objectives

As we had personal experience of the influence of the COVID-19 pandemic in our own
teaching context, online language instruction having been adopted in Higher Education after May 2020,
our study aimed to see whether the motivation of students had been affected by the pandemic by
comparing motivation-related variables for students from before and during the pandemic. As far as
we were aware, attitudes toward online learning and motivation-related variables in this context had
not been investigated empirically so far. Research questions were therefore as follows:



RQ1: Do motivational profiles (assessed using motivation-related variables) of students studying
under the influence of the COVID-19 pandemic differ from those of students without such influence?
RQ2. How were students’ strength of motivation, ideal L2 self, ought-to L2 self, intended learning
effort, perceived communication competency and international posture related to attitudes toward
online learning during the COVID-19 pandemic?

4. Method
4.1 Procedures

Two cohorts of university students, one from before and one from during the COVID-19
pandemic, participated in the present study. Before the pandemic, a questionnaire was administered in
July 2018, October 2018, and April 2019 to 160, 155 and 88 students, respectively. During the COVID-
19 pandemic, the questionnaire was administered in June-July 2021 and October 2021 to 152 and 119
students, respectively. Participants totaled 403 in 2018, and 271 in 2021, numbering 674 students in
all (see Table 1 for details). The students of both cohorts were aged between 19 and 21 years old, and
they all belonged to the same university. It should be noted that data from the survey administered to
the first cohort (2018) was used in a different study (Yashima & Nishida, 2024) which focused on
conceptual cores and the development of a shorter version of the International Posture questionnaire.
The data was thus used for different purposes. In both cohorts, participants were enrolled in ten
different schools including the School of Letters, School of Human Science, School of Laws, School
of Economics, School of Science, School of Medicine, School of Dentistry, School of Pharmaceutical
Sciences, School of Engineering and School of Engineering Science. Regarding the gender difference
in the two cohorts, the gender ratio between male and female students was approximately 70:30 as the
university maintained this ratio in both years.

Table 1
The Two Cohorts Before and During the COVID-19 Pandemic

Cohorts N Percentage Age
Before the COVID-19 pandemic in 2018 403 59.80% Aged between 19 and 21
During the COVID-19 pandemic in 2021 271 40.20% Aged between 19 and 21
Total 674 100%

To understand how students’ motivation, international posture and perceived
communication competency changed from before till during the COVID-19 pandemic, data was
collected in the form of a repeated cross-sectional survey. A repeated cross-sectional survey uses the
same survey instrument and is conducted at multiple time points. The sample in each survey will be
different, and each data set is collected at a single point in time. According to UK Data Service (2015),
a survey can, for example, be administered to new participants at successive time points. “For an
annual survey, this means that respondents in one year will be different people to those in a prior year.
Such data can either be analyzed cross-sectionally, by looking at one survey year or combined for
analysis over time” (UK Data Service, 2015, p.1). According to UK Data Service, “if representative
samples are present in consecutive years of a survey, we can compare changes in the behavior or
circumstances of different groups.” (UK Data Service, 2015, p.2). A well-known example is the British
Social Attitudes Survey in which, every year, over 3000 people are asked questions about subjects
such as taxation, welfare, inequality, culture wars, regional differences in values, environment, the
National Health Service (NHS) and social care. New questions are added each year to reflect current
issues such as the gender pay gap (National Centre for Social Research, 2021).

Using a repeated cross-sectional survey in the present study allowed data collected before and
during the COVID-19 pandemic to be examined to see how students’ motivation-related variables
differed over the course of time. In this study, data from two points in time were analysed.



The questionnaire was constructed on a 6-point Likert scale, and the students were asked to
read and fill out each item carefully. Before the pandemic, it was administered in the classroom, as
face-to-face classes were running. During the pandemic, students were asked to fill out the online
version of the questionnaire. The questionnaire included items on intrinsic motivation, possible selves,
international posture and perceived communication competency. It was extended to include attitude
toward online learning during the pandemic. SPSS ver.28 was used for statistical analysis.

4.2 Ethical Considerations

Before and during the pandemic, students were assured that the surveys were not part of their
exam and would not affect their overall assessment on the course. A consent agreement was made,
they were told that they could withdraw from the study if they so wished, that their participation was
fully voluntary, and their confidentiality would be maintained. In addition to the consent agreement,
the first author’s Institutional Review Board approved the questionnaire survey.

4.3 Measurements

Intrinsic Motivation. Based on the Japanese version of the Language Learning Orientation Scale
(LLOS) (Yashima, 2009), nine items were used in the questionnaire. The Japanese version of the
LLOS, which was a translation of the original version of the LLOS (Noels et al., 1999, 2000), was
created based on Deci & Ryan’s SDT (1985, 2002). In this scale, intrinsic motivation for knowledge
(IMK) (e.g., “For the satisfied feeling I get in finding new things”), intrinsic motivation for stimulation
(IMS) (e.g., “For the ‘high’ I feel when hearing English spoken™) and intrinsic motivation for
accomplishment (IMA) (e.g., “For the pleasure I experience when surpassing myself in my English
studies”) were included.

Ideal L2 Self and Ought-to L2 Self: Five items for ideal L2 self were taken from Ryan (2009), which
was created with Dornyei’s (2005; 2009) L2 Motivational Self System, including “When I think about
my future, it is important that [ use English”. Six items for ought-to L2 self were taken from Taguchi,
et al. (2009), which included “I have to study English, because if I don’t study it, I think my parents
will be disappointed with me”.

Intended Learning Effort. Five items for intended learning effort were taken from Ryan (2009), which
included “If an English course was offered in the future, I’d like to take it”.

International posture (IP). The 10 item short version of International Posture was used for the
questionnaire (Yashima & Nishida, 2024). IP short comprises four subsections including Approach,
Vocation, News and Topics. Approach (3 items) (IP-Approach) includes items concerned with
international vocation or activities (e.g., “I want to make international friends in Japan”). Vocation (3
items) (IP-Vocation) includes interest in international vocation or activities (e.g., I want to work in a
foreign country”). News (2 items) (IP-News) includes interest in foreign affairs (e.g., “I often read and
watch about foreign countries™), and finally Topics (2 items) (IP-Topics) includes having things to
communicate to the world (e.g., “I have issues to address with people around the world”).

Perceived Communication Competency. The EIKEN Foundation of Japan (hereinafter, EIKEN)
administers a test in practical English proficiency, which is widely recognized in Japan. EIKEN also
produces a self-rating communication competency test called the Can-Do List. To assess students’
perceived communication competency, twelve items were taken from the EIKEN Can-Do List (STEP
2) (EIKEN, 2006). This contains items related to perceived communication competency at different
English proficiency levels that students are able to communicate and/or accomplish in their daily lives.
Four aspects of perceived communication competency were included: reading, writing, listening, and
speaking. In the questionnaire, perceived communication competency in reading (PCR) included three
items (e.g., “I can understand the main points of lengthy texts”), perceived communication
competency in listening (PCL) included two items (e.g., “I can understand simple explanations given
by sales clerks”), perceived communication competency in speaking (PCS) included three items (e.g.,
“I can explain memorable experiences”), and perceived communication competency in writing (PCW)
included four items (e.g., “I can write a simple description introducing the area in which I live”).
Attitude Toward Online Learning (AOL). For the survey in 2021, 5 items were added regarding
attitude toward online learning, referring to Ryan (2009), as teaching instruction was primarily online
in 2021. These include, “it is important for us to learn English by online instruction”, and “I am
interested in learning English by online instruction” (See Table 2 for Cronbach’s Alphas).



Table 2

Cronbach’s Alphas
Items 2018 2021 Items 2018 2021

IM-Knowledge 3 0.830 0.784 PC in Speaking 3 0.887 a.901
IM-Accomplishment 3 0.868 0.736 PC in Writing 4 0.933 a.915
IM-Stimulation 3 0.907 0.729 IP-Approach 3 0.845 a.726
Ideal L2 self 5 0.821 0.844 IP -Vocation 3 0.886 a.888
Intended learning 5630 4793 IP-News 2 w803 w739
effort

Ought-to L2 self 6 0.852 0.788 IP-Topics 2 a.910 0.874
PC in Reading 3 0908  qopp Aftitude foward g - 89l

online learning
PC in Listening 2 0.867 a.819

5. Study Context

During the year 2018-2019, students took part in face-to-face language classes (see Figure 1).
The course was designed as Content and Language Integrated Learning (CLIL) in a classroom setting,
and students were able to discuss and debate their opinions in face-to-face classroom settings. During
the year 2018-2019, a Learning Management System was not used. In 2021, students were taking
online CLIL classes using ZOOM, and/or on-demand type learning by using a Learning Management
System called Collaborative Learning Environment (CLE), as well as Blackboard. Most students
joined in the online version of CLIL classes, using the learning platform as a virtual classroom,
combining ZOOM online classes with on-demand classes. They took seven ZOOM classes and eight
on-demand classes. In on-demand classes, students were asked to access the LMS, and read and view
the teaching materials that had been uploaded. These included PowerPoint and YouTube materials. By
using the LMS or Blackboard, students were able to join in the class or access the materials and learn
from anywhere they wanted. It should be noted that the first author was the language instructor for
these students. During the year 2018-2019 and in the year of 2021, the same content materials were
used in the CLIL course. In 2021 during the COVID-19 pandemic, LMS and ZOOM were used to
teach online. In ZOOM, breakout sessions were offered to students, so they had a chance to have
discussions and debates, but as on-demand classes also combined YouTube teaching materials,
students had less chance to interact with each other.

Figure 1.
Academic Environment During the Year of 2018-2019 and in the Year of 2021.

CLIL
During the Year of 2018-2019 In the Year of 2021
Course: CLIL Course: CLIL
Academic Environment: Face to Face Academic Environment: LMS/CLE/ZOOM

6. Analysis
Analyses 1. For the repeated cross-sectional survey (RQ1), descriptive statistics and
independent #-tests were calculated to show the statistical significance of intrinsic motivation



(knowledge, accomplishment, stimulation), possible selves (ideal L2 self, ought-to self, intended
learning effort), international posture (approach, vocation, news, topics), and perceived
communication competency (reading, writing, listening, speaking). For paired #-tests, a Bonferroni
adjustment was calculated.

Analyses 2. Pearson correlation coefficients were conducted between attitude toward online
learning, intrinsic motivation, international posture, and perceived communication competency (RQ2).

7. Results

To investigate the research question, “Do motivational profiles (assessed using motivation-related
variables) of students studying under the influence of the COVID-19 pandemic differ from those of
students without such influence?”, first, descriptive statistics and independent #-tests with a Bonferroni
adjustment (0.05/14=0.0035) were carried out to see the changes in international posture, motivation-
related variables and perceived communication competency from before to during the COVID-19
pandemic (see Tables 3, 4 and Figures 2, 3, 4, 5 for details). In 2021, the results showed statistical
significance in IMS: t=-4.373, df= 672, p = .001, d = -0.344, and intended learning effort: = -4.102,
df=672, p=.001, d = -0.322, and these factors showed higher tendencies than 2018, with small-to-
moderate effect sizes in Cohen’s d. Ideal L2 self was higher in 2018 than 2021, and this was also
statistically significant: ¢ = 3.794, df = 672, p =.001, d = 0.298, with a small-to-moderate effect size?.
The rest of the variables, including perceived communication competency, IP-related variables besides
[P-approach, IMK, IMA, and ought-to L2 self, remained stable across the two groups (see Tables 3, 4,
Figures 2-5).

To see how students’ attitude toward online learning related to motivation-related variables
during the COVID-19 pandemic, the construct of “attitude toward online learning” (M = 4.12, sd =
1.05) (e.g., “It is important for us to learn English through online instruction™). It was found attitude
toward online learning was positively correlated with all motivation-related variables; in particular,
attitude toward online learning was positively correlated with effort (» = .427, p < .01) and PCR (r
= .405, p < .01) (Table 5). During the COVID-19 pandemic, students’ active attitude toward and
participation in learning online could be an important factor in learning in general, since they were not
able to study in the classroom. In the present study, effort and PCR were positively correlated with
attitude toward online learning.



Table 3

Descriptive Statistics Before and During the COVID-19 Pandemic

Year M sd Year M sd
2018 3.62 1.04 2018 3.66 1.02
IM-Knowledge 2021 3.54 g9  PC-Listening 2021 3.75 1.09
2018 335 112 2018 3.76 0.96
IM- PC-Speakin
Accomplishment 2021 3.41 1.08 peaxing 2021 3.65 1.04
2018 352 1.18 2018 387 0.98
IM-Stimulation 2021 3.91 106  PC-Writing 2021 3.86 1.01
2018 3.93 0.95 2018 3.59 1.09
Ideal L2 self 2021 3.65 100  P-Approach 2021 3.79 0.96
2018 3.50 0.88 2018 335 121
Intended learning IP-Vocation
effort 2021 3.78 0.86 2021 3.44 L1
2018 3.06 0.96 2018 2.98 127
Ought-to L2 self 2021 2.98 090 P-News 2021 3.09 1.16
2018 4.19 0.88 2018 2.85 .11
PC-Reading 2021 4.19 097  P-Topics 2021 2.78 1.24
Attitude toward ) 412 1.05
online learning
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Figure 3
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Figure 5

Before and During the COVID-19 Pandemic: International Posture

6-Point Likert Scalr

2

International Posture

2018 2021
IP-Approach 3.59 3.79
""" [P-Vocation 335 344
IP-News 298 3.09
e« [P-Topics 285 2.78
Table 4
Before and During the COVID-19 Pandemic: Independent t-tests
95% CI
t df P Lower Upper  Cohen's d
IM-knowledge 0.937 672 0.349 -0.085 0.240 0.074
IM-accomplishment -0.609 672 0.543 -0.224 0.118 -0.048
IM-stimulation -4.373 672 0.000 -0.564 -0.215 -0.344
Ideal L2 self 3.794 672 0.000 0.140 0.439 0.298
Intended learning effort -4.102 672 0.000 -0.415 -0.146 -0.322
Ought-to L2 self 1.051 672 0.294 -0.067 0.222 0.083
PC-Reading 0.026 672 0.979 -0.139 0.143 0.002
PC-Listening -1.065 672 0.287 -0.250 0.074 -0.084
PC-Speaking 1.432 672 0.153 -0.041 0.265 0.112
PC-Writing 0.139 672 0.890 -0.142 0.164 0.011
IP-Approach -2.412 672 0.016 -0.357 -0.037 -0.189
IP-Vocation -1.001 672 0.317 -0.272 0.088 -0.079
IP-News -1.236 672 0.217 -0.308 0.070 -0.097
IP-Topics 0.724 672 0.470 -0.114 0.246 0.057
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Table 5
During the COVID-19 Pandemic.: Correlation Analysis between Attitude toward Online Learning and
Motivation-related Variables

Attitude toward Online Learning

IMK-Knowledge 319*
IM-Accomplishment 293"
IM-Stimulation 297
Ideal L2 Self 336"
Intended Learning Effort 427
Ought-to L2 Self .164™
PC-Reading A405™
PC-Listening .354™
PC-Speaking 256"
PC-Writing 383"
IP-Approach 309"
IP-Vocation 187
IP-News 298"
IP-Topics 205™

**p<.01, *p<.05

8. Discussion

The aim of the present study was to compare two cohorts of students that had studied before
and during the COVID-19 pandemic, to investigate how the motivation of the groups differed, and
also to see how students’ motivation-related variables were influenced by online language instruction
during the pandemic. Firstly, to answer the first research question, “Do motivational profiles
(assessed using motivation-related variables) of students studying under the influence of the COVID-
19 pandemic differ from those of students without such influence?”, descriptive statistics and
independent ¢ tests were conducted. Against all expectations, based on studies focusing on the
influence of COVID, the students in our study who studied during the pandemic had a higher level of
intrinsic motivation (stimulation) and scored higher in intended effort than those who had studied
before the pandemic. In other words, they experienced a greater ‘high’ from learning English and were
ready to make more effort in learning English than students with no COVID disruption in their
education. However, students’ ideal self, a future where they imagine speaking English with
international friends, seemed to have declined during the COVID-19 pandemic. It was perhaps
difficult for them to visualize themselves using English in the future, as there was less contact with
the outside world. In past studies, an adverse impact on students’ learning has been reported during
the COVID-19 period: mainly an increase in anxiety and decrease in motivation (e.g., Cao et al., 2020;
Corpus et al., 2022; Gonzalez-Ramirez et al., 2021). In Japan, students from elementary, junior high
and high schools showed a lack of motivation (Japan Times, 2022), and for junior high school students,
motivation showed declining tendencies over a year-long period (Koizumi & Matsuo, 1993; Yamamori,
2004). In the present study, however, with the exception of ideal L2 self, motivation-related variables
including intrinsic motivation, possible selves, international posture and perceived communication
competency were either maintained or increased throughout the course. Specifically, intrinsic
motivation stimulation, and students’ efforts in language learning increased in 2021. This point needs
to be clarified in further study, but in online instruction, a greater variety of teaching materials were
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used, and in particular, visual materials were used more often. While using the LMS, students were
studying Global Studies and this might have influenced their intrinsic motivation-stimulation. This
course required students to learn about the world and consider how they should act and think as global
citizens. Although the pandemic situation had an impact on international student exchanges and
overseas study, students were encouraged to learn about the world, enabling them to think critically
about international collaboration, the pandemic period in general, and also discuss and debate their
opinions in CLIL class. In addition to showing an increase in intrinsic motivation-stimulation, students’
intended learning effort showed an increase. This was perhaps because students needed to make an
extraordinary effort for online learning, and especially for the spring semester of 2020, both teachers
and students learned how to work collaboratively on ZOOM online and on-demand classes. Moreover,
in online instruction in CLIL, reading and writing were emphasized, and this perhaps made them work
harder than in face-to-face classes. Though students were placed in a difficult situation because of the
pandemic, they made a lot of effort in the language class. In addition to this, it was expected that
international posture would decline due to lack of interaction and exchanges with international
communities (e.g. no international visitors to Japan) during the COVID period; therefore, the result
that the COVID-influenced group showed the equivalent level of international posture is rather
welcome.

