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1.  

(Talbot & Gruber, 

2021) 1960  

(Cenoz, et al., 2014)

(L1)

 (Talbot & Gruber, 2021) 2000 EMI (English as Medium Instruction)

 (Wáchter & Maiworm, 2014) 2016

StudyPortal  (Talbot & Gruber, 2021) 1000 72500

700

 (Dalton-

Puffer, 2011)

 (Talbot & Gruber, 2021)

1

CLIL

 

 

2.  

Talbot & Gruber (2021)

 (Immersion)  

(Content-based Instruction: CBI)  (Bilingual Education: BE)
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 (Content-based Language Teaching: CBLT)  (Content and 

Language Integrated Learning: CLIL)  (Integrating Content and 

Language in Higher Education: ICLHE)  (Foreign Medium 

Instruction: FMI)  (English-medium Instruction: EMI)

 (English-medium Education in Multilingual University 

Settings: EMEMUS)

 (total immersion)

(EMI) ELT  

( 1 ) CLIL CLIL

CLIL 2 CLIL Soft CLIL

Hard CLIL  Light CLIL Heavy CLIL Partial 

CLIL Total CLIL Monolingual CLIL Bilingual CLIL

 ( 2 ) Marsh (2008, p.233) CLIL

Hüttner & Smit (2014, p.163) CLIL

(policy initiative)

 (Talbot & Gruber, 2021) CLIL

 

 

 
1. ELT-CLIL-EMI continuum (Ikeda, 2017) 

Type I Type II Type III Type IV Type V

Weak CLIL Ideal CLIL Strong CLIL

More Language

language 

cognition culture

content language 

cognition culture

More Content

language 

cognition culture

content language 

cognition culture

content

ELT

content language 

cognition culture

EMI

content
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2 Types of CLIL (Ikeda, 2017) 

 

3.  

3.1  

Pappa (2021) 2

CLIL  (identity negotiation)

CLIL

Pappa (2021)

CLIL

Pappa (2021)

 

 (Jin, Talbot, & Mercer, 2021)

 (Higher Education: HE) EMI

EMI

EMI

EMI

WEAK CLIL STRONG CLIL
Soft CLIL Purpose Hard CLIL

Language-led Subject-led

Light CLIL Frequency Heavy CLIL

Once in a while On a regular basis

Partial CLIL Ratio Total CLIL

Part of lesson Whole lesson

Bilingual CLIL Medium of Instruction Monolingual CLIL

L1 & L2 L2
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 (Talbot, Gruber, Lámmerer, Hofstadler & Mercer, 2021) CLIL EMI

 SWB (Subjective well-being

) 

CLIL

EMI CLIL  

 

3.2  

Lasagabaster & Sierra (2009)

Lasagabaster (2011) CLIL Non-CLIL

CLIL  Lasabagaster & Sierra (2009)

CLIL Non-CLIL  (Language Attitude)

2 14 15 15 16 2

Non-CLIL CLIL

 Lasagabaster (2011) 

CLIL EFL

CLIL EFL

 

Thompson & Sylvén (2019) CLIL Non-

CLIL Grade 10 (15 16 ) Grade 12(18 19 )

L2  ( ) 

CLIL

Non-CLIL

Non-CLIL

    

CLIL  (Abendroth-Timmer, 
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2007) CLIL Coyle, 2011

CLIL CLIL

 

 

4.  

 (Content-Based Instruction)

(Professional Development) McGill

(Ashard & Lyster, 2021) CBI

5

CAPA 4 Contexualization Awareness Practice Autonomy

8 2 2

(Hermeneutic 

Phenomenological Paradigm) 3 6

Enthusiasm, Enlightenment, Confusion, Collaboration, Satisfaction, Reservation

3 CBI

Enthusiasm  Enlightenment  Confusion Collaboration  Satisfaction Reservation 

Ashard & Lyster 

2021 CBI McGill 

CBI CBI
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3  (Ashard & Lyster, 2021 ) 

 

5.  

2008

30 , 2008 2020 30

13 G30

EMI

CLIL CBI  (Sugita McEwon, Sawaki & Harada, 2017) Yamamoto & Ishikura 

(2018) Irie

2019 CLIL EMI

CLIL EMI Nishida (2021)

CLIL

1 Nishida (in press)

Motigraph 1

EMI Kojima 

(2021) EMI
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EMI TOEFL-ITP EMI
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Conceptualizing online second language teacher self-efficacy 
 

Lee Shzh-chen Nancy 
 

Abstract 
Many face-to-face classes were moved online during the Covid-19 pandemic. In second language 

teaching, many teachers also had to make rapid transition from physically teaching at the classroom 

to teaching remotely online. It raised some concerns as most teachers made this transition without 

adequate preparation, knowledge, and training about how to teach online. Second language teachers’ 

ability to teach online therefore becomes an important topic for all stakeholders including language 

teachers, researchers, curriculum developers, and administrators. This paper examines and 

conceptualizes second language teacher self-efficacy to teach online. Four latent constructs of online 

teaching self-efficacy were proposed after reviewing literature: pedagogy, technology, communicative 

language teaching and, self-management. This paper concludes with some remarks for online teaching 

and implications for future research in online self-efficacy for second language teachers.  

 

1. Introduction 
In 2020, the outbreak of Covid-19 caused one of the biggest pandemics in modern human 

civilization. Countries around the world endeavored to slow down the spread of Covid-19 that many 

governments mandated or recommended social distancing in regions affected by the outbreak. 

Individuals applied different social distancing methods such as physically staying and working from 

home, limiting travelling and public transportation, and avoiding crowded areas. Many educational 

institutions also converted face-to-face classes into online formats in order to maintain social 

distancing. The transition occurred so rapidly that many teachers regardless of age, previous 

experience, and preferences with classroom information technology integration had to start teaching 

online with very little or almost no training, support, preparation, and knowledge of online teaching. 

For many teachers, throwing in their materials together overnight and learning how to teach online 

while they teach was not as effective as face-to-face teaching. Many teachers also struggled with 

making this transition and experienced difficulties with different aspects of online teaching. Almost 

two years have passed since the start of the Covid-19 pandemic and while many classes around the 

world have gone back to face-to-face teaching, the impact of emergency online teaching on teachers 

will inevitably remain.  

Emergency online teaching that occurred during the Covid-19 pandemic has not only 

traumatized teachers, but it has also led to new possibilities for more diversified teaching and learning 

styles. There are classes and content that can be more effectively offered online and there are also 

students who learn more effectively online or can only take classes online. Looking forward, the virtual 
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teaching and learning environment will no doubt remain as one part of the curriculum after the 

pandemic. Therefore, teachers’ capability to teach online and how they perceive their ability to teach 

online becomes an important research question.  

Teachers’ self-efficacy is teachers’ confidence in their ability to teach and support learners’ 

learning (Tschannen-Moran, Woolfolk Hoy, & Hoy, 1998). It has been of research interest because 

how teachers perceive their own capability is considered to directly and indirectly influence their 

teaching, which might directly and indirectly impact students’ learning outcome. Self-efficacy plays a 

crucial role because it affects behaviors, affections, goals, aspirations, and expectations, as well as the 

attribution of successes and failures (Bandura, 1997).  