To answer the second research question, “How were students’ strength of motivation related to
attitudes toward online learning during the COVID-19 pandemic?” correlation analyses were
conducted. Attitude toward online learning and intended learning effort showed a positive correlation
(r=.405), as did attitude toward online learning and perceived communication competency in reading
(r=.427). Although students made an extraordinary effort in learning in general and reading materials
were perhaps heavier during the COVID-19 pandemic, students’ responses seemed to reveal strength
of online learning. The positive correlation of attitude toward online learning with intended learning
effort and perceived communication competency in reading means that successful online teaching can
be tremendously effective. The other motivation-related variables showed weak correlations with
attitude toward online learning; however, these correlations were positive. In another study, Dixon et
al. (2021) found that the use of the LMS in hybrid language instruction appeared to have a positive
impact on students in comparison to those who were not required to use the LMS. In the present study,
when attitude toward online learning increased, intended learning effort also increased. In addition,
when positive attitude toward online learning increased, perceived communication competency in
reading increased. Further investigation is thus needed, but online instruction, especially on-demand
instruction focused on reading and writing, might have triggered students’ positive learning attitude
toward online instruction. In the present study, an LMS (Blackboard and/or CLE) was also used in
teaching. Further investigation is needed to clarify this point but using this might have had a positive
impact on students’ online learning during the COVID-19 pandemic, making it easier to track progress,
and allowing teachers to give richer feedback to students.

Pedagogically, although the present study did not show a sharp decline in motivation-related
variables, in educational settings, instructors still need to make efforts to support students, develop
their autonomy and allow them to accept their negative experiences and emotions. Instruction can be
given by providing students with meaningful content and choices, and giving positive feedback, which
in turn may enhance their motivation and academic achievement. To maintain students’ motivation
during the pandemic period, the language instructors made extraordinary efforts in teaching online and
supporting students, as it was known that students were very nervous at the beginning of 2020.
Creating digital materials and content focusing on global issues was another vital factor. Content wise,
introducing global issues and topics may play an important role in stimulating students’ global
consciousness and enhancing their motivation; as we are living in an increasingly globalized world, it
is important for them to think about and participate actively in global initiatives. By doing so, they can
fulfil their potential and shape their minds as global citizens to create a future for themselves, their
countries and the planet as a whole.

Lastly, the limitations of the present study need to be discussed. The data was collected before
and during the COVID-19 pandemic to conduct a repeated cross-sectional survey. In a repeated cross-
sectional survey, the data set needs to be collected at successive time points. In this study, however,
the questionnaire was administered at only two points in time. In the future, more data at successive
time points is needed to be collected and in different time frames, allowing us to conduct a prospective
cohort study using a cross-sectional time series design. In addition to the above limitations, academic
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achievement and performance were not included in the present study. In the future, it would be useful
to measure academic achievement and performance; analyzing students’ achievement in relation to
psychological indicators seems potentially significant in increasing our understanding of language
learning in Japan. In addition, regarding the comparability of the two cohorts, it was technically and
ethically not possible to compare the same groups before and during the COVID-19 pandemic or to
create a control group. But as mentioned earlier in the procedure section, the study mentioned an effort
to make the distribution of gender and age as close as possible and attempted to investigate the impact
of the COVID-19 pandemic with cohorts that were matched as closely as possible.

9. Conclusion

During the COVID-19 pandemic, as mentioned earlier, it was vital for educators to use appropriate
teaching materials and design syllabi whatever the circumstances might be. Although the OECD stated
in 2020 that “the COVID-19 pandemic is likely to generate the greatest disruption in educational
opportunity worldwide in a generation” (Reimers & Schleicher, 2020, p.4)”, in the present study,
students’ motivated-related variables in language learning were maintained during this difficult period.
I therefore believe that there are possible ways to open up students’ minds to the world and motivate
them in language learning at any time, despite the difficulties we might face. It is pedagogically
important that instructors support students no matter what natural disaster, pandemic, or other crisis
occurs. Under any such circumstances, there are possible ways to maintain students’ interest and
curiosity and promote their motivation and achievement in language learning.

We recently experienced one catastrophic human crisis, the COVID-19 pandemic, and are
currently facing more, including conflicts, natural disasters and climate issues across the globe.
Fostering students’ motivation and motivation-related variables in language learning is as important
as ever, as we need to work collaboratively with other countries through the medium of English while
living in a complex and uncertain world in an era of globalization.

Notes

1. The Benesse Educational Research and Technology Institute (BERT) focuses on research themes
such as educational surveys, research into English language education, research on educational
assessments, research on higher education, and research into learning through media.

2. According to Plonsky & Oswald (2014), with between-groups, a small size effect is around .40, a
medium size effect is around .70 and a large effect size is around 1.00.
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Collaborative Design and Implementation of a TBLT Project: Working
with Graduate Students

Lee Shzh-chen Nancy
Abstract

This paper presents a project I conducted with four graduate students enrolled in an Introduction to
Applied Linguistics course at the Graduate School of Humanities, Osaka University. Using Teaching
Speaking: A Holistic Approach (Goh & Burns, 2012) as the core text, the course explored the teaching
of speaking from both theoretical and practical perspectives through a task-based lens. As the final
project, the graduate students collaboratively designed a speaking course for EFL undergraduate
students. They discussed the learning goals and needs of Japanese undergraduate students in order to
support the development of English communicative competence. Based on a needs analysis, each
graduate student designed a lesson incorporating speaking-focused tasks aligned with the principles
of task-based language teaching (TBLT). These lessons were implemented in the author’s first-year
General English classes. The graduate students assisted with task implementation and the collection
of learner feedback and responses. Following implementation, they reflected on the lesson designs and
analyzed learner achievement and feedback. This paper concludes with reflections on guiding graduate
students through the cycle of course design, implementation, and reflection, and discusses possibilities
for future collaborative student projects.

1. Introduction

Task-based language teaching (TBLT) has become a prominent approach in the communicative
language teaching framework since the 1980s (Ellis, 2003, 2009; Long, 2015; Nassaji & Fotos, 2011).
It has been widely defined and implemented (Ellis, 2003, 2018) and offers learners the opportunity to
develop speaking proficiency by engaging in tasks that resemble real-life situations. TBLT represents
a shift away from grammar-driven syllabi toward meaning-centered instruction (Ellis, 2003, 2018;
Long, 2015). Within this approach, tasks are primary classroom activities that allow learners to draw
upon their existing linguistic resources to achieve communicative goals rather than to produce
predetermined grammatical forms (Skehan, 1998; Bygate, Skehan, & Swain, 2001). Language
development is facilitated when learners engage in negotiation of meaning, receive feedback, and
modify output in response to communication breakdowns (Long, 2015). Tasks provide opportunities
for such interaction, allowing learners to notice gaps in their interlanguage. Long’s earlier definition
of task-based language learning suggested that learning should be meaning centered and largely
incidental. However, while research has shown that learners become more fluent from completing
tasks, TBLT also faces criticism. One major criticism of the earlier task-based language teaching
approaches (e.g., Long, 1991) is that it overemphasized the importance of meaning and overlooked
the importance of form. More recent developments in TBLT have addressed this concern by
recognizing the importance of form-focused instruction (FFI) through the integration of form into
meaningful tasks (Ellis, 2009; Long, 2015). Recent TBLT advocates argue that while communication
is central, attention to linguistic features through mechanisms such as focus on form is also important
(Long, 1991; Ellis, Basturkmen, & Loewen, 2001).

This paper reports on a collaborative project conducted within an Introduction to Applied
Linguistics course at the Graduate School of Humanities, Osaka University. Drawing on Goh and
Burns’ (2012) book on teaching speaking, a TBLT project with task-based lessons was collaboratively
designed by graduate students for first-year Japanese university EFL learners. These lessons were
subsequently implemented in general undergraduate English classes, providing an opportunity to
examine how TBLT principles can be translated into classroom practice. This paper aims to outline
the design process of lessons, their alignment with TBLT principles, and to reflect on the
implementation and outcomes of this project. By documenting the design and enactment of this project,
the study hopes to contribute to ongoing discussions regarding the practical application of TBLT in
higher education settings and to highlight the complexities involved in operationalizing task-based
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principles in authentic classroom environments.

2. Literature Review
2.1 Communicative Language Teaching Framework
Communicative language teaching (CLT) is a dynamic approach to teaching speaking that has changed
throughout the decades (Hughes, 2011). A fundamental principle in this framework is that learners
engage in communication based on their desire to communicate about meaningful topics (Bygate,
1998). Therefore, communicative language teaching advocates emphasize the importance of authentic
communication as learners develop communicative competence from interacting with other
individuals in communicative contexts. While CLT has become one of the most dominant approaches
for speaking development, a recurring criticism is that it overemphasizes meaning at the expense of
neglecting linguistic forms and syntactic accuracy (Savignon, 2005). Some CLT proponents have gone
as far as to discourage direct grammar teaching because they believe that explicit knowledge cannot
be transferred from teachers to students (Lochland, 2013). Some studies have found that learners who
engage in communication practice achieve the same levels of grammatical accuracy as those who
participate in traditional grammar-focused practice, while the communicative competence of the
former group was better than the learners who had no communication practice (Savignon, 2005).
Communicative language teaching has exerted a strong influence in many countries in the
EFL context. In Japan, CLT is being increasingly widely practiced in English-language classrooms
especially at the higher education level (Savignon, 2005; Takanashi, 2004). However, despite the
results of some controversial studies, it is a misconception that grammar is never taught in CLT
classrooms (Thompson, 1996). While authentic interaction is important, communicative competence
is partially based on the accurate use of grammatical forms (Canale & Swain, 1980).

2.2 Task-based Language Teaching (TBLT)
Task-based language teaching (TBLT) is one of the most widely applied approaches in the
communicative language teaching framework (Ellis, 2003, 2009; Long, 2015; Nassaji & Fotos, 2011).
However, despite its wide application in classrooms, there are still controversies regarding how task-
based language teaching should be conceptualized. Depending on how it is defined, it brings different
applications and implications and thus different learning results (Ellis, 2018). Task-based learning was
initially introduced to the field of language learning by Prabhu (1987), who argued that the focus of
teaching needs to be placed on tasks. He argued against the preselection of linguistic forms because
language acquisition is an implicit process that occurs when learners use language for communication.
According to Prabhu (1987), tasks which are motivating and engaging are enough for learners’
linguistic development without paying attention to specific linguistic forms. Long and Crookes (1992)
also emphasized the importance of language learning through communication but unlike Prabhu, they
advocated the need for learners to attend to form incidentally during interaction, particularly when
communication breaks down and results in misunderstandings. Therefore, task-based language
teaching is an approach to course design where learners learn by doing tasks, which are meaningful,
relevant, engaging, and stimulating and which includes an incidental focus on form (Long, 1985).
Long (2015) later redefined task-based language teaching as “an approach to course design,
implementation, and evaluation intended to meet the communicative needs of diverse groups of
learners” (p. 5). This task design involves more than selecting communicative activities; it requires
careful alignment of learning goals, learner needs, sequencing, and assessment (Ellis, 2003; Long,
2015).

While the task-based language teaching approach has been diversely defined, the concept of
task has also been diversely defined (Butler, 2011). From a language learning perspective, a task is “a
piece of classroom work which involves learners in comprehending, manipulating, producing or
interacting in the target language while their attention is principally focused on meaning rather than
on form” (Nunan, 1989, p. 10). Skehan (1998) defined a task as “an activity in which meaning is
primary, there is some communication problem to solve, there is some relationship to real-world
activities, task completion has some priority, and the assessment of the task is in terms of outcome”
(p. 95). Bygate, Skehan, and Swain (2001) defined task as an activity which requires learners to use
language with an emphasis on meaning in order to attain an objective. Ellis (2003) further defined
tasks to be learner activity plans with a primary focus on meaning, real-world language usage, and
cognitive processes such as selecting, classifying, ordering, reasoning, and evaluating information to
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achieve clear communicative outcomes. The above definitions share the idea that task is a language
usage activity with a primary focus on meaning.

2.3 Focus on Form and Focus on Forms

The distinction between focus on forms and focus on form is central to discussions of grammar
instruction in TBLT. Focus on forms refers to a traditional instructional approach in which linguistic
elements such as grammar rules and vocabulary are taught explicitly and sequentially, often isolated
from meaningful communication (Long, 1991). In contrast, focus on form involves drawing learners’
attention to linguistic features that arise within meaning-focused communicative activities. Long’s
(1991) definition of focus on form argues that it occurs primarily in meaning-centered discourse,
through incidental, transitory, and extensive interactions (i.e., several different forms are attended to
in a single lesson). In this approach, learners primarily engage in communication, but their attention
is briefly directed to relevant forms as they become salient during interaction (Long, 1991; Doughty
& Williams, 1998). This integration of form and meaning allows learners to notice linguistic features
while maintaining the communicative orientation of the task (Ellis, 2003).

Within the focus on form framework, attention to language can occur either incidentally or
through planned instructional design. Incidental focus on form occurs spontaneously during
communicative interaction when teachers or learners address linguistic issues that emerge during
meaning-focused communication (Ellis, Basturkmen, & Loewen, 2001). In contrast, planned focus on
form involves teachers intentionally designing tasks that are likely to elicit specific linguistic features
while maintaining communicative goals (Ellis, 2001). Both incidental and planned focus on form
support language development by linking attention to linguistic form with meaningful language use
rather than teaching grammar in isolation (Long, 1991; Ellis, 2003).

3. Collaborative Project

3.1 Institutional Context and Background

The idea for this research project originated from my graduate class titled Introduction to Applied
Linguistics in 2024 at the Division of Language and Culture, the Graduate School of Humanities,
Osaka University. The Division of Language and Culture focuses on the study of language,
communication, and culture from both theoretical and applied perspectives. In my teaching and
research within the division, I usually work with graduate students on topics related to applied
linguistics, looking at different aspects of language learning and teaching from both practical and
theoretical perspectives. The division provides a supportive research community where students and
faculty collaboratively explore how language practices shape communication, learning, and social
participation in contemporary societies.

The original syllabus looked at language learning and teaching from a scientific research
perspective and how research findings can be applied in language classrooms. The course was
designed for graduate students interested in the mechanism of language development and who want
to be future language teachers or researchers. Therefore, students were supposed to read research
papers related to language proficiency development, participate in active class discussions, and to
complete research paper critiques. However, I recognized a need to accommodate their academic
interests and backgrounds. I invited the students to collaboratively develop a new syllabus and
eventually, the course evolved from reading and understanding existing literature on applied linguistics
to conducting a joint research project comparing the effects of Al and machine translation feedback
on EFL writing. Students presented their research results at an international conference in Osaka and
submitted a conference proceedings paper afterwards.

3.2 Course Framework

Based on my previous experience with course modification last year, I decided to embed a
collaborative research project into my new course syllabus from the beginning. My Introduction to
Applied Linguistics course in the 2025 fall semester focuses on teaching and researching speaking
through a task-based lens. Using Teaching Speaking: A Holistic Approach (Goh & Burns, 2012) as the
core text, the course introduced key dimensions of speaking pedagogy. The textbook is divided into
four parts and each part consists of several chapters: 1) speaking processes and skills, 2) spoken
discourse, 3) designs and approaches, and 4) classroom practices. Graduate students read one chapter
of the course textbook each week prior to seminar-style discussions. In class, they shared their
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understandings and reflections on the chapter. Based on what they learned from the textbook, the
graduate students collaboratively designed a TBLT speaking course for their final assessment. We
implemented some of the lessons and tasks in undergraduate general English classes for first-year EFL
Japanese students.

Each graduate student was required to create an original lesson incorporating speaking-
focused tasks that reflected principles of task-based language teaching, such as meaningful interaction,
negotiated communication, and functional language use. The four graduate students enrolled in the
course had diverse backgrounds, including different nationalities and experiences with language
learning and language usage. None of the students had heard of the concept task-based language
teaching prior to the beginning of the course.

4. Course Design

4.1 Needs Analysis and Learning Goals of Target Learners

It was important to identify learner needs and learning objectives before moving on to course design
and lesson development. Based on our weekly discussions in the Introduction to Applied Linguistics
course, it was agreed that Japanese university students have a need to develop their English
communicative ability as they have limited opportunities to use English outside the classroom.
Japanese university learners, in particular, have historically experienced grammar-focused instruction
aimed at entrance examinations, sometimes resulting in limited communicative confidence despite
years of formal study. Table 1 summarizes the learning needs and objectives discussed by the four
graduate students prior to course design.

Table 1. Needs and Learning Objectives of Japanese EFL undergraduate students
Course aim To develop English speaking ability so that students are able to interact and make
themselves understood in different academic and everyday situations.

Student needs | 1. Meaningful oral practice (students need to have structured situations where they
feel comfortable and are able to have functional practice applicable in the real
world)

2. Building confidence and reducing anxiety

3. Intelligibility support (help students make themselves understood)

4. Practical communication strategies (how to keep a conversation going, ask for
clarification, repair misunderstandings, and explain ideas)

Learning Speaking fluency / discourse organization:

objectives Speak for a couple of minutes continuously on everyday or academic topics with
basic coherence and some level of fluency

Participate actively in pair or group discussions, contribute ideas and ask follow-
up questions

Communication strategies / interaction management:

Use strategies to manage communication breakdowns (asking for clarification or
paraphrasing when a certain word is unknown)

Functional speaking:

Give short and clear explanations about academic or personal topics

Prepare and deliver 2-3-minute presentations using simple but accurate English
Participate in role-play scenarios

Collaboration and Interaction:

Collaborate in English to complete communication tasks (problem-solving,
interviews, information-gap)

Show increased willingness to speak and engage in English

4.2 Lesson Development and Task Design

Following the agreed course aim, learner needs and learning objectives, the graduate students began
the lesson development phase of the project. Each student was responsible for designing one lesson
for a hypothetical speaking-focused English course for first-year undergraduate students at Osaka
University. The graduate students were encouraged to align their lessons with key TBLT principles,
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including focus on meaning, the use of authentic or realistic communicative situations, and
opportunities for learners to negotiate meaning during interaction.