In the research field of second language learning and teaching, teacher self-efficacy is a 

comparatively new concept compared to its wider implications in mainstream teaching. In addition, 

studies of second language teacher self-efficacy have predominantly focused on specific physical 

teaching contexts, such as Japanese high school English classroom (Nishino, 2012; Thompson & 

Woodman, 2019), Canadian adult TESOL program (Faez & Valeo, 2012), and communicative 

language teaching classroom (Ortaçtepe & Akyel, 2015). Therefore, prior to the Covid-19 pandemic, 

very few teacher self-efficacy studies were conducted concerning teaching second language online. 

This paper aimed to examine second language online teaching self-efficacy by reviewing 

and synthesizing literature of teacher self-efficacy, second language teacher self-efficacy, and online 

teacher self-efficacy. While there are differences between emergency online teaching and normal time 

online teaching, distinction will not be made in the present paper. It is hoped that this study will 

contribute toward conceptualizing online teaching self-efficacy for second language teachers to better 

understand teachers and to prepare for future more diversified teaching and learning styles. 

 

2. Literature Review  

2.1 Teacher Self-efficacy 

Teacher self-efficacy is teachers’ belief in their own ability to effectively handle specific 

tasks, obligations, and challenges related to their professional teaching activities (Thompson & 

Woodman, 2019; Tschannen-Moran & Woolfolk Hoy, 2001). It is teachers’ self-assessment of their 

personal teaching competence including knowledge, skills, personal traits, and strategies (Ortaçtepe 

& Akyel, 2015). Based on this definition, teachers’ self-efficacy results from their cognitive ability to 

make explicit judgments regarding their own competence for a specific task in a speicifc situation. 

While teacher self-efficacy a simple idea, it has significant implications in determining teachers’ 

academic outcomes (e.g., students’ achievement and motivation) as well as their own well-being in 

the work environment (Chacon, 2005). Teachers with higher level of self-efficacy tend to invest more 

effort into teaching (Tschannen-Moran & Woolfolk Hoy, 2001), be more open to changes and new 

pedagogies to meet the needs of students (Chacon, 2005), exhibit greater enthusiasm (Allinder, 1994), 
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and possess higher level of planning and organizing skills (Allinder, 1994). Finally, teachers who 

perceive themselves to be highly capable, tend to create more positive relationships with students, 

effectively conduct student-centered classroom, and cope effectively with problematic classroom 

behaviors (Zee & Koomen, 2016).  

While many advantages for teachers to maintain high self-efficacy have been suggested by 

previous literature, problems with the teacher self-efficacy research still exist due to disagreement over 

its conceptualization (Tschannen-Moran & Woolfolk Hoy, 2001). Without a clear and standardized 

conceptualization, the validity and reliability of its measurement is not possible because different 

conceptualizations would reveal different latent constructs of self-efficacy where the results cannot be 

compared across studies. In addition, there are also controversies regarding to what extent teacher self-

efficacy beliefs are transferable across contexts given its context specific nature (Tschannen-Moran & 

Woolfolk Hoy, 2001). Therefore, the conceptualization of teacher self-efficacy and its implication in 

different contexts awaits more research. 

 

2.2 Second Language Teacher Self-efficacy 

Based on Tschannen-Moran et al.’s (1998) original definition of teacher self-efficacy, second 

language teacher self-efficacy therefore refers to second language teachers’ belief in their capability 

for all target language teaching related professional activities (Ortaçtepe & Akyel, 2015).  

In the field of second language learning and teaching search, self-efficacy was first introduced by 

Bandura (1978) to describe learners’ judgments of their own capabilities to attain designated goals. 

Following the research on learners, self-efficacy research on language teachers originated in the late 

1970s. However, the research on teachers was not really established until Tschannen-Moran et al. 

(1998) conducted their study on pre-service and in-service United States Kindergarten-Grade 12 

teachers’ beliefs toward three dimensions of teaching: student engagement, classroom management, 

and instructional strategies. Since then, many other language teacher self-efficacy studies have used 

their survey instrument (Tschannen-Moran et al., 1998). However, it has also been questioned for 

having little relevance to second language teaching in different contexts because the instrument 

originally targeted at U.S. mainstream teachers and might not capture the beliefs of teachers in other 

contexts, for example, Asian teachers teaching in the Confucius context (Hoang & Wyatt, 2020; Wyatt, 

2020). In addition, other Asian context based studies (e.g., Tsui & Kennedy, 2009) found it was 

impossible to separate teacher self-efficacy survey items for measuring student engagement and 

instructional pedagogy dimensions. This is because under the influence of Asian cultures, teachers 

working in the oriental contexts are expected to engage their students both inside and outside of the 

classroom (Tsui & Kennedy, 2009). It would be difficult to measure student engagement and 

instructional pedagogy dimensions in the Asian teaching contexts compared to non-Asian contexts. 

Therefore, the conceptualization of teacher self-efficacy would be different for teachers working in 
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different contexts and researchers need to develop individualized definitions after consulting with 

teachers in the target language context (Wyatt, 2020). 

 

2.3 Online Teaching Self-efficacy 
Online teaching self-efficacy is different from self-efficacy for teaching offline because 

there are many profound differences between virtual and face-to-face classroom (Corry & Stella, 2018; 

Rice, 2006). The characteristics and teaching experiences of both platforms cannot be directly 

compared so research specific to teacher self-efficacy in online education is justified. In addition, the 

context specific nature of self-efficacy research also suggests that online teaching needs to be 

differentiated from teaching in the physical classroom context. Teachers teaching online face 

challenges that are different from those of the traditional face-to-face physical classrooms (Horvitz, 

Beach, Anderson, & Xia, 2015). They further suggest that when teaching online, teachers need to play 

different pedagogical, social, managerial, and technical roles.  

 

2.3.1 Pedagogical self-efficacy  
Language teachers have high self-efficacy for instructional pedagogy (Chacon, 2005). 

However, when it comes to online teaching, the level of instructional pedagogy self-efficacy might be 

lower than when it is offered face to face because Lin and Zheng (2015) found the lack of physical 

classroom presence imposes challenges on second language teachers as they have to use more body 

language and eye contact when teaching compared to other subject teachers. Therefore, second 

language teachers need to spend more time explaining their instruction, content, and correcting 

students’ linguistic outputs such as pronunciation since they could not see students’ mouth shapes as 

clearly when teaching online. As the result, language teachers also use more multimodal instructions 

such as using PowerPoint to aid their synchronous online teaching. 

 

2.3.2 Technological Self-efficacy 

When it comes to examining teachers’ self-efficacy toward technology, several studies have 

used the Technological Pedagogical Content Knowledge (TPCK) framework where technology is 

integrated into instruction (e.g., Ferdig, 2006; Mishra & Koehler, 2006). These studies suggest that 

technological knowledge is needed in addition to knowledge of the subject matter and instructional 

pedagogy. Besides knowing how to use technical devices, knowledge of the Internet is also needed for 

contemporary education (Lee & Tsai, 2010; Wallace, 2004). Online teaching requires new ways of 

instructions, such as synchronous (e.g., webinars, WhatsApp, WeChat),  asynchronous (e.g., wikis, 

blogs, pre-recorded lectures), autonomous, and other collaborative modes of teaching and learning 

activities (Neo, 2003; Kohnke, 2020). Therefore, online teachers need to have, not only the capability 

of using technical devices but also the knowledge and skills of using the Internet. They need to have 
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the knowledge and skills to use Internet as a platform for information searching, teaching and learning 

as well as to integrate the Internet into classroom activities, and finally, to guide students in using the 

Internet for classroom activities. Therefore, Lee and Tsai (2010) added the Internet component into 

the previous framework and created the modified Technological Pedagogical Content Knowledge-

Web (TPCK-W) framework for understanding teacher technological self-efficacy. Lee and Tsai’s 

(2010) study found teachers have low self-efficacy toward using the Internet for teaching. Possible 

reasons can be suggested such as the knowledge for specific software programs online quickly become 

outdated so that teachers have difficulties keeping updated with latest technological knowledge and 

skills (Mishra & Koehler, 2006).  