Each graduate student independently designed a set of speaking tasks to structure their lesson.
Drawing on concepts introduced in the course readings, particularly Goh and Burns (2012), the
students developed speaking tasks such as information-gap activities, opinion-sharing tasks, and
problem-solving discussions that required learners to use English to achieve a communicative outcome.
In designing their tasks, students also considered learner proficiency levels, task sequencing,
anticipated learning outcomes, and possible evaluation methods. Students also paid attention to the
stages of a task-based lesson, including pre-task preparation, the main communicative task, and post-
task reflection, feedback or homework assignments.

The graduate students presented their draft lessons and task designs during class discussions.
These presentations allowed each student to explain the rationale behind their lesson objectives, task
structure, and expected learner outcomes. Peers and the instructor provided feedback on various
aspects of the lesson design, including task clarity, the level of communicative demand, and the
feasibility of implementation in a real classroom setting. This process created opportunities for critical
discussion about task design and encouraged students to reflect on how theoretical principles could be
translated into practical classroom design. Based on the feedback received, the graduate students
revised and refined their lesson plans and tasks before implementation.

5. Task Implementation in Classroom

Following the lesson design stage, graduate students were offered the opportunity to implement the
tasks they developed in an authentic teaching context. Specifically, they were invited to implement
their tasks in my undergraduate General English classes at Osaka University. I shared my teaching
schedule with the graduate students so that they could potentially choose a time slot that suits their
timetable. Due to their other semester assessment deadlines, only three out of the four graduate
students chose to implement the tasks they designed. Each graduate student visited a different General
English class that I taught and co-taught a 90-minute lesson with me. At the beginning of the lesson,
the graduate students briefly introduced themselves and the purpose of their visit to the undergraduate
students. They also introduced the tasks they had designed and gave task instructions in Japanese or
English depending on the complexity of the task and the anticipated needs of the learners, with the
aim of ensuring that learners clearly understood the communicative goals of the activity.

The three implemented lessons featured different types of speaking tasks reflecting key
principles of task-based language teaching. One graduate student implemented a debate task that
required learners to debate and defend positions on a given topic. The second graduate student
implemented a pair-based information negotiation task in which learners exchanged and clarified
information only in English in order to complete the activity. The third graduate student introduced a
role-play task that asked learners to assume specific roles and engage in a simulated communicative
situation. Prior to the class sessions, each graduate student prepared instructional materials, including
PowerPoint slides and handouts, to support task implementation and learner participation.

To examine the outcomes of the lessons, data on learner experiences and learning outcomes
were collected after task completion. Undergraduate students completed short learner surveys
reflecting on their participation and perceived learning, and they also submitted follow-up homework
related to the classroom tasks. These materials provided insight into learner task achievement and
learner self-evaluation. In the following graduate seminar class, graduate students collectively
discussed the implementation experience, reflecting on both the practical aspects of task delivery and
the learner responses. This discussion allowed the graduate students to evaluate the effectiveness of
their task design and to consider possible improvements for future task-based teaching practices.

6. Project Reflection and Discussion

The collaborative project provided graduate students with an opportunity to deepen their
understanding of task-based language teaching (TBLT) by connecting theoretical knowledge with
practical classroom experience. As discussed in the literature review, TBLT emphasizes meaningful
interaction and communicative engagement for language development (Ellis, 2003, 2018; Long, 2015).
By designing and implementing speaking tasks, the graduate students were able to experience the
diversely defined concept of task (Nunan, 1989; Skehan, 1998; Ellis, 2003) and create opportunities
for meaningful language use and communicative outcomes. Students also needed to consider practical
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aspects of task design, including task sequencing, learner proficiency levels, and learner interaction,
which they would not otherwise experience through textbook study alone.

The project also prompted reflection on the role of linguistic form within meaning-focused
instruction. As discussed in the literature review, communicative language teaching has sometimes
been criticized for prioritizing meaning over grammatical accuracy (Savignon, 2005). However, more
recent developments in TBLT emphasize the integration of attention to linguistic form within
communicative interaction through focus on form (Long, 1991; Ellis, Basturkmen, & Loewen, 2001).
During task implementation, graduate students observed that learners occasionally encountered
difficulties expressing ideas or maintaining interaction. These moments sometimes prompted brief
attention to linguistic forms, such as vocabulary choice or sentence structure, while communication
remained the primary focus of the task. Such observations helped the graduate students understand
how meaning-focused interaction and attention to form can coexist within task-based instruction.

Another important outcome of the collaborative project was the development of reflective
teaching practices among the graduate students. After implementing their lessons in undergraduate
classrooms, students critically examined their pedagogical decisions and evaluated learner responses
through feedback and group discussion. By observing and discussing multiple task implementations,
they also learned from the experiences of their peers. This reflective process allowed them to assess
whether their tasks were aligned with task-based principles and whether they effectively promoted
communicative goals. Through reflection, students also identified areas for improvement, such as
clarifying instructions, adjusting task difficulty, and allocating more time for interaction. In particular,
they observed how tasks encouraged negotiation of meaning among learners. Negotiation of meaning
and communicative interaction are widely recognized as processes that facilitate language
development (Long, 2015). During task implementation, learners often asked for clarification,
reformulated ideas, or paraphrased expressions in order to maintain communication, demonstrating
how tasks create opportunities for active language use.

Another insight emerging from the project was the discrepancy between planned lesson
designs and actual classroom implementation. While the graduate students designed their tasks based
on theoretical principles of TBLT, classroom implementation revealed the complexities involved in
translating these principles into practice. As noted in previous discussions of communicative and task-
based pedagogy (Ellis, 2003; Long, 2015), classroom interaction is dynamic and often unpredictable.
Graduate students observed that learner interpretation of instructions, time constraints, and varying
levels of participation influenced how tasks unfolded during the lessons. These discrepancies between
planned and enacted lessons became valuable learning opportunities, encouraging students to consider
how teaching strategies must be adapted to the realities of classroom interaction.

7. Conclusion

This paper shares a collaborative task-based language teaching (TBLT) project conducted in a
graduate-level applied linguistics course in which graduate students designed and implemented task-
based lessons for undergraduate English learners at Osaka University. Through the process of lesson
design, peer discussion, classroom implementation, and post-lesson reflection, graduate students
engaged directly with its key principles by connecting theories to practice. By participating in
authentic classroom implementation, the graduate students were able to observe how planned tasks
functioned in real teaching contexts and to critically examine the relationship between learning
objectives and outcomes. While TBLT is theoretically appealing, its implementation continues to
present challenges. Tasks need to be cognitively appropriate, pedagogically coherent, and aligned with
learners’ proficiency levels and classroom realities, and constraints such as time limitations also need
to be considered.

Several limitations of this project need to be acknowledged. This project involved a small
number of graduate students and was conducted within a single course context, which limits the
generalizability of the findings. In addition, the implementation involved only three classroom lessons
and relied on limited data collected from learner surveys and homework submissions. Future
collaborative projects could expand this approach by incorporating larger cohorts of graduate students
across different courses or programs. Cross-course collaboration could allow students of different
areas of applied linguistics to jointly design and implement lessons, thereby enriching their learning
experience and perspectives. Future research could also benefit from expanded data collection,
including multimodal classroom observations and more systematic learner feedback. Such data would
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allow deeper analysis of how tasks are enacted in classroom settings and how learners engage with
their tasks, and further contribute to research and practice in TBLT.
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From Task Engagement to Task Worthwhileness:

Toward Activity-Specific Yarigai from an Ikigai Perspective

KANAZAWA, Yu

Abstract

This paper argues for the need to distinguish domain-general Academic Yarigai from activity-specific
yarigai in educational research and proposes the Activity-Specific Yarigai-9 Scale (ASYS) as a task-
level complement to the Academic Yarigai-9 Scale (AY'S; Kanazawa, 2025a). Academic Yarigai offers
an integrative account of meaningful academic experience by bringing together intrinsic fulfillment,
intellectual stimulation, personal growth, social contribution, flow, recognition, overcoming
challenges, real-world relevance, and purpose of learning. Yet the original framework also repeatedly
emphasizes immediate and task-related fulfillment, suggesting that yarigai is not only a broad
academic orientation but also a situated experience arising from particular activities. To develop this
argument, the present paper draws on research on task engagement, which treats engagement not
merely as a stable disposition but as learners’ involvement in a specific task or series of tasks. Recent
work has shown that engagement may have both trait-like and state-like qualities and that task-level
measurement is necessary for understanding how learners’ involvement varies dynamically across
activities and contexts. In light of this, the paper introduces the ASYS as a task-level indicator of
whether a specific activity is perceived as enjoyable, supportive of growth, socially meaningful,
challenging yet fulfilling, relevant beyond the classroom, and aligned with broader personal goals. It
also presents preliminary empirical findings from Japanese undergraduate learners of English. Across
three administrations, the ASYS demonstrated satisfactory internal consistency, differed significantly
among three active learning tasks, and showed strong correlations with task engagement on each
occasion. Mean ASYS scores were also moderately related to the domain-general AY'S and to foreign
language enjoyment, while showing no significant association with broad classroom engagement.
These findings suggest that the ASYS may serve as a promising measure of task worthwhileness and
a meaningful companion construct to task engagement.

1. Introduction

In applied linguistics and educational psychology, constructs such as engagement, motivation,
enjoyment, flow, and well-being have often been discussed in parallel rather than within one unified
framework. Kanazawa (2025a) proposes Academic Yarigai as an integrative construct that brings these
strands together under a more meaning-centered account of educational experience. In the framework,
Academic Yarigai is presented as a way of holistically capturing learners’ intrinsic fulfillment, personal
growth, social contribution, and real-world relevance, thereby addressing aspects that existing
frameworks only partially capture (Figure 1).

A particularly notable move in Kanazawa’s (2025a) framework is the application of ikigai via
the construct of yarigai. Whereas ikigai refers to a broader sense of meaning or purpose in life, yarigai
is narrower, more specific, and more closely connected to meaningful activity, effort, or role
performance. The concept centers on “something worth doing,” and is therefore more directly linked
to the lived experience of action than to purpose at the level of life as a whole (Kemp, 2026). This
conceptual distinction is not without methodological consequence. If yarigai is grounded, at least in
part, in concrete and meaningful activity, then it should be possible—and theoretically desirable—to
assess it not only at the level of academic life in general, but also at the level of a specific activity.

The existing Academic Yarigai-9 Scale (AYS) is a major step toward operationalizing this
construct. However, the original scale is primarily suited to capturing personality trait-like tendencies
and whether students experience their academic work in general as worthwhile, meaningful, and
fulfilling. It is less suited to capturing how such experiences may vary across tasks within the same
learner. In real educational contexts, one discussion activity may be experienced as highly meaningful,
another as simply routine, and a third as challenging yet deeply rewarding. This kind of variation is
not trivial; it sheds light on an important aspect of how learners relate to educational activity itself.

This paper argues that Academic Yarigai should be complemented by a more activity-specific
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measure. Drawing on the logic of task engagement research, I propose the Activity-Specific Yarigai-
9 Scale (ASYYS) as a task- and activity-level extension of the original Academic Yarigai framework.
The ASYS is not intended to replace the AY'S, but rather to complement it by capturing the learner’s
immediate sense that a given activity was worth doing.

Sense of Purpose Curiosity &

in Learning - Intellectual
Stimulation

Application &

RRe a//-‘l/z(/ro];"/d | ' Personal Growth &
" Self~-Development i
Overcoming Well-being
Challenges Social Contribution
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Appreciation Flow

Figure 1. Academic Yarigai
Note. Adapted from “Academic Yarigai” (Y. Kanazawa), Researchmap ( https://researchmap.jp/yu-kanazawa/yarigai ).

2. Academic Yarigai as an Integrative, Situated, and Value-Laden Construct

Kanazawa (2025a) proposed Academic Yarigai as a response to conceptual fragmentation in
educational research. Rather than treating engagement, motivation, enjoyment, and well-being as
discrete constructs, the Academic Yarigai framework brings them together within a more integrated
account of learners’ subjective sense of worthwhileness and meaningful fulfillment in academic
activity (Kanazawa & Arriagada, 2026). This step is especially significant in relation to engagement,
as the framework argues that conventional engagement models, although valuable, often do not fully
address whether learners genuinely feel that academic work is worth doing.

In this respect, Academic Yarigai is not reducible to engagement. Whereas engagement research
often emphasizes behavioral, cognitive, emotional, and social participation, Academic Yarigai
includes these while also foregrounding intrinsic fulfillment, curiosity, personal growth, social
contribution, recognition, real-world relevance, and sense of purpose. It therefore offers a more
explicitly value-laden and meaning-centered account of academic experience.

Academic Yarigai may also be clarified through the distinction between hedonic and
eudaimonic aspects of experience (Huta & Ryan, 2010; Kanazawa, 2019/2024). A hedonic perspective
emphasizes enjoyment, pleasure, and immediate positive feeling, whereas a eudaimonic perspective
emphasizes growth, excellence, meaning, authenticity, and contribution. Academic Yarigai appears to
integrate both hedonism and eudaimonia. It includes hedonic elements such as enjoyment and
absorption, but it also includes eudaimonic elements such as personal growth, social contribution, real-
world relevance, and purpose. Framed in this way, yarigai is not simply about liking an activity; it is
about experiencing that activity as both enjoyable and worth pursuing. This distinction also resonates
with the Deep Epistemic Emotion Hypothesis (DEEH), which suggests that deeper intellectual
acquisition and engagement are often supported by epistemic emotions such as curiosity, surprise, and
confusion rather than by hedonic enjoyment alone (Kanazawa, 2025b). From this perspective, a task
may be experienced as worthwhile not only because it is pleasant, but also because it provokes
intellectually meaningful disequilibrium and invites further exploration.

Significantly, the original Academic Yarigai framework is not purely domain-general. It
repeatedly emphasizes immediate experiential fulfillment, task-specific experiences, and learners’
practical engagement with academic activities. This point is crucial because it suggests that the move
toward activity-specific measurement is not an external addition imposed on the construct. Rather, it
develops a situated aspect already present in the original theory.
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The implication, prima facie, appears straightforward. If Academic Yarigai partly emerges
through concrete learning activities, then domain-level measurement alone may be insufficient. A
broader scale can indicate whether learners generally find academic life meaningful, but it may not
capture how that sense of meaning is distributed unevenly and dynamically across tasks and actual
occasions (Whitehead, 1929). To address that gap, a task-level complement is needed.

3. Insights From Task Engagement Research

A useful analogy can be found in the literature on task engagement. In recent second language (L2)
research, engagement is not treated only as a stable learner trait or general classroom disposition.
Instead, researchers increasingly conceptualize task engagement as learners’ involvement in a specific
task or series of tasks. Hiver et al. (2025), for example, define L2 task engagement in terms of how
learners focus on, interact within, and learn from a particular task, emphasizing the amount, intensity,
and quality of learners’ integrated cognitive, social, emotional, and agentic effort.

This task-level orientation has key implications. Task engagement research has shown that
engagement may have both trait-like and state-like qualities. Some learners may display relatively
stable engagement tendencies, but their actual involvement can also vary significantly depending on
the task, context, and moment of performance. Philp and Duchesne (2016) likewise emphasize that
engagement should be understood at different levels of analysis and note that, at the level of activity,
engagement concerns learners’ involvement in a specific classroom task rather than engagement in
school or class more broadly. They further describe engagement as a state of heightened attention and
involvement that is reflected across cognitive, behavioral, social, and emotional dimensions. That
logic can be extended to Academic Yarigai. Just as engagement can be considered both generally and
task-specifically, so too can yarigai be considered both as a broad academic orientation and as an
immediate experience tied to a specific activity.

This distinction becomes clearer when viewed through expectancy-value approaches to
motivation. In situated expectancy-value theory, task value is not fixed, but context-sensitive and
closely linked to the activity and situation in which learners act (Eccles & Wigfield, 2020). From this
perspective, ASYS may be understood as extending subjective task value into a broader measure of
task worthwhileness—one that includes not only enjoyment and usefulness, but also challenge-based
accomplishment, contribution to others, recognition, and long-term purpose.

A similar point can be made from the perspective of self-determination theory (Ryan & Deci,
2020). If autonomy-supportive, competence-building, and relationally meaningful activities are more
likely to be experienced as self-endorsed and worthwhile, then ASYS may be understood as capturing
how such activities are appraised by learners at the level of concrete task experience.

This does not mean, however, that the ASYS is merely a relabeling of an existing task
engagement scale. Task engagement measures usually focus on how learners are involved in a task.
Zare and Derakhshan (2025), for example, proposed a multidimensional model including emotional,
agentic, behavioral, social, and cognitive engagement. These dimensions are useful for describing the
form and degree of participation, but they do not fully capture whether the activity was experienced
as worthwhile, personally meaningful, or purpose-linked.

This distinction is fundamental. If task engagement asks, in effect, “How engaged was the
learner in this task?”, then activity-specific yarigai asks, “Why did this activity feel worth doing?” The
two constructs are adjacent but not identical. Task engagement emphasizes the quality of involvement,
whereas activity-specific yarigai emphasizes worthwhileness, growth, meaning, and purpose.
Accordingly, the ASYS may be understood as a value- and meaning-centered companion construct to
task engagement.

Task engagement research also provides methodological support for the proposed instrument.
Hiver and Dao (2025) argue that self-report and discourse-analytic measures capture different
dimensions of engagement and should not be expected to converge perfectly. Self-report measures
provide an emic account of learners’ subjective experience, whereas observational or discourse-based
measures offer more external indicators of behavior. Because yarigai centrally concerns perceived
value, meaningfulness, and fulfillment, self-report is a particularly suitable starting point for ASYS,
even if future validation should also consider triangulation with behavioral or interactional indicators.

4. Why the AYS Alone Is Not Enough
The AYS remains a foundational scale, but several reasons support the need for an activity-specific
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complement. First, the distinction between broader and more task-specific levels of analysis is
increasingly visible in adjacent work on task engagement, where learner experience is treated as
unfolding across nested levels of specificity and timescale rather than residing at a single level of
abstraction; however, Hiver et al. (2025) also emphasize that the conceptualization and measurement
of these levels remain underdeveloped. By analogy with task engagement, Academic Yarigai may
likewise be conceptualized across levels, with a broad academic orientation at the domain level and a
more immediate appraisal of worthwhileness at the activity level.