 

2.3.3. Communicative Language Teaching Self-efficacy 
While a number of studies have been conducted on teachers’ self-efficacy for using 

technology, up to date, very few self-efficacy studies have looked at language teachers’ beliefs toward 

online social interactions and supporting learners’ communicative competence development (Wyatt, 

2020). Thompson (2020) was an exception where it looked at teachers’ level of confidence at providing 

enjoyable communicative activities in English. In the communicative language teaching context, 

teachers use communicative tasks to maximize students’ interaction and speaking time by assigning 

students into pair-work and group work (Richards & Schmidt, 2010). When it comes to online teaching, 

this social context can be created by utilizing online synchronous meeting tools such as Zoom, TEAMs 

or Skype, which include interactive features such as polls, chatting, and breakout rooms (Kohnke & 

Moorhouse, 2020). However, while these online platforms can assist students’ communicative learning, 

they also impose more challenges as online teachers would need to endeavor in additional managerial 

roles such as monitoring students’ interaction online, lack of willingness to respond to questions, and 

students’ screen fatigue (Kohnke & Moorhouse, 2020). Finally, many synchronous online meeting 

platforms are considered to be new tools for teachers when teaching online. Therefore, many teachers 

may not be self-efficacious to offer online real-time communicative language teaching as it requires 

new digital competencies (Kohnke & Moorhouse, 2020; Starkey, 2020).  

 

2.3.4 Self-management Efficacy 
It is unknown if teachers are self-efficacious toward managing themselves when teaching online, as 

teachers’ self-management efficacy when teaching online has been overlooked by previous literature. 

Nevertheless, Lin and Zheng (2015) found more time was needed to prepare for online lessons because 

more structured planning is required when teaching online. They also found online teaching requires 

more preparation time because some activities that could be conducted easily face-to-face need to be 

designed using specific online technologies such as assigning and allocating students into pair and 

group work using breakout rooms. Lin and Zheng (2015) further found in follow-up interviews that 
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teachers feel online synchronous classes are more intensive compared to face-to-face classes as more 

content is usually covered within the same class delivery time. Teachers are also required to do more 

grading of student assignments. Therefore, time management becomes an issue for online teaching 

because teachers feel that they need to have more rapid responses with students because of lack of 

physical classroom presence. 

 

3. Conceptualizing Online Second Language Teacher Self-efficacy 
Figure 1 proposes a new model for conceptualizing online teaching self-efficacy for second 

language teachers with four latent constructs: pedagogy, technology, communicative language 

teaching (CLT), and self-management. These four constructs overlap because they cannot be 

completely independent from other constructs, for example, teachers with higher technological self-

efficacy, who perceive themselves to have good knowledge and skills of the usage of technology are 

likely to integrate this knowledge into their pedagogical instructions so they would likely have higher 

pedagogical self-efficacy and vice versa. Likewise, teachers with higher self-management efficacy, 

who perceive themselves to have good skills at organizing their professional and personal activities 

are likely to have higher pedagogical self-efficacy and vice versa. 

 

 

Figure 1. Four latent constructs of online second language teacher self-efficacy 

4. Conclusion 
This study examined second language teachers’ self-efficacy for online teaching, a topic that 

Online 
self-efficacy

Pedagogy

Technology

Self-management

CLT
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was overlooked prior to Covid-19 emergency online teaching. Despite many classes have gone back 

to physical classroom teaching, the online platform has certainly become a new style of teaching and 

learning. The present study reviewed and synthesized literature on teacher self-efficacy, second 

language teacher self-efficacy, and teacher online self-efficacy. It conceptualized online teaching self-

efficacy for second language teachers using four latent constructs: pedagogy, technology, 

communicative language teaching, and self-management. 

There are limitations in this paper because it was an attempt to examine teacher self-efficacy 

toward online teaching during the emergency online teaching. Therefore, what was conceptualized in 

this study might not apply for general online teaching in non-pandemic times. Cautions need to be 

made when referring to this model in the future as distinctions between emergency online teaching 

and non-emergency online teaching need to be made. In addition, the present study only covered four 

latent constructs (pedagogy, technology, communicative language teaching (CLT), and self-

management) of online teaching and other possible latent constructs were not discussed. This narrowed 

down focus on four constructs might have oversimplified the complex nature of online teaching. 

Therefore, future studies need to explore other possible latent constructs to better understand second 

language teachers’ self-efficacy for teaching and working online. 

Despite this paper conceptualized second language teachers’ online teaching self-efficacy 

with only four constructs and many other potential constructs were overlooked, it was an attempt to 

better understand teachers’ efficacy beliefs when teaching online. It is hoped that this study could 

identify areas where teacher education interventions may be needed to contribute to future teacher 

education development.  
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Transitioning into Academic Writing via a Soft CLIL Module on 
 Immigration Issues 

 

Gwyn Helverson 
 

1. Introduction 
The first writing samples students submit in general education English classes at this top 

university are often quite excellent personal essays. Students are familiar with the concepts of structure 

and support, and write in nearly perfect grammar. However, the writing often employs simplistic 

vocabulary and is overly emotional and cliched, such as can be seen in this example: “I believe that 

we all can overcome our prejudices to make a better world.” Thus, the transition from high school-

style, emotional essay writing to more formal, precise, and objective academic report writing at the 

university level is emphasized.  

 Students who are as intellectually capable as these require input beyond simple conversation 

class or language development activities. Fortuitously, the topic of register presented itself in the form 

of an outburst of media, both mainstream and academic, on the infamous rhetorical style of the 45th 

president of the US. After Donald Trump began appearing regularly in the news, one of my students 

said happily, “I can understand his English!” Perhaps many students of English around the world were 

thrilled by what they initially believed was their dramatic improvement. However, the former 

president’s deliberate use of simplistic, grammatically incorrect, emotive language as a rhetorical 

device for promoting populist policies became a topic of academic inquiry as well. Thus, another 

purpose of this module was to engage students with a soft CLIL approach to rhetoric in this course 

entitled Identity, Migration, and Globalization.  

 

2. The Participants: 

The participants were 219 first- and second-year university students from various majors in 

semi-mandatory EFL classes at a high-ranking university in Japan. Students are required to take a 

certain number of English classes to graduate, but they have some leeway as to which type of class 

they choose. The official purpose of Integrated English: Performance Workshop is language 

production, specifically speaking and writing. Therefore, it can be assumed that students expect to 

participate actively. As the students’ levels are already quite high (intermediate to high-intermediate 

levels are required to pass the entrance exam for this university), the focus tends towards the academic. 