Second, the AYS mainly captures whether learners experience academic study in general as
fulfilling and meaningful. It does not directly target the specific activity just completed. As a result, it
is less sensitive to within-person dynamic variation across tasks. Third, task engagement research
suggests that features of task design matter. Differences in interaction pattern, challenge level,
relevance, autonomy, and collaboration can substantially shape learners’ experience. This point is also
supported by Egbert et al.’s (2021) evidence-based model, which identifies authenticity, social
interaction, learning support, interest, autonomy, and challenge as key facilitators of language task
engagement. If task characteristics systematically shape engagement, they are also likely to shape
whether learners experience an activity as worthwhile, fulfilling, and yarigai-generating. Fourth, the
original Academic Yarigai framework already gives conceptual priority to immediate and task-related
fulfillment. A measurement model that remains only domain-general risks muting this situated core.
For these reasons, a task-level instrument is needed. The AY S can indicate whether a student generally
experiences academic life as worthwhile, whereas the ASYS can indicate whether a specific activity
was experienced as worth doing.

5. The Proposed Activity-Specific Yarigai-9 Scale

The Activity-Specific Yarigai-9 Scale (ASYS) is proposed as a task-level complement to the AYS. It
retains the same broad conceptual scope while shifting the unit of analysis from academic study in
general to the specific activity just completed. This preserves theoretical continuity with Kanazawa’s
(2025a) framework and its preceding Ikigai-9 framework (Fido et al., 2020) while increasing
sensitivity to situated fluctuations in learners’ experiences.

More specifically, ASYS is intended to assess the learner’s appraisal that a particular activity
was worth doing. This appraisal is not confined to enjoyment or engagement alone. Rather, it integrates
multiple dimensions of task worthwhileness, including intrinsic enjoyment, cognitive and skill growth,
personal development, contribution to others, absorbed involvement, recognition, challenge-based
accomplishment, real-world relevance, and goal alignment. The correspondence between the AY'S and
the ASYS can be summarized as follows.

The original AY'S Item 1, which concerns Intrinsic Fulfillment in academic study, corresponds
to ASYS Item 1, This activity was enjoyable and engaging. The shift here is from a general academic
orientation to immediate task experience.

AYS Item 2, relating to Curiosity & Intellectual Stimulation, corresponds to ASYS Item 2, This
activity provided new knowledge or improved my skills in a meaningful way. This preserves the idea
of intellectual and skill-related development, but grounds it in a specific activity.

AYS Item 3, focused on Personal Growth & Self-Development, corresponds to ASYS Item 3,
This activity contributed to my personal growth and confidence.

AYS Item 4, which addresses Social Contribution, corresponds to ASYS Item 4, This activity
had a positive impact on others or helped me collaborate effectively.

AYS Item 5, relating to Engagement & Flow, corresponds to ASYS Item 5, I was deeply
engaged in this activity and lost track of time.

AYS Item 6, concerning Recognition & Appreciation, corresponds to ASYS Item 6, [ feel that
this activity was valuable because it was recognized by teachers, peers, or colleagues.

AYS Item 7, dealing with Overcoming Challenges, corresponds to ASYS Item 7, This activity
was challenging at times, but I felt a strong sense of accomplishment afterward.

AYS Item 8, addressing Application & Real-World Relevance, corresponds to ASYS Item 8§, /
can see how what I learned from this activity can be applied in real-life situations.

Finally, AYS Item 9, concerning Sense of Purpose in Learning and alignment with broader aims,
corresponds to ASYS Item 9, This activity aligns with my long-term goals or personal aspirations.

Collectively, these adaptations preserve the multidimensional structure of Academic Yarigai
while operationalizing it in situ and in concreto, at the level where learners may experience it most
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vividly: the specific activity.

6. Preliminary Empirical Evidence for the ASYS

6.1 Method

Participants were Japanese undergraduate learners of English enrolled in English classes at a Japanese
university. Questionnaire participation was voluntary and conducted in accordance with relevant
ethical procedures. Only participants who completed all required questionnaires across all
administrations were included in the analyses. The final analytic group consisted of 58 students.

Data were collected across three task administrations plus one end-of-semester administration.
At the end of each of three different active learning tasks, participants completed the ASY'S (this study)
and the Engagement Scale for Task Performance (Toyama, 2018). At the end of the semester,
participants completed the AY'S (Kanazawa, 2025a), a classroom engagement scale (Eerdemutu et al.,
2024), a foreign language enjoyment and anxiety questionnaire (Xethakis et al., 2022). This design
made it possible to examine whether ASYS functioned as a task-sensitive measure while also assessing
its links with broader, domain-level constructs.

The central measure was the Activity-Specific Yarigai-9 Scale (ASYS), administered after each
of the three active learning tasks. The Academic Yarigai-9 Scale (AYS) served as a domain-level
comparator. Task engagement was assessed after each task using Toyama’s (2018) scale, which
includes emotional, behavioral, state, and cognitive engagement subscales. At the end of the semester,
participants also completed measures of classroom engagement, foreign language enjoyment, and
foreign language anxiety.

Preliminary validation evidence for the ASYS was examined in four ways. First, internal
consistency was assessed using Cronbach’s alpha. Second, repeated-measures analyses were
conducted to determine whether ASYS scores varied across the three activities. Third, convergent
validity was examined through correlations with task engagement at each occasion and across mean
scores. Fourth, conceptual continuity and distinctiveness were examined through correlations with the
AYSS, classroom engagement, foreign language enjoyment, and foreign language anxiety.

6.2 Results and Discussion

Internal consistency estimates were satisfactory for the central measures. Cronbach’s alpha was .85
for the AYS, .87 for ASYS in Activity 1, .89 for ASYS in Activity 2, and .92 for ASYS in Activity 3.
Reliability was also high for the comparator measures, including classroom engagement (o = .87),
foreign language enjoyment (o = .94), foreign language anxiety (o = .85), and task engagement across
the three activities (as = .92, .95, and .96, respectively). Corrected item-total correlations for the AY'S
ranged from .41 to .83, whereas those for the ASYS ranged from .47 to .81 in Activity 1, .51 to .84 in
Activity 2, and .55 to .82 in Activity 3.

Descriptive statistics showed that ASYS scores differed across the three activities, with means
0f29.28 (SD =6.01) for Activity 1, 27.55 (SD = 6.46) for Activity 2, and 24.66 (SD = 7.29) for Activity
3. Task engagement totals likewise varied across activities, with means of 91.84 (SD = 13.57), 85.21
(SD=17.80), and 79.34 (SD = 18.89), respectively. Across the three activity administrations, the mean
ASYS score was 27.16 (SD = 5.75), and the mean task engagement score was 85.47 (SD = 14.87). For
the broader, end-of-semester measures, the AYS total had a mean of 35.48 (SD = 4.98), classroom
engagement had a mean of 31.05 (SD = 5.60), foreign language enjoyment had a mean of 50.40 (SD
=9.97), and foreign language anxiety had a mean of 23.07 (SD = 6.39).

A repeated-measures ANOVA showed that ASYS scores differed significantly across the three
activities, F(2, 114) = 19.73, p <.001, np* = .26. Bonferroni-adjusted paired-samples ¢ tests indicated
significant differences between Activity 1 and Activity 2, #(57) = 2.75, p = .024, dz = 0.36, between
Activity 1 and Activity 3, #(57) = 5.42, p < .001, dz = 0.71, and between Activity 2 and Activity 3,
#(57)=13.95,p <.001, dz=0.52. Task engagement also differed significantly across the three activities,
F(2,114) =23.30, p <.001, np? = .29. Bonferroni-adjusted paired-samples ¢ tests showed significant
differences between Activity 1 and Activity 2, #(57) = 3.54, p = .002, dz = 0.46, between Activity 1
and Activity 3, #57) = 6.15, p <.001, dz = 0.81, and between Activity 2 and Activity 3, #57) = 3.76,
p =.001, dz=0.49. These results can be interpreted to indicate that both ASYS and task engagement
were sensitive to differences across activities.

As expected, ASYS was strongly and positively associated with task engagement at each
measurement occasion. The correlations between ASY'S and task engagement total scores were 7(56)
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= .66, p < .001, for Activity 1; n(56) = .78, p < .001, for Activity 2; and r(56) = .65, p < .001, for
Activity 3. The correlation between participants’ mean ASY S score across the three activities and their
mean task engagement score was also strong, 7(56) = .76, p < .001.

Correlations with the task engagement subscales were consistently positive. For Activity 1,
ASYS was associated with emotional engagement, #(56) = .52, p <.001, behavioral engagement, 7(56)
= .46, p < .001, state engagement, »(56) = .51, p < .001, and cognitive engagement, r(56) = .55, p
<.001. For Activity 2, the corresponding correlations were 7(56) = .71, p <.001, 7(56) = .60, p < .001,
r(56)=.62, p <.001, and (56) = .69, p <.001, respectively. For Activity 3, the correlations were (56)
=.60, p <.001, n(56) = .44, p < .001, #(56) = .53, p <.001, and #(56) = .63, p <.001, respectively.

To examine links with broader related constructs, correlations were calculated between the
mean ASYS score and the AYS, classroom engagement, foreign language enjoyment, and foreign
language anxiety. Mean ASYS was positively associated with the AYS, #(56) = .43, p < .001, and
foreign language enjoyment, #(56) = .47, p < .001. This pattern suggests that activity-specific yarigai
is meaningfully related to positive task experience, but is not reducible to enjoyment alone. In other
words, learners may find an activity enjoyable and still differ in the extent to which they experience it
as growth-promoting, purposeful, socially meaningful, or worth sustained effort.

Mean ASYS also showed a weak positive association with foreign language anxiety, 7(56) = .30,
p =.021, but was not significantly associated with total classroom engagement, #(56) = .21, p =.109.
Although the positive relation with anxiety may seem counterintuitive and should be interpreted
cautiously, it is not necessarily inconsistent with the broader literature on L2 anxiety. Recent work has
noted that anxiety is often detrimental to the quality of L2 learning and performance, yet can also
function as a motivational force in goal pursuit by heightening vigilance, effort, and action readiness
under conditions of perceived obligation, challenge, or possible negative consequences (Papi &
Khajavy, 2023). From this perspective, the present preliminary finding may indicate that activities
experienced as worthwhile are not always comfortable or purely pleasant; they may also be
experienced as demanding and effortful. This interpretation is broadly compatible with recent calls to
distinguish among different forms of L2 anxiety, including task-specific anxiety and goal-pursuit
anxiety, rather than treating anxiety as a uniformly negative construct. When examined separately for
each activity, ASYS correlated with the AYS at #(56) = .25, p = .054, for Activity 1, #(56) = .41, p
=.002, for Activity 2, and (56) = .45, p <.001, for Activity 3.

Overall, these findings offer preliminary support for the ASY'S as a construct that is closely tied
to task-level engagement and moderately associated with domain-level Academic Yarigai, while not
being reducible to broad classroom engagement tendencies.

7. Implications for Research and Pedagogy

The proposed ASY'S has potential value for both research and practice. For research, it could support
comparisons across task types, repeated-measures designs, and studies examining links with task
engagement, task motivation, subjective task value, epistemic emotions, boredom, and learning
outcomes. It may be especially useful in designs that distinguish within-person fluctuations from
between-person tendencies, thereby clarifying whether learners differ mainly in their general level of
academic yarigai, in their sensitivity to task features, or in both. Another important implication is about
measurement. Because task engagement research has shown that self-report, observational, and
discourse-analytic approaches may capture different aspects of learners’ task experience, ASYS ought
not to be understood as a stand-alone substitute for other approaches to task analysis. Rather, it is best
viewed as an emic measure of perceived worthwhileness that can be triangulated with participation
patterns, interactional behavior, and performance outcomes in future studies.

For pedagogy, the ASYS could function as a diagnostic and reflective tool for evaluating task
design. Teachers often know whether students participated in an activity, but not whether students
experienced that activity as meaningful, growth-promoting, socially relevant, or aligned with personal
aims. The ASYS offers a way to assess not only engagement, but also whether learners regard an
activity as genuinely worth doing. In this respect, it responds to a practical problem noted by
Kanazawa and Kemp (2025): although constructs such as motivation, enjoyment, flow, and learner
identity have become increasingly differentiated in research, these distinctions may be difficult for
teachers to use in everyday classroom practice. By contrast, Academic Yarigai provides a more
pragmatic, integrated lens through which teachers and learners can reflect on whether a task feels
fulfilling, intellectually stimulating, purposeful, and worthwhile. Kanazawa and Kemp (2025) further
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suggest that the nine dimensions of Academic Yarigai may be understood not simply as separate
components, but as “nine gates” into a holistic sense of yarigai. From this perspective, the ASYS may
help teachers identify which dimensions are present or missing in a given activity and thereby support
the design of learning experiences that foster not only immediate engagement, but also more
sustainable and multifaceted forms of motivation and well-being.

8. Future Agenda: Validation and Applications

As the ASYS is proposed here as a conceptual and preliminary measurement framework, further
empirical development remains essential. Future studies should examine content validity, conduct
cognitive interviews, investigate internal consistency across broader samples, and test convergent,
discriminant, and predictive validity. It will also be important to determine whether the ASY'S is best
treated as a unidimensional index of overall activity-specific yarigai, a multidimensional profiling tool,
or both, depending on the intended use. Further work should also test the scale across different task
types, educational settings, and learner populations. In addition, triangulation with behavioral,
observational, or discourse-based indicators may clarify how perceived yarigai relates to task
participation and performance. The present positive association with foreign language anxiety should
also be examined further, as it may reflect the possibility that worthwhile activities are not always
comfortable, but can also be experienced as challenging or effortful.

Beyond psychometric refinement, the ASYS also opens up a broader research and practical
agenda. In educational settings, the scale may be used to examine how different forms of learning
activity—such as group work, project-based learning, extensive reading, presentations, and
discussions—yvary in the degree to which they generate yarigai for learners. Such applications would
allow researchers and teachers to move beyond asking whether students are merely engaged and
instead pay mindful attention to which activities are experienced as genuinely worth doing.

The ASY'S may also be extended beyond formal education. In workplace settings, for example,
it could be used to evaluate which job-related tasks are experienced as most fulfilling, growth-
promoting, or meaningful for employees. This may be especially useful in research on motivation,
work design, professional development, and occupational well-being. Similarly, in the domain of
personal hobbies, extramural activities, and skills training, the ASYS may help assess how meaningful
different activities—such as music, sports, art, coding, or writing—feel to individuals, thereby
providing a way to examine activity-specific fulfillment beyond institutional contexts.

Another promising direction concerns cross-cultural research. Because yarigai is originally a
culturally grounded concept with potential relevance beyond Japanese contexts, future studies could
investigate how people in different cultural settings interpret and experience yarigai in relation to
specific activities. Such work would not only test the broader applicability of the ASYS, but also
contribute to comparative research on meaning, motivation, and worthwhileness across cultures.

Seen in the round, these directions suggest that the ASYS is not only a promising measurement
tool for validating activity-specific Academic Yarigai, but also a potentially versatile framework for
exploring how people experience different activities as enjoyable, meaningful, and worthy of sustained
effort across educational, professional, personal, and cultural domains.

9. Conclusion

Academic Yarigai has made a contribution by showing that learning should be understood not only in
terms of engagement or motivation, but also in terms of meaningful fulfillment and worthwhileness.
The next step is to measure these qualities at the level of the specific activity. Drawing on the logic of
task engagement research, the present paper has argued that activity-specific yarigai deserves separate
conceptualization and has proposed the Activity-Specific Yarigai-9 Scale (ASYS) as a task-level
complement to the original AYS. More broadly, the proposed ASYS invites a shift from asking only
whether learners are engaged in a task to asking whether they experience that task as valuable,
meaningful, and worth sustained effort. The preliminary empirical evidence reported here suggests
that ASYS may help researchers and teachers better understand not only whether learners participate,
but whether they experience an activity as genuinely worth doing.
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Appendix. Activity-Specific Yarigai-9 Scale (ASYS)

Item Dimension
1. This activity was enjoyable and engaging. Intrinsic Fulfillment
2. This activity provided new knowledge or Curiosity & Intellectual Stimulation

improved my skills in a meaningful way.

3. This activity contributed to my personal growth  Personal Growth & Self-Development
and confidence.

4.  This activity had a positive impact on others or Social Contribution
helped me collaborate effectively.
5. I'was deeply engaged in this activity and lost Engagement & Flow
track of time.
6. I feel that this activity was valuable because it Recognition & Appreciation

was recognized by teachers, peers, or colleagues.

7.  This activity was challenging at times, but I felta Overcoming Challenges
strong sense of accomplishment afterward.

8. I can see how what I learned from this activity Application & Real-World Relevance
can be applied in real-life situations.

9.  This activity aligns with my long-term goals or Sense of Purpose in Learning
personal aspirations.

Instructions. Please indicate the degree to which you agree with each statement regarding the
specific activity you have just engaged in, using a 5-point Likert scale (1 = Strongly Disagree, 5 =
Strongly Agree).
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Promoting Diversity, Equity, and Inclusion through Pedagogical
Translanguaging: A Practical Suggestion

Kim Miso
Abstract

This working paper explores how pedagogical translanguaging can promote diversity, equity, and
inclusion (DEI) awareness in college-level English classrooms in Japan, and provides practical
suggestions grounded in translingual identity-as-pedagogy. Pedagogical translanguaging encourages
teachers and students’ full deployment of all participants’ meaning-making repertoires without
adhering to so-called ‘native-like’ varieties of English. Drawing on translingual identity-as-pedagogy,
this paper demonstrates how teachers can reflect on their transnational lived experiences and identities
and strategically integrate them into classroom practice to promote pedagogical translanguaging and
DEI awareness. It presents a set of questions for implementing pedagogical translanguaging, followed
by a three-week sample module that guides students through reflection on Japanese language varieties,
family languages and identity, and culminates in presentations exploring how language shapes their
sense of self.

KT —=F v 7= =3 HROKFPRFHEZE ST, BB 7 v AT v =2 v o
ED XS IcHEkE. A AEMEOEDOEBERETE 222 L, P TV RI VA
N eTATYTATA TR RV —THD RN R LR T 5, BN+ 7 v
ARTVT =V VTR, WbWE [ A4 T4 7] OXSBIEFIHHEONDL Ll AL
EDFFOETDIIa=s—va v - L= ) —%EHT 2 2 L% RT, AFwLTiE, b
FUVRANVVYIN TATFYT AT 4 TR _REITYP—HOE, HBEAHHD L7 v 2
CatANBRERET AT VT AT A RRDVIRYD . 20D BEIEICHEIRICEY AhS &
T, BN FZ v RT vy =Y v e DEl BilkaRiET 2 7% Rn T, BN v R 7
V=V v S OEEBO O OEMEIRIR L, I b1, FEPHAEO SIEAHESCRKEND S
HMETATVYTATALOWTEHEL, SHEPHOERICE SWET 202 RET 7L
Xy T —vav~eHETS3BEMOEY 2 — Al ZRRitET 5,

1. Introduction
The purpose of this working paper is to argue for the importance of implementing pedagogical
translanguaging (Cenoz & Gorter, 2020, 2021) based on teachers’ translingual identities and to present
a set of sample strategies and activities for promoting DEI in college-level English language education
(ELE) classes in Japan. The current English curriculum in Japan puts great emphasis on improving
Japanese students’ communicative competence (MEXT, 2018) to prepare the students for a globalized
society. However, such preparation requires not only language skills, but also a translingual disposition
to interact with multilinguals from diverse backgrounds (e.g., gender, race, ethnicity, and culture)
(Canagarajah, 2017). In learning how to “negotiate meanings with greater inclusiveness and fairness”
(Canagarajah, 2017, p. 46), the students will be able to participate more skillfully and ethically in
border-crossing communications.

This working paper first outlines the affordances of pedagogical translanguaging for promoting
DEI awareness and deploying the students’ full meaning-making repertoire in Japan. It then introduces
translingual identity-as-pedagogy (Jain, 2022; Motha et al., 2012; Zheng, 2017), which guides how
teachers can draw on their translingual lived experiences and identities for informing their pedagogy.
Finally, this paper offers a set of guiding questions for promoting pedagogical translanguaging and a
three-week sample module that operationalizes these questions in a college-level ELE context in Japan.
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2. Literature Review

2.1 Pedagogical Translanguaging and DEI

Broadly conceived, translanguaging describes how people naturally communicate with all their
meaning-making repertoires (e.g., eye gaze, diverse linguistic codes, gesture, realia, pictures,
messages, emojis, etc) (Garcia & Li, 2014), as opposed to monolingual and monomodal ideologies
that limit communication to one language or modality. It allows students to develop new
communicative practices and integrate them into their meaning-making repertoire (Garcia & Li, 2014).
In pedagogy, translanguaging “is part of the lesson plan and has a pedagogical purpose” and “can be
designed at the phonetic, lexical, morphosyntactic, pragmatic and discourse levels and it can be
implemented in language classes and content classes including oral and written activities” (Cenoz &
Gorter, 2020, p. 3). In other words, pedagogical translanguaging is a purposeful and deliberate effort
to create a space by and for teachers and students to reach their full meaning-making capacity.

Facilitating pedagogical translanguaging can promote DEI awareness. According to Migliarini
and Stinson (2021), translanguaging practice “calls on teachers to presume competence of all students,
regardless of disability status or learning needs, for language learning and learning through language”
(pp- 714-715). Rather than prioritizing certain forms of English varieties, pedagogical translanguaging
encourages students’ use of their full meaning-making repertoires, regardless of their skin color,
gender, ability, first language, race, ethnicity, and socioeconomic background. Translanguaging sees
that “all students are competent and strategic language users” (Migliarini & Stinson, 2021, p. 714),
thereby calling on teachers to actively recognize all meaning-making resources and their transnational
experiences. In a translingual classroom, teachers can carve out a space for embracing and promoting
the use of multifarious meaning-making repertoires used by all groups of people; students can learn
how to make sense of messages that consist of diverse meaning-making resources and conveyed
through diverse modalities; and teachers and students can develop fluid, soft, and open-minded
attitudes to create and negotiate meaning.

Facilitating pedagogical translanguaging could be beneficial for ELE classroom in Japan for
the following reasons: (a) it encourages using all participants’ whole linguistic repertoires (Cenoz &
Gorter, 2020) expressed through diverse modalities, not merely limited to code-switching or code-
mixing (Canagarajah, 2013); (b) it sees the boundaries between meaning-making resources as soft,
fluid, and dynamic, and (c) it prioritizes employing translingual negotiation strategies, dispositions,
and attitudes over using standardized forms (Canagarajah, 2013). Pedagogical translanguaging helps
teachers redefine the goal of the classroom, from a classroom full of linguistic hierarchy and native-
speakerism to a place in which everyone’s repertoires flow naturally. In such a classroom, the learning
goal is to add English to the students’ meaning-making repertoire, not to force a so-called native-like
English variety. Pedagogical translanguaging affords the privilege of transgressing the boundaries to
both teachers and students.

2.2 Translingual Identity-as-Pedagogy
The ways in which teachers translanguage is inherently tied to the teachers’ lived experiences and
identities. In other words, the teachers’ lives are translated into their teaching practices. Extending the
studies of teacher identities to classroom practice, Morgan (2004) used identity-as-pedagogy, a
concept for using the image-texts of a teacher as pedagogical resources. For examples, he intentionally
performed the identities of a husband adept at housework to disrupt the students’ implicit gender
ideologies. Motha, Jain, and Tecle (2012), as women educators of color, tapped into their transnational
identities to complicate monolingual ideologies (e.g., teaching different pronunciations of tomato and
validating Indian English). Their study demonstrates that translingual teachers, who have reflected
upon and made sense of their identities in relation to power, can teach as transformative intellectuals
(Giroux, 1985) who are able to complicate the widely accepted ideologies of gender and language.
They further argue that it is “especially true for teachers whose identities do not mirror the majority
of the teaching force, whose identities are associated with complex image-texts, and whose students
may consequently react to them differently than to other teachers” (Motha et al., 2012 p. 24).
Translating teacher identities into pedagogy involves constant reflection and care. The teachers
may not feel safe and confident enough, or their practice may be interpreted against themselves. For
example, in Zheng’s (2017) study of two international teaching assistants (ITAs), one ITA actively
drew upon her translingual resources, whereas the other felt anxious and subscribed to the native-
speaker fallacy. Ore (2017), as a woman of color, recounted that “while all bodies are written into a

34



script, the script readily made available for brown and black bodies is one of devalued service” (p. 16).
As Asian female faculty in American Universities, Maecham et al. (2021) stated that it sounded like it
was their responsibility to share “multiple perspectives with a homogeneous body of student” and help
students “rethink take-for-granted assumptions and practices from a critical lens” (p. 632), even though
the American students doubt their expertise. The teachers’ comments illustrate the difficulties of
teaching with their identities — struggling with anxiety, challenging the script inscribed on their bodies,
and claiming authority — highlighting why constant reflection and care are essential for translingual
identity-as-pedagogy.

How can transnational teachers embrace their translingual repertoires, reflect upon their
identities and experiences, and strategically integrate them into their classroom? How can they carve
out a space safe for all, including the teachers themselves? In the following section, I first present a
set of questions for designing a classroom for pedagogical translanguaging that draws on the teachers’
identities and a three-week module that puts these questions into practice.

3. Bringing the Principles into Action

To carve out a space for pedagogical translanguaging, teachers need to consider three main aspects of
a classroom: Teachers themselves, students, and teaching materials and activities. Table 1 lists a set of
guiding questions for each of these agents.

Table 1. Guiding questions for promoting pedagogical translanguaging and DEI awareness

Teachers e What are my identities, lived experiences, and communicative repertoires?
How do I make sense of them?

e How do I want to integrate my identities into my teaching? How do I tap into
and build upon the students' experiences with languages?

e How much do I know about my students’ literacy backgrounds and
communicative repertoires? What strategies can I use to learn about their
backgrounds?

o  What stereotypes or biases might I have? How might they influence my
teaching, and how can I make them explicit?

Students e What are the students’ identities, lived experiences, and communicative
repertoires? How diverse are they?

e How can students explore their experiences with languages? What resources or
activities can help them critically reflect on these experiences and expand their
understanding?

e  What multimodal communication tools (e.g., video, audio, text, paper) are they
familiar with? In what settings do they feel comfortable to express themselves
(e.g., individual, pair, group, online, face-to-face)?

Teaching e Do the materials presuppose that a so-called ‘native’ variety is superior? If yes,
materials how can I provide a different perspective? Who appears in the materials? What
and groups (e.g., race, ethnicity, gender, class) are (under)represented in the
activities teaching materials?

e How can the materials be connected to the students’ lived experiences with
language? How can the activities facilitate the use of the students’ whole
linguistic repertoire?

4. A Three-Week Module: Sample Activities

In this section, a three-week module developed based on the set of questions above is presented. It is
intended for college students in a classroom of 20-30 students, most of whom are at the upper-
intermediate level.

The theme of this module is “language & identity,” a three-week lesson on exploring how their
languages influence themselves. It begins with a short introduction on language in Week 1, which
leads to activities reflecting on their linguistic heritages and the relationship between language and
behavior in Week 2. The module concludes with a five-minute pair presentation, illustrating how their
first language (e.g., Kansai dialect) and English shaped their senses of themselves. Table 2 summarizes
the contents of each lesson and activity, followed by an explanation of how this module addresses the
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questions in Table 1.

Table 2. A sample three-week module

Week | Activities Materials
1 1. Language varieties TED-Ed video
e  Warm-up: Responding to two open-ended questions on the | on “what
differences between a language and a dialect, and Kansai dialect | makes a
and other dialects in Japan language... a
e Video: Watching the TED-Ed video with English subtitles language?” by
e Comprehension check: Working on multiple-choice questions on | Hilpert (n.d.)
the video using Wayground (an online tool for solving multiple-
choice questions in competition)
e Discussion: Writing responses on the topics of English varieties
(e.g., Standard English, Nigerian English, Malaysian English,
Japanese English) and linguistic discrimination on Canva docs
(an online document editor)
2. Family languages A New York
e  Warm-up: Talking about their ways of speaking at home and their | Times article
accents on family
e Reading: Reading selected passages on multilingual students’ languages by
thoughts on their heritage languages and cultures The Learning
e Writing a response: Summarizing the main points of the passages | Network
and briefly sharing what they felt after reading them on Canva | (2023)
docs
3. Language and action TED talk on
e  Video: Watching selected portions of the TED talk video on the | “Could your
influence of language on one’s action language affect
e Discussion: Comparing and contrasting English and Japanese, | your ability to
and sharing opinion on how languages influence actions save?” by Chen
(2012)
3 4. Final pair presentation
e Preparation: Preparing a one-page slide introducing how their
languages shape their thoughts, actions, and identities using
Canva (an online collaborative design tool)
e Presentation: Delivering a 3-minute presentation on their
languages using the slide and engaging in a 2-minute discussion
with their partner

4.1 Teachers

Translingual identity-as-pedagogy begins with teachers’ reflection. Addressing the questions in Table
1, I first laid out who I am before designing the module. I grew up speaking the Daegu dialect of
Korean, moved to Seoul and picked up the Seoul variety of Korean, studied abroad in Minnesota and
Pennsylvania in the United States, came to Tokyo and learned Japanese for the first time, and finally
settled in Osaka. The geographic migration has shaped my communicative repertoire—an
amalgamation of different varieties of Korean, English, and Japanese. Now I see myself as a trilingual
woman professor who always straddles the boundary between Korean, Japanese, and English, and
who tries to dismantle the myth of homogeneous Japan (Rudolph, 2023) and promote diversity
awareness in Japan.

Based on my experiences of living with diverse languages and varieties, I designed the Week 1
activity to tap into my students' experiences with the Kansai dialect, followed by the activity on
different varieties of English. The Week 2 activity on family languages came out of my experience of
interacting with multilinguals who navigate different languages at home and school, and the activity
on language and culture reflected my interest in comparing different languages. The culminating
activity, pair presentation in Week 3, is intended for synthesizing the students' experiences with
different varieties of English and Japanese and their reflections on how their languages shaped their
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senses of self.

I must admit that I did not know much about my students' literacy backgrounds. To learn about
their backgrounds, I purposefully invited them to talk about their experiences with dialects (Week 1)
and created activities on their home languages (Week 2), inviting them to talk about their literacy
backgrounds and learning from their responses.

I recognized a potential bias that students in Japan may not actively speak out in the classroom.
Acknowledging my bias, I designed various types of activity, aiming for engaging all students whether
they preferred to speak up actively or participate in other ways. The activities included simple
multiple-choice questions through Wayground, short answer questions on Canva docs, face-to-face
discussion in small groups, and pair presentations.

4.2 Students

My students' communicative repertoire includes their linguistic knowledge, experiences as language
learners and users, and communicative strategies (Cenoz & Gorter, 2021). Their responses on the
dialect activity (Week 1) and home language activity (Week 2) reveal that they have rich experience
with diverse varieties of Japanese at their homes, part-time workplaces, and schools, such as trying to
fit into the fixed image of a Kansai dialect speaker, learning about vocabulary unique to their region,
softening the tone of speech by strategically using a dialect, and intentionally using broken Japanese
to build in-group solidarity.

Drawing on their rich and diverse experiences with languages, the students engage with an
article on how multilingual students in the US navigate with their heritage languages (Week 2 reading
material). In this way, they appreciate the importance of knowing about their roots, home languages,
and cultures, rather than subsuming their heritage under so-called standard English. They explore how
their language influences their behaviors both consciously and unconsciously after watching a TED
talk on language and saving (Week 2 TED talk), discussing how linguistic structures, such as word
order, kinship terms, tense, and pronouns, influence their ways of thinking.

Lastly, the students can express themselves through various modalities in different settings.
They are already adept at using Wayground, Canva, and Canva docs for solving quizzes, designing
presentations, and editing documents, respectively. The multimodal options allow the students to
experiment with expressing themselves in different modes and settings, rather than sticking only to in-
class, face-to-face discussion.

4.3 Teaching Materials and Activities

ELT materials used in Japan are criticized for favoring the so-called 'native' variety of English, mainly
featuring the dialogues between a 'mative' speaker and a Japanese speaker (Takahashi, 2014).
Responding to the questions in Table 1, the module begins with a video introducing linguistic
discrimination faced by African American speakers of English (Week 1 video) and a question that asks
students to look for instances of linguistic discrimination in Japan. The materials in this module feature
diverse speakers of English, including posts written by multilingual students (Week 2 reading material)
and a TED talk featuring a Chinese speaker of English (Week 2 video).

While the materials are not explicitly made for students in Japan, the activities are designed to
facilitate the use of the students’ whole linguistic repertoire (Cenoz & Gorter, 2021), which consists
of their knowledge and experience with varieties of Japanese, English, and other languages. For
example, the students draw on their experience with Kansai dialect when they respond to the warm-
up question in Week 1: "What are the unique features of Kansai dialect, compared to other dialects in
Japan?" and they use their experience with Japanese English after watching the Week 1 video: "The
video talks about Standard British and American English, AAVE, Nigerian English, Malaysian English,
and many others. What are some features of Japanese English?" These questions allow the students to
relate their previous linguistic knowledge to the new materials on English. In doing so, they realize
that their first language is not an obstacle to learning a new language; rather, it is part of their whole
linguistic repertoire (Cenoz & Gorter, 2021).

5. Discussion and Conclusion

The questions and sample activities demonstrate how teachers can promote pedagogical
translanguaging for DEI awareness. The module realizes the benefits of pedagogical translanguaging
discussed earlier in three aspects. First, the module activates the students’ whole linguistic repertoires
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(Cenoz & Gorter, 2020), which include their knowledge about dialects, their first language, their
language experiences at home, and multimodal expression tools. As the students engage with the
materials and activities, they expand their linguistic repertoire by learning about different varieties of
English, writing about their opinions, discussing with peers, and delivering a small-group presentation.
Second, the module allows the teachers and students to utilize their meaning-making resources without
imposing a boundary. In other words, it does not enforce ‘English-only’ policy or prioritize certain
meaning-making resources; rather, it allows students to freely use verbal/written, Japanese/English,
linguistic/multimodal, online/offline resources without privileging one over the other. Lastly, it
cultivates everyone’s translingual dispositions that value criticality, collaboration, and strategies
(Canagarajah, 2013, 2017) by recognizing linguistic diversity, familiarizing themselves with different
Englishes, and reflecting on their relationship with their languages.

Using translingual identity-as-pedagogy (Motha et al., 2012), I developed and implemented this
module based on my transnational lived experiences and translingual repertoire. Perhaps teachers may
feel vulnerable, if not anxious, when critically reflecting on their identities and developing lessons
based on these reflections (Motha et al., 2012; Zheng, 2017). Vulnerability could be limiting; however,
through reflexive practice, it can foster resilience and well-being (Consoli & Ganassin, 2025) and
provide ground for decolonial teaching practices (Kim et al., 2025).

In conclusion, this working paper has discussed the benefits of facilitating pedagogical
translanguaging in ELE classrooms for promoting DEI awareness in Japan, and demonstrated how
teachers’ transnational identities and experiences can be used for designing and implementing learning
activities and lessons. To thrive in today’s multilingual workplace communication, students not only
need linguistic knowledge but also translingual disposition to interact with speakers from diverse
backgrounds. While developing students’ translingual disposition requires time (Canagarajah, 2017),
the first step toward this goal could be starting from where we stand as teachers — reflecting on our
identities and experiences.
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Cultivating Intellectual Conversations in an Elective English Course:

A Practical Pedagogical Report

Zaborska Schack Dorota

Abstract

At the centre of the course was the concept of intellectual conversations—dialogic exchanges in which
participants explore ideas, question assumptions, and deepen their understanding of a topic, others’
perspectives, and their own thinking through critical reasoning, humility, and attentive, sympathetic
listening. In this approach, classroom interaction is not framed as debate aimed at winning an argument
or defending predetermined positions. Rather, students are encouraged to use language as a means of
inquiry—to articulate emerging ideas, respond thoughtfully to others, and collaboratively construct
meaning. In this sense, intellectual conversations function both as a communicative practice and as a
pedagogical orientation guiding the design of classroom activities.