Nonetheless, participation rates vary as these are large, unleveled, mixed-major classes: Some students 

attend only to get credits, whereas others are both highly motivated and experienced.  
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3. Literature Review 
3.1 Academic Register in Writing: 

The activities for this module were created via research on the topics of academic register and 

academic word lists. During the first phase, hint lists in which common English words are contrasted 

with their more “advanced” or “academic” synonyms were distributed to the students so that they 

could practice and see immediate results during group work. Students were lectured on the differences 

between Opinion-as-End and Solution-as-End writing to improve their academic style. These 

exercises were created by the instructor and inspired by educational resources (Duco et al, 2017; 

Hyland, 2022; University of York, n.d.). 

 As Prinz & Ambornsdottir (2021, 3) explain in The Art and Architecture of Academic Writing, 

the goal of any university level writing course is “to help students become independent, autonomous 

writers with the confidence to express their ideas and beliefs clearly through the written word.” In 

addition, becoming a successful communicator in English means achieving functionality in the 

“common currency” of ELF in the world market (Jenkins et al, 2011, 47). 

 

3.2 “Soft” CLIL in the Japanese university context 
“Soft” CLIL in Japan in which content is integrated with language skill-based instruction 

(Nishida in Talbot et al, 2021, 250-265) applies well to these highly capable students. Nishida’s 

research, as reviewed by Pavloska (2022, p. 80-81) “confirms that teaching content is intrinsically 

motivating for students, not only because it offers intellectual stimulation and a sense of 

accomplishment, but also because it is best taught in a student-centered manner where it also serves 

to improve students’ ‘perceived communicative competence.’”  

Nishida (2021, 250) explains that Japan’s Ministry of Education’s Education Reform Plan of 

2020 focuses on developing students’ English levels to meet the needs of a globalized world and has 

thus led to an increase in soft CLIL classes such as these. Nonetheless, McGrath (2021, 25) notes that 

the “cognitive burden of writing in English” is quite challenging. Some students in this course have 

mentioned that this is the first time they have been required to think deeply about certain topics and 

explain themselves in English (see Questionnaire data below).  

 As described in one textbook on writing a graduation thesis in English (Smiley, 2019, 22), 

it can be said that there are three levels of thinkers: Naive, multiplistic, and sophisticated. Naive 

thinkers simply accept data from authorities and parrot it back. Multiplistic thinkers realize that there 

are variety of viewpoints about a subject, but will ultimately try to impose their opinions on others for 

their own benefit. Sophisticated thinkers, however, study the process of thinking and ultimately realize 

that “best” practices are continually evolving alongside expanding knowledge (Smiley, 2019, 22). 

Students have in fact agreed: Some initially express frustration that there are no “correct” answers in 

writing assignments for this type of CLIL module (unlike on typical entrance exams, for example), 
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but then comment that they appreciate the process of inquiry itself. 

 As Roiha & Mäntylä note (2021, 55), “The interplay between multiple factors such as 

learners’ ages, aptitudes, attitudes, self-perceptions, personality, motivation or learning strategies has 

an effect on how successful one is learning a second or foreign language.” The sudden switch to online 

classes during this stressful pandemic situation has certainly exacerbated such issues, as was evident 

in the slightly quieter and colder atmosphere of online classes. Nonetheless, it is hoped that students 

will develop self-esteem and confidence via practice, realizing that they are able to construct sentences 

which are equivalent to—or even better than—the English level of some U.S. presidents. 

  

3.2 Media Studies, Rhetoric and Populism 

This module focuses on the inflammatory, misleading, populist tweets and speeches of a 

former U.S. president. Academic studies of former President Trump’s rhetoric are introduced: For 

example, one study employed the Flesch-Kincaid readability test which focuses on both sentence 

length and number of syllables to determine register (Spice, 2016, para 6), whereas another utilized a 

readability analysis of lexical contents and grammatical structure of sentences (Schumacher & 

Eskenazi, 2016; Spice, 2016, para 6). On the one hand, Mr. Trump’s communicative style was shown 

to be “significantly more simple [sic], and less diverse” than the previous 15 presidents (Shugerman, 

2018, p. 1) at the level of a fourth-grade elementary school student (Spice, 2016, para 6). Some 

mainstream media outlets critiqued Trump harshly because of his communicative style, however, 

earlier transcripts of his speeches “showed the greatest language variation” during his campaign, 

indicating that he “worked hard to tailor [his speeches] to appeal to particular audiences” (Sandhu, 

2016, para 9). Thus, the implication is that the former president purposefully employed various degrees 

of simplistic, inflammatory rhetorical styles in his communications for specific ends.  

 A tweet in which the former president implied that the leader of North Korea is “short” and 

“fat” (Trump, 2017) shocked students, who commented that personal insults of this nature might be 

found on a school playground, but not in international politics. In fact, there have been numerous 

studies of the sheer number of inflammatory communications in which persons and/or races/ethnicities 

were attacked by the 45th president of the US (Shearer et al, 2019, graph 4). Until recently, the data 

regarding incitement to violence was initially said to be more correlational than causal (Crandall et al, 

2018; Feinberg et al, 2019; Sims Edwards et al, 2018. However, the former president has recently 

been banned from Twitter for “incitement of violence” after alleged involvement in an attempted coup 

(Twitter, 2021). By studying both the language and the timeline in which it was used, students increase 

their ability to recognize differences between various levels of register, a skill which will enable them 

to become more functional citizens in their own country as well as the world. 
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4. The Module: 
This six-week module began with a slideshow focusing on the controversy of Trump’s 

rhetoric and the difficulties translators have had in dealing with it (Hubscher-Davidson, 2017; Osaki, 

2017; Williamson & Gelfand, 2019). Trump’s communications were described by professional 

translators as being nearly impossible to translate because they are emotive, factually incorrect, and 

attack individuals and racial and ethnic groups (Hubscher-Davidson, 2017; Osaki, 2017). In fact, 

translators suffered from moral crises, and one even quit their job because of the ethical dilemmas 

inherent in translating and propagating such material (Hubscher-Davidson, 2017; Osaki, 2017).  

 Various examples of Trump’s rhetorical style, known as “Trumpese” (Osaki, 2017) were 

presented, and students were asked to raise the register to formal level using key techniques. An 

excerpt of a Trump speech on the border wall was discussed. A speech in which the former president 

claimed that Mexico was deliberately sending drug dealers, criminals, and rapists to the U.S. 

(“Transcript…”, 2016) was disproved: In fact, undocumented immigrants commit less crime than U.S. 

citizens (Barnard, 2020; Light et al, 2020). To continue this segue into the CLIL portion of the class, 

the topic of rhetoric in relation to hate crimes was briefly introduced (when time allowed) (Mercieca, 

2020; Mohan 2019, Muller & Schwarz, 2021; Reilly, 2016; Rowland, 2021). Invariably, a few students 

chose to research this topic further for their final presentations.   

 . 

5. Written Corrective Feedback vs./and Revising: 

The consensus to date may be that Written Corrective Feedback (WCF) is not useful in that 

its application results in little to no improvement in accuracy, particularly in EFL contexts (McGrath, 

2021, 7-10). Grading and feedback of written work take a considerable amount of time (McGrath, 

2021, 23) and are a burden on instructors. Nonetheless, exercises and longer essays in this module are 

graded and commented upon in the hopes of increasing student motivation (McGrath, 2021, 25). 

Students have mentioned verbally and in questionnaires that they appreciate feedback, so that it is 

deemed valuable enough to continue doing. 

 The process of revisions in groups is not the same as receiving WCF from the instructor, 

however, it can be said that in revising sample tweets and speeches, students take on the role of 

instructor. Through practice, they can later then improve their own work during revisions. Some of the 

latest research shows that peer revisions are deemed effective (Cui et al, 2021). Certainly, group work 

seems to create a more positive, cohesive class atmosphere. 

   

6. Samples  
6.1. Sample Upgrade: From Opinion-as-End to Solution-as-End Writing 

Opinion-as-End Student Writing: (Note: Underlined words are too casual, too personal, too emotional, 

and/or require more precise and academic vocabulary. Concrete data is also necessary.) 
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“A lot of refugees arrived by boat to Australia. Refugees can’t go home. I was so moved 

by their struggles. A new program to help them get visas somewhere was made. It was 

so wonderful! 

Solution-as-End Upgraded Version: 

“5043 refugees arrived by boat to Australia in one year. Because of political persecution, 

they cannot return to their countries of origin. Their struggles to survive are impressive. 

The Australian government created a new initiative to relocate them to other nations 

which has been critiqued, for example…” 

 

6.2. Trump’s Speech on the Proposed U.S. Border Wall  

Former President Trump planned to build a border wall between the U.S. and Mexico to decrease the 

numbers of illegal immigrants entering the U.S. 

“The opponents are talking $25 billion for the wall. It’s not going to cost anywhere near 

that…[unless] I do a super-duper, higher, better, better security, everything else, maybe 

it goes a little bit more.” (AP News, n.d.) 

Sample Upgrade  

In teams, students successfully brainstormed improvements including precise vocabulary and sentence 

structure, for example: 

“While opponents claim that the border wall will cost 25$ to construct, that estimate it 

too high. If the wall is fortified, heightened, and includes improved security, perhaps the 

cost may increase slightly.” 

 

6.3. Trump’s Speech on Undocumented Immigrants from Mexico 

“When Mexico sends its people, they’re not sending their best. They’re not sending you, 

they’re not sending you, they’re sending people that have lots of problems, and they’re 

bringing those problems with us. They’re bringing drugs. They’re bringing crime. 

They’re rapists. And some, I assume, are good people.” (BBC News, 2016) 

Direct Transliteration into Formal Register 

The majority of immigrants sent by Mexico are criminals, however, a minority may be 

law-abiding [sic]. [Note: This information is factually incorrect (Barnard, 2020; Light 

et al, 2020), however, it is utilized here as an example of inflammatory, populist 

rhetoric to indicate why some translators quit their jobs rather than be forced to 

propagate such material. 

Transliteration into Factual Statement:  

A minority of undocumented immigrants who arrive in the U.S. may have issues with 

violent crime and/or drugs. However, it can be assumed that the majority are decent, 
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hardworking people. In fact, data shows that the crime rate for undocumented 

immigrants is lower than that of U.S. citizens (Barnard, 2020; Light et al, 2020). 

 

7. Questionnaire Methodology 

An anonymous Google questionnaire was created and posted. Students were given 10 minutes 

at the beginning of a Zoom meeting to access and respond. The questionnaire was bilingual to 

minimize interference caused by L1, L2, and in some cases, L3 issues. The results were anonymous, 

and, naturally, participation had no effect on students’ scores in the class. 

 

8. Discussion of the Results 
8.1 Multiple choice questions on personal data: 

89.5% of the students were first year students (Question 1) and came from 11 different 

department (Question 2). In Question 3. 96.3% of students reported that their first language is Japanese, 

with the other languages represented being Chinese, Cantonese, Mongolian, Korean, and Vietnamese. 

 Surprisingly, students had difficulty reporting on their English levels, with 56.6% stating in 

Question 4 that they do not know what their current level is—even though TOEFL tests are 

administered on campus twice a year and the students have had to pass a difficult entrance exam in 

order to enter the university in the first place.  

 This university is known for its large, reputable medical and engineering departments, and 

therefore as per current conditions in Japan, the student ratio skews male, with 72.1% of students being 

male overall (Question 5).  

 

8.2 Multiple choice questions on the module: 
Question 6 asked students whether vocabulary hints sheets were helpful for their learning. 

78.6% answered effective to extremely effective (Choice 4 and 5 on the Likert scale). 

 Question 7 asked whether the sentence-level practice exercises were effective. 82.1% 

answered that they were effective to very effective. The 10% difference here may be attributed to the 

fact that there was less time spent in Zoom lessons on the hint worksheets. In in-person classes, there 

were game-like brainstorming activities to make vocabulary activities more memorable and 

meaningful, but these activities proved impossible to run effectively in Zoom meetings. 

 Question 8. asked students whether the focus on presidential English was useful to their 

learning, and 67.7% answered that it was effective to very effective. There was only one student 

comment dealing with this aspect of the module and it was positive, so that it is difficult to discern the 

reasons for the lower evaluation in Question 8. Difficulty may be a factor since some students 

commented upon this point in the free comments section (Question 11). 

 Question 9 asked if students felt that writing an academic essay helped to improve their 

― 24 ―



skills, and 81.7% noted that it did (effective to very effective on the Likert scale). The students had 

not yet received WCF on the mid-term essays at the time the questionnaires were administered, so that 

it is difficult to determine if WCF would have positively or negatively affected their assessments of 

their improvements.  

 Regarding the soft CLIL content of linguistics, identity, migration and globalization, the 

results for Question 10 were also positive with 82.1% deeming the class content meaningful to very 

meaningful (Choice 4 and 5 on the Likert scale).  

 Questions 6-10 were quite general, but it was hoped that students would offer individual 

comments in the open-ended question (Q11) regarding specific successes or failures for any sections 

of the module upon which they chose to comment. 

 

8.3 Question 11: Comments 
 In Question 11., 34 students included comments. Given that the student makeup is so diverse, 

it may be difficult to extrapolate tendencies from the limited data. Nonetheless, a few main themes 

emerged regarding academic English and CLIL. Representative comments are included here. [Note: 

Comments are unedited, however, the Japanese comments have been translated into English.] 

 

Academic English (Representative comments sampled from approximately 10 comments): 

[Basically, I was not good at academic writing, but I was able to feel 

that it was very easy to write because I was instructed to write concretely with various 

examples.] 

 

Altering casual languages into formal one was an interesting activity to me, because I 

had never come to think that presidents, who represent the nation, have diversities in 

their speech, though all of them use English.  

 

CLIL: (Representative comments sampled from approximately 6 comments) 
Topics of your English class are very advanced and important, so I could get the 

knowledge of not only English, but also the topics. I'm glad that I could learn important 

social problems in English. [It 

was a class of ‘two birds, one stone’ where you can learn about both English and social 

issues!] 
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Comments on difficulty (Representative comments sampled from approximately 6 Comments) 
 [It's 

difficult to write academic sentences even in Japanese, so I'm not sure about the situation 

in English.] 

 

8.4 Unique comments: 
One student expressed concern about using appropriate expressions when discussing ethnic or 

racial issues. Another student wrote that they were concerned with neutrality [Note: Students were asked to 

be aware of the various biases evident in the videos and articles used (i.e., pro- or anti-immigration, 

nationalistic, neoliberal, Western-centric, etc.) by employing “sophisticated thinking” (Smiley, 2019, 22).]  

 

8.5 Summary of other comments: 
One student asked the professor to tell other students to speak in English during breakout 

room activities so that they could practice effectively. In fact, Zoom does not allow for monitoring all 

breakout rooms at the same time, which makes it possible for students to lapse into speaking their first 

language, or to not participate at all. A solution is to have students compile answers on documents 

during Zoom, but there has been cheating in that case as well, which decreases the meaningfulness of 

an activity and can be demotivating for both students and instructors.  