1. Introduction

This article presents a practical report on an Elective English course titled How to Have Intellectual
Conversations on Time Management, Priorities, and Wellbeing, offered to first-year students at the
University of Osaka. The course belongs to the category of Elective Foreign Language Courses, a
subject category available exclusively to students in the Faculty of Letters and the School of Human
Sciences. These courses are taken separately from the three other language-related categories in the
curriculum—First Foreign Language, Second Foreign Language, and Global Understanding. Each
academic year and semester, a range of elective courses with distinctive themes and approaches is
offered, and students are encouraged to consult individual course syllabi when selecting the courses
they wish to take. Within this framework, students choose one elective language per semester—one in
the spring—summer semester and one in the fall-winter semester—from the following options: English,
German, French, Russian, Chinese, Greek, or Latin (Center for Multilingual Education, 2024).

The present article constitutes the fifth report in the author’s ongoing series documenting
and reflecting on her pedagogical practice in the university classroom. The course was designed to
create opportunities for students to engage in intellectual conversations in English through the shared
reading of the non-fiction book Four Thousand Weeks by Oliver Burkeman, while encouraging
reflection on themes such as time, priorities, and wellbeing. Particular attention in this report is given
to students’ anonymous responses to an end-of-semester survey. By examining these responses
alongside a description of the course design, its pedagogical rationale, and the overall flow of the
fifteen-week semester—as recorded on the Microsoft Teams platform—the article seeks to illuminate
how students experienced the course and what kinds of learning gains they perceived.

The report concludes by briefly revisiting the conceptual and pedagogical framework of
intellectual conversations that informed the course design, highlighting how dialogic inquiry, attentive
listening, and collaborative meaning-making were intentionally integrated into classroom activities.
This concluding discussion connects the insights gained from students’ feedback with the broader
instructional principles underlying the course. In doing so, the article aims to contribute to ongoing
discussions about how language classrooms can become positive language learning environments,
spaces for intellectual engagement in which linguistic development and reflective thinking mutually
reinforce one another. It is hoped that the pedagogical approach described here may also offer practical
insights for language educators interested in fostering reflective dialogue and meaningful engagement
with ideas in the EFL classroom.

2. The Teaching Context
2.1 Course Design
The Elective English course How to Have Intellectual Conversations on Time Management, Priorities,

and Wellbeing was designed as a language—content integrated course in which English served not only
as the object of study but also as the medium through which students explored ideas about time,
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priorities, and personal wellbeing. The course centered on the shared reading of Four Thousand Weeks
by Oliver Burkeman. This text was selected because it invites readers to reconsider widely held
assumptions about productivity, time management, and the meaning of a finite human life. Its
reflective and philosophical tone made it particularly suitable for encouraging discussion of abstract
and personally meaningful themes while simultaneously challenging students to articulate complex
ideas in English.

The course was intentionally designed to promote what is conceptualized here as intellectual
conversations—dialogic exchanges in which participants explore ideas, question assumptions, and
deepen understanding through critical thinking, humility, and attentive listening. Rather than framing
classroom discussion as a debate in which participants attempt to defend predetermined positions,
students were encouraged to engage with one another’s perspectives in a spirit of inquiry and
collaborative meaning-making. The pedagogical design therefore emphasized not only linguistic
development but also interpersonal communication skills such as empathetic listening, reflective
thinking, and respectful engagement with differing viewpoints.

A distinctive feature of the course was its student-led structure. After initial orientation and
preparatory activities, students worked in small groups to interpret and present assigned chapters from
the course text. In this format, students did not merely report information but were expected to guide
their peers through the ideas in the text and facilitate interactive discussion. In doing so, they
temporarily assumed the role of lecturers or interpreters of the text, while their classmates participated
as active audience members contributing questions, reflections, and informed opinions. This structure
aimed to shift students’ roles from passive recipients of information to active contributors in the co-
construction of knowledge. At the same time, the use of the Microsoft Teams platform allowed
classroom interactions, written responses, and reflections to be documented and revisited throughout
the semester. In this sense, the course can be understood as an example of content-enriched language
instruction in which meaningful ideas serve as the catalyst for language use and intellectual
engagement.

Finally, the decision to use a full-length book as the core course text and to structure the
class around student-led lecture presentations was informed by the author’s previous pedagogical
experience with similar approaches, which had demonstrated their effectiveness in promoting student
engagement, reflective thinking, and collaborative dialogue in earlier courses (Zaborska, 2021;
Zaborska Schack, 2024).

Similarly, the choice of Four Thousand Weeks as the central course text was also informed
by the author’s long-standing interest in applying positive psychology and positive language education
in foreign language teaching. The course was therefore designed to cultivate a positive language
learning environment in which students could engage meaningfully with ideas while developing
communicative competence in English and supporting their broader personal and intellectual growth.

2.1.1 Objective and Learning Goals

As stated in the course syllabus (Zaborska, 2025), the language and content-integrated objectives of
the course were designed to foster both communicative competence and reflective engagement with
the themes of the course text. The objectives included the following:

1. using English to express complex ideas about time management, productivity, and
personal wellbeing;

2. practicing active listening, reflection, and empathy in interpersonal communication,
informed by insights from the course textbook;

3. improving writing and speaking skills through summarizing, analyzing, and expressing
informed opinions about key themes in the text;

4. developing fluency in discussing abstract concepts related to time, purpose, and
personal development in both academic and everyday contexts;

5. enhancing intellectual conversational skills through the exchange of perspectives on
time management and life priorities using critical thinking and empathetic
communication strategies.

In line with these objectives, the course also articulated a set of specific learning goals
describing the abilities students were expected to develop by the end of the semester. Upon completing
the course, students were expected to have significantly improved their ability to demonstrate active
listening, reflection, and empathy in interpersonal communication informed by the ideas presented in
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Four Thousand Weeks. Students were also expected to strengthen their capacity to engage in
intellectual conversations by using critical thinking and empathetic communication strategies when
discussing complex topics.

In addition, the course aimed to develop students’ ability to use English to express nuanced
ideas about time management, productivity, and wellbeing. Through regular engagement with the
course text and classroom discussions, students practiced summarizing and analyzing key arguments
presented in the book and expressing their own informed opinions in both oral and written formats.
These activities culminated in student presentations and reflective writing tasks designed to
consolidate both language skills and conceptual understanding.

Overall, the learning goals reflected the course’s broader pedagogical intention: to create a
learning environment in which language development, critical reflection, and meaningful dialogue
could reinforce one another.

2.1.2 The Flow of the Course

The course unfolded over a fifteen-week semester and followed a structure that gradually shifted
responsibility for classroom learning from the instructor to the students. The initial weeks focused on
establishing rapport among students, familiarizing them with the course goals, and introducing the
course text. A concise overview of the weekly course structure and major learning activities is provided
in Appendix B. The overview table may thus serve as a practical reference for educators interested in
adapting a similar course structure in their own teaching contexts.

In Week 1, orientation activities were conducted to introduce students to the aims and
expectations of the course. The instructor explained the overall structure of the course, including the
workload and assessment components, so that students could make an informed decision about
whether they wished to continue in the course. Communicating the instructor’s intentions and
pedagogical philosophy was also considered important for building trust and motivation. During this
session, students were divided into small groups and asked to prepare a short conversational self-
introduction to be presented in the following two class.

During Weeks 2 and 3, students presented their group self-introduction conversations. These
activities were designed to help students become familiar with one another and to reduce anxiety
related to speaking English in front of others. By presenting self-introductions as group conversations
rather than individual speeches, students with higher levels of speaking anxiety could participate in a
more supportive environment. At the same time, students began engaging with the course text by
reading the Introduction chapter independently and posting responses on Microsoft Teams. They were
asked to share quotations they found interesting, surprising, or new, and to explain their reactions.
These tasks were intended to encourage both emotional and intellectual engagement with the text.

During Week 3, students were also organized into seven groups and assigned responsibility
for two chapters of the book per group. Beginning in Week 5, each group would lead a class session
devoted to interpreting and discussing their assigned chapters.

In Week 4, the instructor conducted a model class demonstrating how the text could be
interpreted and discussed collaboratively. The focus was placed on listening carefully to others’
perspectives and expressing one’s own ideas without framing discussion as an argument. The
instructor also provided practical guidance on how to design interactive presentations rather than
simply summarizing information from the text.

From Weeks 5 to 9 and Weeks 12 to 13, the course was largely conducted through student-
led sessions. Each group prepared a lecture-style presentation combined with interactive activities
intended to engage their classmates in interpreting the meaning of the assigned chapters. Audience
members were required to post written comments and informed opinions on Microsoft Teams
following each presentation. These responses encouraged continued reflection and allowed students
to connect ideas from the text to their own lives.

Weeks 10 and 11 functioned as a reflective pause in the course. Students were given time to
catch up on reading and written responses and to organize their notes. During Week 11, students began
preparing for their final reflective essay by reviewing their contributions on Microsoft Teams and
identifying ideas and experiences that had influenced their thinking during the semester.

In Week 14, students delivered short reflective solo speeches reviewing their learning
experiences and discussing insights gained from the course. These speeches also served as preparation
for the final open-book reflective essay.
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The final assessment, conducted in Week 15, took the form of an open-book reflective essay.
Students were asked to critically reflect on their learning journey in the course, considering both their
roles as readers and audience members as well as their experiences as collaborators and lecturers
interpreting chapters from the text. They were also asked to describe their learning gains in terms of
both course content and English language development.

Finally, in Week 16, with no regular class meeting, students submitted a digital version of
their reflective essay through Microsoft Teams. While these reflective essays provide valuable insights
into students’ learning experiences, a detailed analysis of them lies beyond the scope of the present
article and will be addressed in a separate study. Students were also reminded to complete the
university’s end-of-semester survey for course improvement. Section 3 examines and reflects on the
responses collected through that survey.

2.1.3 Assessment and Grading

Student assessment in the course was designed to reflect the multiple roles students assumed
throughout the semester—as participants in discussions, as members of the audience providing
feedback to their peers, as presenters interpreting the course text, and as reflective learners engaging
with the ideas explored in class. As explained in the syllabus at the beginning of the course, the grading
scheme consisted of five components.

Students could earn up to 15% for class attendance and active participation, reflecting the
importance of regular engagement in discussions and activities. Another 15% was allocated to written
comments for classmates’ presentations, which students posted on Microsoft Teams by the beginning
of the following class. A further 15% was awarded for students’ “informed opinions,” short reflective
responses in which students connected ideas from the text and classroom discussions with their own
experiences and perspectives. The largest single component, 30% of the final grade, was assigned to
the student-led lecture presentations, in which groups interpreted and explained the chapters they had
been assigned. Finally, 25% of the grade was based on the final reflective report, the open-book
reflective essay written at the end of the semester.

This distribution of grades was intended to emphasize sustained engagement throughout the
course rather than relying primarily on a single final assessment. Participation, peer feedback,
collaborative teaching, and reflective writing were therefore all recognized as important dimensions
of the learning process. When the grading process was completed, the instructor shared a message
with students acknowledging their efforts and expressing appreciation for their sincere engagement
with the book, with their classmates, and with the reflective process that the course sought to cultivate.

3. End-of-Semester Survey

3.1 Administration and Description

At the conclusion of the semester, students were invited to complete an anonymous survey titled
“Survey for Course Improvement” issued by the university at the end of every semester. The stated
purpose of this survey was to gather student feedback that could inform and improve future iterations
of the course. Students were explicitly informed that participation was voluntary and that their
responses would not affect their course grades. The survey was administered online over an extended
period, from January 19 to March 1, allowing students sufficient time to reflect on their experiences
after the course had concluded.

The survey consisted of two parts. The first part included several five-point Likert-scale
items designed to capture students’ general evaluations of the course. Out of the 35 students enrolled,
30 students responded to this quantitative portion of the survey. The second part consisted of an open-
ended question inviting students to elaborate on their experiences. Specifically, students were asked:

“Please provide your impressions of the course, what you thought was good, what you
thought could be improved, and any messages for the instructor.”

A total of 26 students responded to this open-ended question. These responses constitute the
primary data examined in the present report. All comments were written in Japanese, reflecting
students’ natural and comfortable mode of expression when offering reflective feedback. The original
Japanese responses amounted to approximately 3,500 Japanese characters of qualitative text. For the
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purposes of analysis and discussion in this report, the responses were translated into English by the
author. The translated corpus resulted in approximately 5,400 words of English text, which forms the
basis for the qualitative reflections presented in the following section.

It should be noted that the aim of the present analysis is not to conduct a systematic
qualitative coding study, but rather to engage with students’ feedback as a source of reflective
practitioner insight. Accordingly, in this report the author focuses exclusively on the open-ended
qualitative responses, examining them individually and offering reflective commentary where
appropriate. Through this approach, the students’ voices are preserved as much as possible, while also
allowing space for the instructor to interpret and contextualize their comments within the broader
pedagogical aims of the course. The analysis presented here therefore reflects a reflective practitioner
perspective, in which student feedback is treated as an important source of insight into the learning
processes that unfolded during the semester.

To maintain transparency and allow readers to consult the original data, a screenshot of the
Japanese responses collected through the survey is provided in Appendix A, Figure A2, while full
English translations of the student responses that are not quoted in full in this report are provided in
Appendix C, Table 3.

3.2 Analysis

From the perspective of teaching students how to engage in intellectual conversations, several of the
comments provide evidence that students did more than engage in mechanical language practice; they
engaged with ideas, reflected on them, questioned assumptions, and co-constructed meaning through
discussion. These comments can be grouped into explicit evidence (students directly referring to
discussion, reflection, or academic dialogue) and implicit evidence (comments suggesting intellectual
engagement through interpretation, perspective change, or meaning-making). As mentioned in the
above section, all students’ quotations presented in this article are the author’s translations from
Japanese.

3.2.1 The Challenge-Benefit Dynamic
Student reflections suggest that the course was experienced as intellectually demanding, yet ultimately
rewarding.

Several respondents noted that the workload, the difficulty of the assigned text, or the
responsibility of leading class sessions required considerable effort. For example, some students
commented that the book was challenging and that preparation sometimes required substantial time,
while others reflected on the difficulty of preparing extended presentations or facilitating group
discussion. Nevertheless, these challenges were generally framed as productive rather than
discouraging. Students repeatedly emphasized that engaging deeply with the material helped them
overcome hesitation toward reading longer English texts and contributed to their sense of intellectual
growth. In this sense, the difficulty of the course functioned not as a barrier but as a catalyst for
meaningful engagement.

One response (Response No. 4) suggested that, although the class provided a free and open
atmosphere for expression, more explicit structuring—such as clearer time management during the
final reflection session—might help ensure that all students have an opportunity to share their thoughts.
While this comment may initially appear as criticism, it can also be interpreted as evidence of students’
willingness to participate in reflective dialogue. In Week 14, students were invited to share brief one-
to two-minute reflective solo speeches intended to help them brainstorm and inspire one another before
writing the final open-book reflective essay in Week 15. Participation was voluntary, and students
spoke in the order in which they chose to do so. Because the instructor did not interrupt students whose
speeches extended slightly beyond the suggested time limit, out of 31 present students, five students
were unable to share their reflections within the class time. They were therefore invited to post their
reflections on Microsoft Teams, which they subsequently did. From a pedagogical perspective, this
moment may also be seen as a small learning opportunity: the importance of being proactive in seizing
opportunities to contribute to shared intellectual dialogue. Students’ disappointment at not having
enough time to speak—rather than relief at avoiding public reflection—may itself indicate that the
course succeeded in fostering an environment in which students genuinely wanted to articulate their
ideas. At the same time, the comment serves as a useful reminder of the importance of careful time
management in facilitating equitable participation.
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3.2.2 Evidence of Intellectual Conversations in Classroom Dialogue
Beyond the challenges and learning conditions described above, several student responses also provide
clear evidence that intellectual conversations were actively emerging in classroom dialogue.

Several students explicitly referred to engaging in academic discussion. As one student
wrote, “It was a valuable experience to be able to discuss academic topics in English” (Response No.
16).

Others highlighted how the thematic focus of the course encouraged deeper reflection by
connecting abstract ideas to personal experience: “Because the themes—such as time and life—were
closely related to our own lives, I was able to read the book and participate in discussions while
connecting the ideas to myself” (Response No. 22). Through these exchanges, students reported
developing higher-order thinking skills, including “the capacity to think logically and critically”
(Response No. 5).

In some cases, engagement with the course content prompted shifts in perspective.
Reflecting on the book’s discussion of human finitude, one student explained that although they had
previously wished for immortality, they came to realize that it is precisely because life has an end that
people must make choices, and that this limitation gives life its richness and meaning (Response No.
25).

The course structure also encouraged deeper engagement with ideas through peer teaching.
As one student observed, “By taking the perspective of the one teaching, I felt that my understanding
of the course content deepened” (Response No. 1).

Finally, several students highlighted the classroom atmosphere as an important condition
that made such dialogue possible. One student noted that “[clompared to other classes, the atmosphere
made it easier to express my thoughts honestly” (Response No. 26). Similarly, another student
observed that the class created “an environment where it was easy to share opinions” (Response No.
2). Others emphasized that the supportive tone of the course helped reduce anxiety about speaking
English in front of others. One student noted that the instructor’s encouraging responses during
presentations “made it easier to speak,” as the teacher “responded with gentle nods and encouraging
reactions,” thereby lowering the psychological barrier to speaking English in public (Response No.
7).

Viewed together, these responses point to an important enabling condition for intellectual
conversations: a classroom atmosphere in which students feel psychologically safe to express ideas,
take communicative risks, and respond openly to one another. Taken together, these reflections also
suggest that the course not only supported language development but also created a dialogic learning
environment in which students were able to explore complex ideas collaboratively.