 

9. Study Limitations 
 Overall, the students were quite positive in their responses, yet few offered detailed 

comments. In particular, the exercise in which students work in groups to upgrade presidential English 

was one of the unique points of the module, so that more detailed responses would have been useful. 

Samples of student writing certainly seem to indicate that it has been an effective module since the 

majority of students attempted to employ the techniques of upgrading writing style in their homework 

and mid-term essays. 

 When this module was taught pre-pandemic, students were not allowed to access 

dictionaries or the internet during group work in the physical classroom on campus. However, in online 

classes, students who “cheat” by choosing to use translation software will seem to have mastered 

register, but those who communicate sincerely using their existing English will perhaps seem less 

adept. The issue of whether to allow the use of translation software and to teach students how to use 

online tools is beyond the scope of this paper: Machine Translation is deemed effective for learning in 

some contexts (Lee, 2019) and requires further research. 

 Perhaps the topic of presidential rhetoric will soon be outdated. In that case, this specific 

CLIL module could be used successfully only with students studying translation, political science (i.e., 

immigration issues), and so forth, rather than general education English classes. Moreover, it must be 
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acknowledged that this module would be difficult to replicate in other classroom situations with 

students of lower English levels and/or motivation.  

Nonetheless, the vocabulary upgrade and solution-as-end report writing exercises could easily 

be adapted to suit the needs of other university students in Japan. 

 

10. Conclusions and Implications 
As Nishida noted in her study (2021, 263), this sort of class material is not available in 

textbook form for students at this level. Therefore, it takes a great deal of time and effort for instructors 

to create materials. Nishida (2021, 265) suggests teacher networks for material sharing and support. 

 More study on the vast array of influences upon the success of soft CLIL classes is necessary. 

Motivation, self-awareness, and self-regulation by students become especially important regarding the 

use of machine translation in academic writing courses. Contrasting MT-free activities with MT-

assisted activities could further empower students with the experience they need to utilize technology 

in their futures as citizens in a digital, globalized world.  
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4.1  
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 (Table 1)  

 

Table 1.  

 k M 
95%CI 

SD  
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Table 2.  
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Learning From Positive Psychology  Soft-CLIL Approach in 

Communicative English Class 

Dorota Záborská 

1. Introduction  
 The uncertainty caused by the COVID-19 pandemic that we were still facing in the academic 

year of 2021-2022 was slowly but surely taking its toll. “I am so sick of Covid! Just when I feel like I 

couldn’t be anymore sick of it, I get sicker of it!” a colleague shared in frustration. The suffering was 

real. Physical, due to the lack of exercise, as well as psychological, due to the lack of in-person 

interactions. If we adults were longing for in-person human contact, there was no doubt that students 

felt the same. Gradually, classes moved or could be moved from the online environment to the physical 

classrooms on campus, at least partially. However, the restrictions of the number of people that could 

be in one room were imposed. In order to be able to teach at least some classes face-to-face, I had to 

split students into two groups, and have them come to the classroom for 45 minutes, in the first or the 

second half of the regular class time. Instead of teaching three 90-minute-long classes on Monday 

afternoon and two classes on Friday afternoon, I found myself in reality teaching six and four 

respectively. Yet, seeing students genuinely happy to be back in school, I felt motivated, and asked 

myself, “What can I do to make the most of this situation?” My research is anchored in positive 

psychology, so it was only natural for me to seek some inspiration in the wisdom and scholarship of 

the field.   

 In this article, I describe a series of communicative English classes, part of compulsory 

general English courses at a large private university in the Kansai area, in which I implemented tailored, 

soft-CLIL approaches. My aim through practicing positive communication was threefold: 1) to teach 

learners about interpersonal communication using Mirivel’s Model of Positive Communication, 2) to 

address foreign language speaking anxiety by shifting students’ focus towards enjoying the creative 

process, and 3) to enhance overall wellbeing in both online and face-to-face classroom settings.  

 To illuminate what informs my pedagogies, I start with a brief overview and explanation of 

several terms and concepts from positive psychology. I also include a short introduction of the core 

studies revolving around these concepts imbedded. I then explain in detail how the classes were 

conducted, and how the learners engaged in creating and performing positive communication dialogue 

skits. I also offer some of the preliminary results of an ongoing qualitative analysis of the dataset 

collected in these classes. The data come from two sources: 1) students’ observational notes during 

their classmates’ dialogue skit presentations, later uploaded online, and 2) their reflection reports 

which were collected at the end of the fall semester. Finally, I reflect on some possibilities of utilizing 
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online platforms in face-to-face classes, and touch upon the usage of machine translation as a potential 

language learning tool. 

 

2. Positive Psychology in Language Learning  
 It has been only a couple of decades since the rise of Positive Psychology as a subfield of 

psychology, but its applicability to various fields of study, including language learning has proved to 

be high and beneficial. The fruitful scholarship in Positive Psychology helps us not only to deepen our 

understanding of learners and learning processes, but also to develop even more practical and effective 

language learning activities. Among others, MacIntyre, Gregersen, & Mercer (2019), and MacIntyre 

(2021) call for attention to various constructs from Positive Psychology such as grit and perseverance, 

signature strengths, hope and optimism, and others. These are known to play a significant role in 

language learning. “Language learning takes a long time, occurs in a diversity of contexts, and 

implicates deeply rooted psychological processes such as motivation, communication, self, and 

identity” (MacIntyre et al., 2019, p. 265). MacIntyre and colleagues also advocate for the development 

and implementation of interventions anchored in principles of Positive Psychology, ideally within the 

framework of Content and Language Integrated Learning (CLIL).   

 Nishida’s research (2021) into motivation among tertiary-level students who took soft-CLIL 

classes reported overall positive response from the students to such an approach, thus supporting high 

efficacy of introducing content in foreign language classrooms in a systematic and focused way. While 

“hard” CLIL’s main objectives lie in teaching content, Soft-CLIL’s primary goal is to develop and 

support linguistic competency of the target language. Nishida concluded that “Soft-CLIL is one 

possible way to motivate learners and empower them to open up their minds for a more globalized 

future while simultaneously equipping them with language skills and relevant content knowledge that 

they will need for their future careers” (p. 264). 

 

2.1 Positive Language Education 
 Mercer, MacIntyre, Gregersen, and Talbot advocate for merging positive education with 

language education (2018). Positive education, informed by Positive Psychology, is a holistic 

educational approach which puts an equal emphasis on teaching and learning academic subjects as 

well as promoting wellbeing of learners. Mercer and colleagues rightly argue that “language education 

specifically is an ideal context within which to develop wellbeing competencies” (p. 21). While they 

admit that “many language teachers already promote many of these competencies in order to facilitate 

language learning”, they also urge to “work towards a framework of Positive Language Education [...] 

which can be practically implemented in diverse cultural and linguistic settings without prescriptivism 

and in sustainable ways” (p. 24). 
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2.2 Positive Communication 
 Positive communication research is an emergent field within communication research, a 

field inside of social sciences. It is of an interdisciplinary nature and its fundamental goal is to 

contribute to the improvement of societies. Socha and Beck (2015, cited in Socha 2019, p. 31) defined 

positive interpersonal communication as “message processes that facilitate human needs-satisfaction” 

(p.188). Among such human needs, they include belongingness, love, esteem, self-actualization and 

more (p. 31). 

 In his chapter, On the Nature of Peak Communication, Mirivel “explores the small, but 

concrete, behaviors that seem to create happiness and joy for people” (p. 50), and proposes the Model 

of Positive Communication with six behaviors, each with a corresponding function (Figure 1). They 

are as follows: 1) greeting to create human contact and acknowledge other person’s existence, 2) 

asking (open-questions) to discover and possibly to change the direction of interaction, 3) 

complimenting to highlight a person’s strengths and so affect a person’s sense of self, 4) disclosing to 

deepen relationships, closeness and intimacy, 5) encouraging to give and provide support, and 6) 

listening to transcend perceived differences (p. 52).   

 

 

Figure1. Model of Positive Communication, Mirivel, 2013. 
  

2.3 Communication Savoring 
 Savoring was introduced as a positive psychology construct  in the late 1980’s by Bryant 

and Veroff, which they popularized in 2007 as a theoretical model. Simply said, it is a positive reaction 

to a positive event, a form of upregulating positive experience, not only in the present moment, but 

also from the past or in the imagined future. Drawing on this concept, Pitts developed a typology of 

communication savoring, distinguishing among seven types: 1) Aesthetic Communication, 2) 

Communication Presence, 3) Nonverbal Communication, 4) Recognition and Acknowledgement, 5) 
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Relational Communication and Disclosure, 6) Rare and Novel Communication, and 7) Implicitly 

Shared Communication. As Pitts herself states, “Communication savoring appears to be a meaningful 

interpersonal practice with potential for direct relational benefits” (p. 103). 

 Jiao, Kim & Pitts (2021) investigated the effects of communication savoring on subjective 

well-being (i.e., positive and negative affect, happiness, and life satisfaction) among young adults, 

university students from Communication courses (M age = 20.97) through a randomized experimental 

study design (p. 152). The study results “evidenced communication savoring as an additional tool that 

individuals can use to boost their subjective well-being” (p. 167). 

 

3. The Teaching Context 
3.1 School, Course Description, Students, and Teaching/Learning Environment 
 This series of classes took place at a large prestigious private university in the Kansai area. 

It was part of one of the semi-compulsory English courses that students can choose based on syllabi. 

The focus of the course was on developing speaking skills. Other series of topics in this course 

included 16 Personality Types, Ideal Classmates, Fighting Procrastination, Designing a Perfect Week, 

and others. The central theme was to better understand oneself and classmates from various 

psychological perspectives. Students were also introduced to an online Extensive Reading Program 

and were encouraged to read at least one book of their own choice for pleasure, write a book log and 

share it with everyone online. Book Talk presentations were used between the main series of lessons.  
 Three groups of second-year students (N=20, 21, 21) of mixed intermediate and upper-

intermediate English proficiency levels from several departments (Faculty of Letters, Social Studies, 

Economics, Policy Studies, Commerce, Law, and Global and Regional Studies) met once a week for 

two semesters. The spring semester was conducted entirely online via Microsoft Teams and Zoom, 

with meetings being synchronous with the regular class schedule. The rapport between the instructor 

and students, and among the students themselves, was positive. Throughout the whole spring semester, 

class attendance was high, and students’ participation on the online platforms remained active.  

 As pandemic-related restrictions were gradually being lifted in the fall semester, the school 

encouraged moving classes back to physical classrooms on campus. Since the number of students 

allowed in regular-size classrooms was limited to 16, each class had to be divided into halves. The 

classwork time for one group was split in the same manner, with 45 minutes spent with the instructor, 

and 45 minutes spent elsewhere on campus in areas dedicated for individual or small-group study. 

However, not many instructors opted to deliver classes in this way. Several students reported that this 

English course was the only face-to-face class for them, with the rest being continuously offered online, 

and very often in an on-demand form, which meant a heavy load of homework assignments and 

minimal contact with other humans, if at all. As these students had basically spent the previous 

academic year, their freshmen year, completely online, they longed for social interactions in a real 
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physical space.   

  

3.2. Learning About Positive Communication 
 As we had a chance to discuss Zoom fatigue and its causes (ironically on Zoom) towards 

the end of the spring semester, I knew that many of these young students surely found interactions 

restricted to a computer screen rather strenuous. At the same time, however, asking them to suddenly 

feel confident in face-to-face conversations in English also seemed over-demanding and stressful. 

Therefore, introducing students to Mirivel’s Model of Positive Communication (see Figures 1 & 3) 

seemed to be extremely timely, appropriate, and very possibly beneficial.  

 We started the topic of positive communication with an interactive lecture about what it 

means for everyone. Students brainstormed together in small groups, and shared their ideas in 

keywords (nouns/verbs/adjectives) with the whole class on the blackboard. A wide array of vocabulary 

materialized, such as smile, fun, eye contact, kindness, trust, appreciation; shake hands, compliment, 

praise, sympathize, show that you listen; gentle, joyful, friendly, enjoyable, interesting, or healing 

(Figure 2). We looked at the commonalities in the keywords, and then I introduced six components of 

the Model with their corresponding functions.  

 

 Student-generated keywords of positive communication.  

   

Figure 3. Hand-written diagram of the Mirivel Model in the first lecture and during presentations. 

  
3.3 Positive Communication Dialogue Skits: Creating - Performing - Commenting - Reflecting 
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 After studying Mirivel’s Model and discussing its components as a whole class, students 

formed pairs, and were given the following instructions in class and in written form on MS Teams:  

 Create a dialogue with the six components of positive communication.  

 Because you will be talking in front of everyone, it'll be a bit artificial and not 

completely genuine (e.g.: the 'disclose/deepen' part - you can make this part up) but 

the whole dialogue should be believable and realistic. 

 In the beginning of your dialogue, tell us who you are (e.g., we're friends from high 

school / we're classmates in XYZ class / we're colleagues at our part-time job / we're 

siblings etc.) 

 Remember that out of the six components, only the 'greet' part comes in the beginning 

and in the end. All other parts will appear in different order and can be repeated 

several times. 

 The easiest way to approach this assignment is to have a free conversation first for a 

while on LINE or Google docs, then look at it and check which parts you've covered, 

which parts are missing or aren't sufficient. Then you can think together what you can 

add.  

 Your dialogue should last more than 5 minutes (and less than 10). 

 You can read your lines from your notebook, but practice reading it until it's really 

smooth and flows seamlessly. 

 I'll ask you to submit your dialogue in a Word doc after our class next week. 

 (You can use DeepL to check your sentences.) 

 There were three rounds of positive dialogue skit presentations carried out in two Monday 

classes, and two rounds in the Friday class. Students could stay in the same pair/group of three, or 

could change partners. They could continue their dialogue, or create a new one. At the end, students 

in each class created, performed, and observed 3 to 4 dialogues per group, or 7 to 8 dialogues per class 

in each round. This resulted in a total of 63 dialogue skit presentations. Since all dialogues were 

available in transcript form on MS Teams, students from each half of the class could access each 

other’s transcripts.  

 From the first round of these presentations, almost every student expressed great joy in 

creating, performing, and listening to each other’s presentations. They followed the instructions well, 

and thought of many original situations and interesting relationships. Some of them are as follows: 

Situations in class, at school, at home, at a social event, at a family gathering, at a workplace, etc. 