4. Summary of the Conceptual and Pedagogical Framework of Intellectual Conversations in the
Course

A central pedagogical concept guiding the design of the Elective English course was that of intellectual
conversations. In the context of this course, intellectual conversations were understood not as debates
in which participants attempt to defend predetermined positions, but as dialogic exchanges through
which participants explore ideas collaboratively. The aim was to create classroom interactions in which
language functions as a tool for inquiry, reflection, and meaning-making rather than merely as a
medium for displaying linguistic accuracy.

For the purposes of this course, intellectual conversations were defined as follows:

A dialogic exchange in which participants explore ideas, question assumptions, and deepen
understanding—of a topic, of others’perspectives, and of their own thinking—through humility,
critical reasoning, and attentive, sympathetic listening.

Within this framework, students were encouraged to use English not to “win” arguments, but
to co-construct meaning, articulate complex ideas, and refine their thinking through interaction.
Intellectual conversations were therefore conceived as processes of shared inquiry in which
understanding develops gradually through the exchange of perspectives.

To operationalize this concept in classroom practice, several guiding principles informed the
design of learning activities throughout the course (See Table 1).
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Table 1.
Guiding Principles for Intellectual Conversations

Principle Description
Humility and Students were encouraged to approach discussions with the
Openness understanding that no single participant possesses the “correct” answer.

Each contribution was viewed as a perspective that could enrich
collective understanding.

Attentive and Active listening was emphasized as an essential component of

Sympathetic Listening meaningful dialogue. Students were asked to listen carefully to others’
ideas and respond thoughtfully and respectfully.

Critical Reflection Students were encouraged to question assumptions—both their own
and those presented in the course text—thereby developing habits of
reflective and critical thinking.

Meaning-Making Discussions were designed to unfold collaboratively, allowing ideas to

Through Interaction develop through dialogue rather than through one-directional
explanation.

Personal Engagement  Students were invited to connect themes from the course text with their

with Ideas own experiences, beliefs, and life perspectives.

Language as a Tool for English was treated primarily as a tool for thinking aloud, clarifying

Thinking ideas, and exploring perspectives rather than solely as an object of

linguistic accuracy.

Through repeated engagement in such dialogic practices—during group discussions, student-
led lectures, written responses on Microsoft Teams, reflective speeches, and the final reflective
essay—students gradually developed greater confidence in participating in intellectual conversations.
In this sense, intellectual conversation functioned both as a pedagogical method and as a learning goal
of the course.

5. Concluding Remarks

In the course described here, the non-fiction book Four Thousand Weeks by Oliver Burkeman served
as the central text around which these intellectual conversations unfolded. Its themes of time, priorities,
and the finitude of human life provided a meaningful starting point for reflection and discussion.
However, as can be seen in students’ responses to the end-of-semester survey, the impact of the course
did not stem solely from this specific text, but from the opportunity to engage deeply with ideas—and
with one another—through language. One student, for example, reflected on the experience in the
following way:

“For me, reading an entire book in English was something that felt quite difficult to start on my
own. Being able to take on that challenge as part of the course became a very valuable
experience for me. It also made me feel that I would like to continue challenging myself to read
books published in English in their orviginal form. (When I was in high school, I once picked up
the English version of Sapiens: A Brief History of Humankind, but I lacked the confidence to
try reading it. Now, however, I'm no longer afraid to try.) The content of the book also provided
many important insights for my life. During this fall-winter semester, I spent a considerable
amount of time reflecting on what I learned from Four Thousand Weeks. I also read other works
in Japanese (such as those related to philosophy and ethics), which became an important time
for me to confront my own views on life. Next time, I would like to challenge myself to do this
in English. I am truly glad that I took this class. Thank you very much.” (Response No. 24)

Comments such as this suggest that the course experience extended beyond language practice
alone. For some students, engaging with a challenging English text within a supportive learning
environment became a gateway to further intellectual curiosity and sustained personal reflection.

Another student expressed the impact of the course in a particularly succinct and powerful way:

“I never expected that an English class could change my outlook on life. Some parts of the book
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were difficult, but I think all of them were beneficial for me.” (Response No. 15)

Reading such reflections evokes a deeply rewarding feeling in the instructor’s heart. For a
teacher, few outcomes are more meaningful than witnessing students engage sincerely with ideas,
challenge themselves intellectually, and begin to see language learning as connected to their own
personal development.

While the course described in this report used Four Thousand Weeks as its central text, the
pedagogical approach itself is not limited to this particular book. As the students’ responses suggest,
similar learning experiences could be fostered through other non-fiction works that address
contemporary themes relevant to students’ lives. What appears to matter most is not the specific text,
but the creation of a positive language learning environment in which students feel encouraged to
explore ideas together, listen attentively to one another, and use language as a means of inquiry.

It is therefore hoped that the course design presented in this report may serve as a practical
model that other language teachers might adapt to their own contexts. By integrating meaningful
content, reflective dialogue, and student-led engagement, language classrooms can become spaces
where students not only develop communicative competence but also cultivate curiosity, empathy, and
thoughtful reflection—qualities that extend far beyond the classroom itself. Ultimately, if students
leave the classroom not only with greater confidence in using English but also with renewed curiosity
about ideas, other people’s perspectives, and their own lives, then the language classroom may have
fulfilled one of its most meaningful educational purposes.

Appendix A
Illustrative Screenshots and Snapshots

1 Wek 14 (Jan 20) REFLECTIONS s

| 7 & % < A
> \
a ‘ )

Short Reflective Solo Speeches

Figure A1. Students engaged in group lecture presentations, and an MS Teams interface showing
course and announcements (Example from the channel for class in week 14).
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Figure A 2. Screenshot of the students’ responses in the Survey for course improvement.

Table 2.

Appendix B

Weekly Course Structure and Major Learning Activities

Week

Main Classroom Activities

Independent Study /
Assignments

Pedagogical Purpose

Week
1

Week

Week

Week

Course orientation. Explanation
of course goals, structure,
workload, and assessment.
Initial activities for getting
familiar with each other and
with the textbook. Students
divided into small groups to
prepare a conversational self-
introduction.

Group self-introduction
conversation presentations.
Students introduce themselves
through conversational
interaction rather than
individual speeches.

Continued group self-
introduction presentations.
Introduction to the course text
and initial discussion of its
themes. Students organized into
groups and assigned two
chapters per group for future
student-led sessions.
Instructor-led model class
demonstrating how to interpret

Prepare a group self-
introduction conversation
to present in Weeks 2 and
3.

Write short comments for
classmates’ presentations.

Read the Introduction
chapter of the book. Post
responses on Microsoft
Teams identifying quotes
that were
interesting/surprising and
new.

Continue reading the
book and begin preparing
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Establish course
expectations and allow
students to make an
informed decision about
continuing the course.
Begin building rapport
and reducing speaking
anxiety.

Foster a supportive
classroom atmosphere
and encourage
communicative
interaction. Lower
anxiety related to
speaking English in front
of peers.

Encourage initial
engagement with the text
and expose students to
multiple interpretations
through peer discussion.

Model intellectual
conversation and show



and discuss the text
collaboratively. Discussion of
how readers relate to texts on
emotional, intellectual, and
personal levels. Guidance on
designing interactive
presentations.

group lecture
presentations.

how to facilitate
discussion rather than
simply summarize
information.

Weeks Student-led group lecture Audience members post  Shift responsibility for
59  presentations. Each group leads  written responses on learning to students.
a class session explaining and Teams: (1) comments for  Encourage collaborative
interpreting their assigned presenters (minimum 70 interpretation of the text
chapters. Presentations include ~ words), and (2) informed and practice intellectual
interactive activities and opinions relating the conversation.
discussions. topic to their own life
(maximum 150 words).
Week Pause in presentations to allow  Continue reading the Provide breathing space
10 students time to catch up with ~ book and posting for reflection and
reading and written responses.  comments on previous consolidation of learning.
Informal discussions about the  presentations if needed.
book’s themes.
Week Class time dedicated to Finish reading the book.  Encourage students to
11 reflective essay preparation. Organize notes and synthesize ideas from the
Students review their notes, reflections for the final entire course and reflect
Teams posts, and comments essay. on their learning journey.
from earlier in the semester.
Weeks Continuation of student-led Continue posting Maintain momentum of
12-13 lecture sessions. One session comments and informed  peer teaching and
conducted via Zoom due to opinions on Teams. collaborative discussion.
scheduling circumstances.
Week Reflective solo speeches. Prepare ideas for the final Provide a space for
14 Students share insights gained  reflective essay. collective reflection and
during the course and reflect on prepare students for the
how their thinking about time, final assessment.
priorities, and life perspectives
may have changed.
Week Open-book reflective essay Handwritten reflective Assess students’ ability to
15 examination. Students write essay submitted at the synthesize course ideas
about their learning journey end of class. and articulate personal
and the knowledge gained from reflections in English.
the course.
Week No regular class meeting. Upload digital copy of Ensure documentation of
16 reflective essay via final work and collect
Microsoft Teams. Check  feedback for course
the university course improvement.
improvement survey.
Appendix C
Full English Translations of Selected Student Responses
Table 3.
Responses Translations
Response It was my first time not simply receiving a lesson from the teacher but actually
No. 1 constructing the lesson myself, and it was a very valuable experience. By taking the
perspective of the one teaching, I felt that my understanding of the course content
deepened even further.
Response I think it was a good class because it had an atmosphere in which it was easy to
No. 2 share one’s opinions. The content of the class was also interesting. However, the
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book was a little difficult, so the preparation took a lot of time. Sometimes I focused
mainly on just finishing the reading and could not fully understand the content. I
would appreciate it if the amount of weekly preparation could be reduced a little.
Response  Although the class seemed to be designed as an environment where students could
No. 4 express themselves freely, I also felt that it lacked a certain level of structure. What
impressed me most was the reflection session in Week 14. In order to ensure that all
students have a chance to present, I think it might be better to decide in advance on
things such as time limits, the allocation of class time, and the order of presentations.
While I think it is good to have a space where students can act freely, it can be
difficult if the necessary structure to support that freedom is not in place. This is
only my personal opinion, but many students tend to think, “I should not interrupt
the teacher during class” or “I should not bother other people.” Therefore, I believe
that a truly “free” class environment can be created only when students are clearly
encouraged and reassured that “this is a space where you are free to speak and
present your ideas.”
Response  Through activities such as conducting classes in English, writing comments, and
No. 5 developing and expressing my own ideas more deeply, I feel that I was able to
develop not only my English ability but also the capacity to think logically and
critically. It was truly a class that was beneficial for my life. Thank you very much.
Finally, when I wrote the last essay by hand, I realized that handwriting allowed me
to express my inner thoughts more directly and helped deepen my reflections. For
that reason, I think it might support our English learning and growth if there were a
few more handwritten assignments in addition to the other tasks. That is all.
Response  The teacher was very kind. Although there were many pressure-filled activities, such

No. 7 as solo speeches and rather long presentations, the teacher responded with gentle
nods and encouraging reactions during the presentations, which made it easier to
speak.

Response  When I first read this book, the content felt so difficult that I almost gave up.

No. 25 However, thanks to the presentations by the different groups, I feel that I was able to

understand it at least a little.

People often say that life is beautiful because it has an end, but until now I disagreed
with this idea. I genuinely thought it would be wonderful if we could become
immortal and continue living the enjoyable lives we have now. However, when [
learned that it is precisely because life has an end that we must make choices, and
that our identity is formed through those choices, I began to feel that having an end
is not something to lament. Rather, it is what gives life its richness and brilliance.
Thank you for giving me a new perspective on my life.
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VB —A TR Ta— (flow) EWoTZRYT 0 T BB, A OFARLEREIC
5 BT 287 7 DEEAOMS L A2 & $R L7 (Seligman & Csikszentmihalyi, 2000),

ROT 4 7 LEFEOREN 2B D —> & LT, Fredrickson (2001,2004) (Z L 2 LR — T
F%PH@ (broaden-and-build theory of positive emotions) 23%81F L5, ABGHIZ LI, O -
BUE - i - BiE & Voo HEREE X, EAOBREA 722 BB CITE)OBE A4 L3R (broaden)
L. Z Ok THERM - 89 - #h26 - LI RENETR 2 EHIRICEZEK (build) 328 =
RFOZ EPRSILTCUV D (Fredrickson, 2001), & 512, H ERIENE L5 E RIS D2 %
BT 2R AEH T 52 L bR S TIRY (Fredrickson, 2004), RZ2RRRY & Vo 72 FH
PLEZEROREEI O T HEENPHGFTEL20D0THDH, F£72, Seligman (2011) 1LV = /v
E—A 7B (well-being theory) Z 2" L., HEMRIGROT 7 — I A b & AW D
IRFERE L RE LKA XA 2T EFR L LTESIT TWD,

TOXICERBEINTAR DT « TLEEOMBT, B SREEAMRICLEAINLTY
%, Maclntyre and Gregersen (2012) (FHRik —ERBEGmIZEAD & | SEFEFE ICB W THEEE
DREERT D HIERIIE 2N, FEEBROMFFCSIHES e T wRettafam L ., k0% 5
FEEBMEICB T 2B ENRIEEETLE LIEMEOE S ZEENKEIC O ILET 5 03
MAEEZ T, 29 Lzl 5 5 & LT, Dewaele and Maclntyre (2014) I/ MEGEFE 2B 1T
5 HEREMEICHE R L, FLEBI&EZ S L7, FLE (X, 295 LISliRoPIES T b s
BETHY ., SEFEFEHICBT OARMREENHEELERO—2 L LTHER STV S,

3. FLE D&
3.1FLE DEE

Seak U7z X 912, FLE Id Dewaele and Maclntyre (2014) (2 & - TIRRIIIZEEE S =&
ThY ., PR SFEFETEHICB W TEEE O LIRS e ST HERICRERT 5| IR
TR HEME & L TEFR IS (Dewaele & Maclntyre, 2014; Botes etal., 2021), 37205,
FEEFIINE LRI DRI N T BRI ERK &V o T IERKE 2 7%
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BRLGD & SND, EHIT, FLEFFEEIC L o THERLEIEE & BHEICEET 2&E T
b, TOBEIMDOEIPIIIARLRY A7 LIGFLED Z L HIEf I TS (Dewaele
& Maclntyre, 2016),

N Z 7T, enjoyment |[THL72 5 LM K WVENE TH D pleasure & KBS 4u, Hhik & REJ15RE0 D
FHEAERNC IS < EHME72 S & &5 (Csikszentmihalyi, 1990; Dewaele & Maclntyre, 2016),
F 7. Csikszentmihalyi (1990) (% enjoyment % 7 1 —{KE& (flow) OH ;& L CTALESIT T
D, 7m—bid, PREOPRELEE & A DO ERE S BT L 7RIS I TAEE 3 5 e i R R
(optimal experience) T V) | KA S 2 L5 KL 0 REAREZTET, Z O enjoyment &
WO BEERIIAMERE S ORI b IRE S v, SAEREFE IR L S22 oMa s L
T FLE 2B STV % (Dewaele & Maclntyre, 2014), Z D KL 512, FLE (XN #7078 ~D
FRRIZR I AL ACENIRFE L BT 2 EE CTH Y, FEHEOZ U=V A FRFE O
ke 2 3 2 5 TRERIRIERER O—D2 EALESIT 6TV D,

3.2FLE %Xtk

AEREFEITHRICSHEORB[BICE EELT, HENICBITIMATAZEL T 2=
r—a VRENE BT DAl b RO, L7223 > T, FLE (358 3E A & O=AUES
HEAD R L W o 7ol AR 7200 CiEZe < . 2O & O AAEH & EBIcBES 2
BEERTHY, ZHHEEEZRE LTS EEZX LTS (Dewaele & Maclntyre, 2016;
Botes et al., 2021), Dewaele and Maclntyre (2014) &, FLE REFIZHEL X0, pkfd, Bk
o 7B ANBYZRSEAE 1N %, BCAh ] & O RAMRME, BE O TR &V o T AR EN &
BHTH Y, FLE BMEAARMIHE & SmRE A2 85T 58 Th D 2 2R LTV 5,

Z D% DML T 5 Dewaele and Maclntyre (2016) (23T, FLE [3E & L THFEICK
T DN ONER 72 BELCEAE (2B 2 @ AWl (FLE-Private) & | ZLETCHPR & O A
VEF, #EBRELICE D 54209 MIE (FLE-Social) (X B &S5 LR chflia & L TR X
nTn5b,

FLE-Private (%, [C&72) 3ol RO Shiz) &0 o 7o PRk 720 538 FREE L2 B
DALTR R CART 2N L SICHMIBRI LI T 0 | RO FESCEMIK &
O BEIHMRR A R E 35, T7eb b SO EASCEAEOTRIL &y o Tl AR 722 E )
FRERAS, MUSOEERJFRERD EEZZ HND, —JF, FLE-Social IZ/MEREHE &9 1
D OFP TR SN DR L X 25 L, HATOFME - fHHE0 8. 2R 72 i B4R,
HERIRDOBEENRFMR 72 £ L BERICHEET 5l Tédh 5, Dewaele et al. (2017) @ 1076
AMBELNTEHBERIRT —ZIZBWTH, BLWTE Y — RDE T, Zhl O 34RO
EOMEERICET LI LONEENTEY . B ANFRBEBROL L TE D HERRENREL
SOBEERIRERD T ENRINTND, 7o, MEORTTORINERS, 7 7 ANTHEA
SNDHENE VST EB R HRED | FEBITRNRN DT 7RG 2 A TR &
DT EBEMIN TS, T O RIE, FLE 2MEAOWNHEPIEEIC & &% 637, Zihh
oM & OFEAMEM A L CHENTHAEICIA S, EENICEE 0 2085 FOKENA
HOMAANDOR L SITHETLHBRMRLOTHDL I L EREL TS, L7z ->T, 20
MIEIZIZE RO D EMIRTDHZENTE S,