Relationships between family members (siblings, parent and child, relatives), classmates from high 

school, classmates in university courses, friends from childhood, part-time job colleagues, members 

in the same club or circle, strangers in town, or a theme park, teacher-student-parent etc. (Figure 4). 
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Figure 4. Students engaged in their performances. 

 Students’ warm and encouraging comments or short reflections posted and shared later in 

open classroom chats on MS Teams showed how genuinely they enjoyed the creative process, as well 

as performing or watching the final presentations. These informal comments, along with the reflective 

reports collected at the end of the fall semester, which I obtained practically just a few days ago from 

the current point of writing this article, provided me with ample and rich qualitative data. Since I am 

now in the initial stage of processing and analyzing this dataset in a more rigorous way, I cannot yet 

share any conclusive results. However, Figures 5 and 6, two screenshots of the actual students’ online 

posts and one whole report as it was submitted by a student can illustrate the positive effect on students’ 

wellbeing, and the enjoyment they experienced in class. For more on the upcoming reflective 

qualitative study, see section 4.  

 Students received the following instruction regarding their final report which was collected 

via MS Teams in Assignment section accessible only to the instructor.  

 Instructions 

 Reflect on the overall experience of 

 1) learning about positive communication and some of its important components  

 (greet/ask/compliment/disclose/encourage/listen) 

 2) creating the dialogues (how did you approach it/how did you do it/how did you feel about 

 it/etc.)  

 3) listening to (or reading the scripts of) the dialogues of your classmates 

 (content/creativity/performance) 
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  Figure 5. Screenshot of students’ comments.    Figure 6. More students’ comments. 

 

Student # 16 (OM) Report: 

 Firstly, through the activity of positive communication, I learned that, strangers can realize 

 positive communication only by making efforts to know partners. Although positive 

 communications exist everywhere in our daily lives, I think it mostly realized only among 

 close people, such as family, couples and best friends. In other words, positive 

 communication is too difficult for strangers. However, I think all family, all couples, and all 

 friends begin with positive communication. They must have make efforts to realize positive 

 communication. So, it is important for all people to learn some ways of it.   

 Next, I consider “disclose” is most important component among 6 components. It is because 

 that I think strangers become good friends through disclosing. Through it, you can know the 

 essence of partners. And then, communication become deeper. Especially, betraying your 

 weaknesses is necessary for becoming familiar. I think partners feel happy with your 

 honestly. So, I consider “disclose” is most important component.  

 The group activity of creating the diary [dialogue] was very enjoyable. Our class did it three 

 times, and my partners changed every time. So, I created different settings each time. First 

 time, my partner was Yu. He was a stranger for me at that time. So, our setting was also the 

 time when classmates meet for the first time in the class at university. Second time, my 

 partner was Ayumi. After my partner was decided, I talked with Ayumi a lot on the way to 

 home on that day. At that time, we actually talked about our hometowns and our departments. 

 So, we used them to the assignment of positive conversation. Third time, my partners 

 were Ryosuke and Yu. We have talked a little before, so we found a similarity between us 

 soon. We all experienced sports. Ryosuke and Yu belonged soccer club at high school, and 

 I belong to track and field club at university. So, we decided our setting was soccer club, we 
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 were a coach, a player and a manager. Thus, my dialogues were all depended on actual 

 conversations.   

 Moreover, through this activity, I could actually do positive communication with my 

 classmates for creating dialogues. It was a really great opportunity for me. I feel happy with 

 getting along with my classmates.  

 In the class, I have listened to (or reading the scripts of) the dialogues many times. The 

 performances of their classmates were very stimulating. I learned a lot from them. It was 

 really helpful for next my performance. Actually, I feel my performance got more interesting 

 with each class.   

 The most impressive performance was that: the setting was parent and child, the mother 

 gave her son some advices on his presentation in English at school. I was surprised at the 

 creativity because I didn’t have the idea. By that time, I considered settings were only 

 classmates. So, I made good use of it, and the next week, I got out of my prejudice and my 

 performance’s setting was at a soccer club. My group members were a coach, a player, and 

 a manager.  Thus, I enjoyed my classmates’ positive communication and learned a lot. 

 

4. Qualitative Analysis and Some Preliminary Results 
4.1 Datasets 
 A total of 53 students submitted their final reflective report, which resulted in 12,188 words 

of raw textual data. The second part of the dataset consists of 56 screenshots of online posts uploaded 

right after or shortly after the dialogue skit presentations (as those in Figure 5 and 6). 

 

4.2 Research Questions 
 RQ 1. What communication savoring types can be detected in foreign language dialogue  

 skits, if any?  

 RQ 2. What perceived content and linguistic gains do the students report? 

 

4.3 Method 
 To answer RQ 1, I will analyze students’ comments and their reflective reports through the 

lens of positive psychology, operationalizing the concept of communication savoring. I will employ a 

Template Analysis (Brooks et al., 2015; King & Brooks, 2017), a type of thematic analysis, in which 

a priori themes can be applied. For the a priori themes, I will utilize Pitts’ seven communication 

savoring types.  

 Regarding RQ 2, I will conduct Content Analysis drawing on the work of Clarke and Braun 

(2015). 
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4.4 Some Perceived Preliminary Results  
 Some perceived preliminary results can be drawn based on the initial readings through the 

data, and on informal discussions with the students after classes on campus, as well as from the final 

online Zoom meeting of the undivided classes. Many students repeatedly voiced their satisfaction and 

enjoyment that they experienced through the positive communication dialogue skits (See more on 

Enjoyment in Dewaele, 2022). Although communication savoring typology was developed based on 

communication in one’s native language, it seems to be translatable into interactions in a foreign 

language.   

 

5. Online Platforms and Digital Tools - Their Place in Face-to-Face Classes 
 In this section, I will only briefly reflect on the usage of the online platform, namely MS 

Teams, but another online tool with similar functions can be as useful. Having class notes, 

announcements, and homework assignments neatly organized and easily accessible for all participants, 

the instructor and the learners, proved extremely convenient, to say the least. The systematic 

“cataloguing” of everything allowed students with (hidden) learning challenges to be able to follow 

the course. It also provided students with a peace of mind in case they were absent from class. However, 

another helpful feature was the chat function and the possibility to upload posts visible to everyone. 

Initial encouragement to post “high-quality” comments created a lively exchange of posts which 

students read and reacted to. 

 Regarding allowing students to use the free neural machine translation service called Deep 

L, this seems to be a sensitive topic for some instructors. However, with proper instruction, this online 

tool can help students to work on their language skills on their own. Rather than prohibiting its usage, 

certain time should be spent to introduce it properly, so students can see how it can be used, and what 

it can and cannot do. Of course, clear guidance regarding plagiarism, or counteractive effects of lazy 

copy-and-paste attitudes is also necessary. 

 

6. Conclusion 
 This paper explored the efficacy of employing a soft-CLIL approach in an EFL classroom 

while introducing the concept of positive communication as a kind of positive psychology intervention 

in times difficult for students confined by long periods of isolation and limited social contact. 

Preliminary perceived findings indicate that the approach was successful at least in enhancing 

participants subjective wellbeing. Regarding the improvement in linguistic abilities of learners and 

overcoming foreign language speaking anxiety, a closer analysis needs to be undertaken. However, 

also in this regard, instructors’ impressions from ongoing monitoring of students’ work and 

engagement are that they made meaningful progress.    
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