ZO XD REBHNREEMS L LTO FLE 2T 5 720121%. ZOREHFIESCRED
RN EE L 72D, £ 2 CREITTIE, FLE OHIER L OREFIEO BRI W T 5,

4. FLE ORIE

FLE O#|EI%. T & LT Dewaele and MacIntyre (2014) 12 & - TBI¥E S = RIHL oD R JE
[ZHASWTHR L C& 72, M1 FLE REE (FLES) 121 HEMN O S U, L &, Bk,
B | FERR L WV o T B A 22 B ERRE SN 2, B & ORIRNE, BEOFHR L
W o TR A2 S e S R E R IC L > THER S TW5, BRI, AEREAE=EIC
BUITDEL S & Hie 2 —RppEdE Cliaz < EARZER S X O SUIRE & T A i 70 1
BERELTHADZEZHNE LTSN LD TH S (Dewaele and Maclntyre, 2014),
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ZDHDOMFEIZIBNT S, YEREIZERRAIZIR<EH S TER Y | FLE MFZEIZE 1T H1EHE
MR HE T E L TESIT BTV 5 (Botesetal., 2021; Dewaele etal., 2017), RFlZ, B
T2 b b SMEREREICKIT R L SO E LT, HiloZRAREEH ERY 722 R
R, BLOHCD REFEER EPNEELRERE LTHEINTEBY , REHE N HAREE
LSOMEZE KL TWD Z EARBINTND,

& BT, FLE RE IR~ 72 BRI SUIRIC R WO Tl AT RE D REED D IV T D, £ D —
Bl LT, PEOFEEZ G E Lz 11 HA 72 5 PERERRE OB A HE ST
% (Lietal,2018), [F#fFZEIZ35 T, FLE 138 AWMl (FLE-Private) (Zh0 %, ZiAfizA
(FLE-Teacher) °#(=E 75X, (FLE-Atmosphere) &\ 72fEMEN % & TSR T & %
HTHIENRIINLTND,

Fo, EMERRNEZRET 2R AL INTEY, HEHORAALE LT, Dewaeleetal. (2017)
I%. Dewaele and Maclntyre (2016) THE ST EBEAIKR T OFERIZESE 10 HEND
72 D SRR E 2 W CIRE 2 9406 L=, L LR S SR E T+ 70 DEL E 2R
AEZEZ T CUZeuyE LT, Botes et al. (2021) (% Dewaele and Maclntyre (2014) D R % (2
HHZRE® L, 9 T H CHERL S 1L 5 FifEh FLE R (S-FLES) % Bi% L7-, S-FLES i%, f#
ANHI72%58 L & (Personal Enjoyment), ZfifilZBI7 21l (Teacher-related Enjoyment / Teacher
Appreciation), 3 X OEEOFESHIMIE (Social Enjoyment) & W\ 72 ZHIFEE 2 E 2o
O, FHEMER L ORERBE S 2 Y EDNBEE S iz, 29 LIZEMERREDORFIZ L 0 | FEE
B LOFESINE BIT OAHEIRAHF SN T D (Botes et al.,, 2021), Z D K 9 25 HEh
REEDBRFE 23T T, £ DG A 72 5 LHISUIR CRREET 208 bt b Tn5, H
AROKFAZ G & LTz Xethakis et al. (2025) Tid, HARFEW S-FLES OS5 #EM:F L UL

REYPEDMEFE S 4V, General FLE & W 9 —fi%[KlF & Teacher Appreciation, Personal
Enjoyment, Social Enjoyment @ 3 2D F{LKF 7> HAERKL 415 bifactor model 733 FF S 41T
W5,

YL b X 51z, FLE ORIEICET 2417815, REDBFEN D2 S HEMREE, S HITEE 2 723C
(LB STIRIC I T DIRGE & WV 9 BERE 2R e S DI L T D, IRETTIE, 2 O REEZ v
T2 FEREAFFE DAL ZARBL L. FLE & thOtE B R & o B#IZ OV CTHREd 5.

5. FLE (287 % EFERFSE DB A

FLE #ff%E1%. Dewaele and Maclntyre (2014) (2 & 5 REEBHFRE LI, Hhx 2R ESCFE E % 55
EUTCEHEIFMIMIZERERB SN TETWD, £ 1L, ERAATCINE ClIClE INT-FERHE
REF RO E A L - D ThH D,

% < OMFRITEREHEZ HW - BERFZETH Y | BRI SUIROIEW D H > TH FLE 23
FEHEOFEBREOEHAE LEETLIHEERNTHL Z EARINTND (e.g., Dewaele et
al., 2017; Dewaele & Alfawzan, 2018; Jin & Zhang, 2018; Mierzwa, 2018; Li, 2020), ZALE TD
Wt A KE 58T 5 & FLE ORERCHIE REEOMRFEIZ BT 24158, 78 iR E A
EORBREMRE LIRS 5 2 L TE 5, ok, < OREMEICE VT, MR
SESPEDORFEERZ HBY & LT FLCA Z 0 THIE L TW5, Aifffilc T FLE ORiER K
OIEREDHFZEZSOWTRIBL L 72729, KHEiTIZFEE LT FLE & EERB L OMERE
& OREICER T 5 FEEFZE O E) ) A BT 5,
£7 FLE & E S & OBk & fiEt L7228 Tl FLE A FE BRSO S i3S A & B4
DT ENWEINTWD, filz21E, Dewaele and Alfawzan (2018) (X FLE & AMEFE/ N7 +—~
Y ADMICHERIEOMMEMRRH S Z & AR L, FLCA £V b FLE O A FEBE L O
B 2SRV AT REME 2464 L T\ 5, £ 7=, Jinand Zhang (2018) 1%, ZkAli oo 42055 o
KEEA FLE 200 U CHEMRICEET 5 Z L 2R L TE Y, FLE SEE IRV T
MR & KT ATREME 2 R LT\ D, & HIZ, FLE &fE A DOFHE & OBfR A frEt L 7-4F%%
HLHE I N TS, Li (2020) ZHEOERAEZEZ G E LIEMEIZEB W T, Rethds mbe
(Trait Emotional Intelligence: TEI) & Saf=E gl & ORAFRZ /34T L. FLE 25Wi 4 OB 4 &8
N T 5 EER LTV D, FRERIEGE L (X, AN A B X OME OEE £ D
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# 1. FLE (2B % £ 72 SE5E 9T

WrRE E - Hulsg N FERARE ERfER
Dewaele & 2% [E 5 1746 FLES 2178 H « FLEJZFLCA X V FEIZE W
Macntyre (2014) (90 [E]) (HHFERH V)  FLCASHMihK 8T H - HAE - MU - PERITCHEEZED Y
- BEHOSCER, SR MPEIER], Eh KR
MEE L X OPFIR
Dewaele & 2 |E 5 1742 FLES 2118 H » FLE-Private / FLE-Social D2[K -1t & e
Maclntyre (2016) (90 + [E]) (HHFEdH V) FLCASHHMiR 8TEH » FLEIZFLCA & Bkt DK 1
c REEELUSIFHFELY D
Dewaele et al. AFXY R 189 FLES 108 H - FLEIZZAT~DREEE | Bl oz 3 NFLAE H &
(2017) (FLES 218 H 2> B il H) TR, MRTRONLE, o B AE & B
FLCASE 1 818 H
Dewacle & AXY R 189 FLES 1018 H « FLE & AR ORI B A2 IE O AR
Alfawzan (2018) (B HED (FLES2UHH 2B HhH) -« AMEEE ST +—~  AITIFFLCA L U HFLED 58
7 A MAfAE)  FLCASAEAFRR 8T H < BgE
. « R A E T EFLEA i < FLCADMEV M)
S 152 + BT DR B SFLE - FLCAIC 8
TIET Jogmcss (B Rk H )
Jin & Zhang H 320 FLES 205 H - 3[KF#%1E (Enjoyment of Teacher / Student Support
(2018) (FLES21H H % &3T) / Enjoyment of Foreign Language Learning) % ffEi2

« FLEIZ 58 R I E B s
* Enjoyment of Teacher Support / Student Support D 1>

941 H Enjoyment of Foreign Language Learning% /7
LT e R R I
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7 1. (Fe =) FLE (CBA¥ % 3= 70 FEEEFSE

rseE E - Hos PIE3 N FEH fERRE ERRER
Li etal. (2018) [ A 1718 IS FLES 14T5H - WEOEFLICARIZIE#E A3 S FLES (1132 H) O BA%
(ERY1)  (HHFEEH V)  (FLES21MEHHE 2 GHIH) - 3KF##%i& (FLE-Private / FLE-Teacher / FLE-
360 Atmosphere) % FfgER
(FEA2) « FLE-Teacher 3 i =V Ml
64 (‘EHY)
Mierzwa (2018) AH—F > B A 233 E R FLES 21'E H -FLEIZBAL T, B THEMICEREZEZL
N (16-1955%) Foreign Language Learning ~ + 5 20 TH72 5 ZERHSFLE & 58 < B

Enjoyment Scale (FLLES) - plfif & H CL el XFLE & 1E O 48 B B4R

91H H  FCHESEAECFLE AR & KT

LES (Learning Enjoyment

Scale) 10TEH H
Li (2020) H R A 1307 =Rk TEI (Trait Emotional - FLEZASTEI & JaE =R 2 0 Sy 1

KA SGERER Intelligence) 307H H
(MET) HHERFLES 117HH
Botes et al. % [EFE 1855757 1603 S FLES 2118 H - FEMERRURE (S-FLES) 95 H O BHFS K OMF #EM: -
(2021) (FH924.8i%) FLCASAT#fif 8% F M A
+ Teacher Appreciation/ Personal Enjoyment / Social
Enjoyment?D 3 [K] {1 1% % ffe 78
Khajavy et al. % KFAE 38 IS FLES 2055 H RV TV BRI ED | R EANDL2WTC - FLE-
(2021) (18~225%) RS> 7Y 7 (FLES 2178 H 2500 HY) FLCADAR B DA B A % 7
& FLCAS#HIfkR 878 H -FLEIZL2 WTCE—E L THV IEOF BIRELR
L2WTC (L2 Willingness To *FLCAXL2WTCOFH B BAFRITIZHEN CTEHE)

Communicate) 1078 H
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7 1. (Fe =) FLE (CBA¥ % 3= 70 FEEEFSE

R E - Higk PO N FREFE ERRE ERFER
Feng & Hong HE AR 633 B R H [EFEARFLES - FHEOFEEFIIFLEAMK < . FLCAZS BV VBT
(2022) FLCAS/EEhR 85 H CUERISTIR D 5B % 7RI
TR 7=V b - FLESATEIN = 77— 4 o s OIEOHHBIBfR
(8ZHH) < ATEIE) T A — X MAFLE / FLCA & R %
A
Saito et al. (2025) HA A 121 RIS B -S1F (L2 Motivational — + 18> AT 7= AWz L v BT -
Telephone Standard Self System: L2MSS) 8% H  FLE * FLCA * [2 A B"—3 73515 & D BRAF
Speaking Test ~ FLES 1055 H & & BT 2 mTRetE & R
(TSST) (FLES 2U3E H 7> S Hhi) - BB LFLEA P EITE 208 U T2 A B —%
FLCASHI#fihR 855 H v 7RG R
* FLCAD T IZh R 1T BARE Tl 22w
Xethakis et al. H A KA 536 (RS S-FLES 9IH H - HAGEARS-FLES D 221k - 1SN 2 filgsd

(2025)

(187%—245%)

Positive Group Interaction
Scale (PGIS) 415 H

* FLEIZAESRATEIRN = > 7 — U A > b EFRVIE

DFAREBALR

- General FLE & 3 2K (Teacher Appreciation /

Personal Enjoyment / Social Enjoyment) 7>572%
bifactor model % 3

1 ARICBIT A REAB L OMRIFEDOEITHE -T2,
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E ORI L., R TE D LBAMLTWDENE W) BFICET 2 A2 TAaTH
0 (Petrides, 2001), AHFZE CIXFFEEIEHMBEDN BWEEZIEE BV FLE 2B L, 202
& DPEEFE RO W FICBE T 5 AREE S RIR STV D,

IAEIZ72 0 FLE & FEITERCMOEEER & OBIR ARG 2R b HEH I TE T
W%, Khajavy et al. (2021) [T#ERY > 7V > 7 iEE AW CTIRENICB T 215 E OB ZL
Z53#r L. FLE * FLCA * L2WTC OB RENTEET5 2 & Z/R L TW\W5, £7, Feng
and Hong (2022) (X FLE SATEI T A — A b EOBRERTFT L, W& ORICBEER H
HZ A, ==Y A M3 FLE &R pR & OBRAZ B 3 2 FaetE 2R LT
Do TUT—=T A NOBEIZOWTIEL, ENORFAELZ G E LTz Xethakis et al. (2025)
T % Positive Group Interaction Scale (PGIS) (Linnenbrink-Garcia et al., 2011) % T, fthF &
DHHEAERZMS BEEATE CTh 2 2ITEIRN =/ — 2 A~ (social-behavioral
engagement) ZHIE L, FLE & ORIZIEOMBERRER H 5 Z L 2R L TWD, ENIZIBWT
I, M7 7 e —F & VT FLE & FETEICFE AR & ORR A MG 2450 6
IHLTW D, Saito et al. (2025) (F@ERAEE RIS E L, 8-S17<° FLE A FE1TE1ZE U T
L2 AV —F U RN Om BB LY RITTAREMZ R LTV 5,

PLbED X9 7mseshim & E 2 5 &, FLE AFFEI3ER & 7o 58 B EEIA] & OB 4 Rt
DAFFE~EFRERLTETND, ZOHPTH, HLSHEEEMEICENTRMIZEES L TE
HEMRTEEZER TH D FLCA & ORMRITFHCEERT —~ & L THbILTE T, KEIT
IZ. FLE & FLCA & OBMRICHOWTIRRS,

6. FLE & FLCA & OB{%

FLCA I, Horwitzetal. (1986) Ik > TIRE SN ETH Y, SMEREFEENHENT
U DBIEOCARLRERETHEER E L CUASMEINTE 1, ZLE TOWFZETIE, SERE
RENFEE DTSR EFE R T 4 —~ A2 MEF T REMEN RSN TR Y,
FEHEOSHEEMHZEESTAERE VAL Z ENHEIN TS (Maclntyre & Gardner,
1994),

FLE & FLCA OBHRIZOWTIE, £ < OBFEICIB W THHE OMICA DMK HE =
T35 (Botes et al., 2022), Dewaele and MacIntyre (2014) 1%, ZEFEOFEE LR H L L
o RIFMGRA 2 %0 L, FLE & FLCA ORICHRE DA OMHBEBRNTEET D 2 L 2 WiE
LTW0D, 2720, MENEMICSHLT 2EETH L 2 L2 BRT 26D TIE R FHE
DI X LR ZEFRRFICRBRT A BEEZ RET LD THD, £DH%D Dewaele and
Maclntyre (2016) Tix, FLCA 2MEWZ &AM L FLE OF S ZEWRT 2010 Tlide <,
FEEREOP CRFICRB SNEGLHEETH DL ENMHIN TS, SMNEFEFE TR
RFHIED U A 7 O BRI IEE TH D72, FEFIIALZK L H—F5 T, i ~DHk
R A B L CR LI ZRBET A2 bbb, Lo T AEBEHEICBWTIEEAR
RaFERICHRT 2 2 2 BT 0TI, —EOHERIZME S A EE x> Ob, FEL S
RERE LR TELREAEIDZENEETH DL EEZHID (Dewaele & Maclntyre,
2016), 1 HIXME ORRA IERAICHA L, BLI ERLE W) EFZFEH LREIE D

M (B2 FEBIREL IS EARLZ LN ) ZODFE DT L AOHTHEE 2D T
S EBRTWD, ZOLD RBLENG, SEREFEIZIBWTIL FLE & FLCA O/NT A
TROLEL S ERZOWMPEETHL EEZX LN TS, £/, FLE & FLCA DRtk
%, HETOREECRENTORGEER T FOHERFEIC L > TORELZ T 5 Z ENRE
STV 5D (Dewaele & Maclntyre, 2014; Dewaele et al., 2017; Jin & Zhang, 2018), HRrlZ. Zhil
DXFEMI72B D ) KL LT E HDHEFHKUL, FEHEOARLZEZBRT 5 LRIFICEL %
O DL RREMEN D D LRI TUV D (Dewaele et al., 2017), L7=23-> T, AEFEHEICE
WTIEFEBORNLZ ZEMT 27200 T <, HEMKIE 2 RET 2 P H REOMEL ) HH
ThdEEZOND, UEDZ LMD, FLE & FLCA IIXEARRRE E LTTIRL, #
FBREORBZZ T RN OHAEICER L O OFEHMBEOF TR SN D IHFEZER & LT
ZDMENHDHEFTZ LD,
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7. SHRDOER

FLE (ZPB99 2 iR I IRk CHE 2 L E L TRBICE-E SN TWVWD (F 1), Lol
RN G BEFEAGED S < IFEMRAELL B &G & LTRY | /AR © O EERE R E & )
G LTEAgRiTtt i b 72, 720 BREWNICE T A2F50I3KAR E L TR TED .,
SABHY » BB RISUIROEWZ B E 2 7o ehdt & 1E5 272, HAD EFL (English as a
Foreign Language) BREE CIIH=/ T OGRS IS S i) D77z | RZZEN TORMER
NFEREEOHFEIRICKE S BETLARENRH D, L7z > T, BARDIRIZI VT FLE
R FLCA N ED LIS, FEITHOFEMR L EO XS IZHEET 2002 H 6 )
T2 EIFHEERFETHLEE A LI,

ITHEDMZETIL, FLE 227 — U A 2 RS 72 & OB RTECR B ER & 0B
ROFCEFERNZEEL X9 ETBMENIENY ZRETWHD, LLARRGL, ZIETD
FLE WF3ED% < IR IS < D TH Y . FLE NFEHFBEBEOT TED X 5 I12&4k
LT DOMDZHOWTIEEHICH LM STV Y, 58%I1%, HARD EFL BEICHBWT
INHDOEREOBBRERFT S E L BT, FLE X° FLCA 2 & L b2 ED X H 1281k
L. FEITERORERE L PO LD ICER L TV ONEZBHOLNC LTV Z &8, #MEEE
FRICBTDIHEEOREEZ —BIRD DL Z LIZoknb EEzbND,
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