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Form-focused Instruction in Task-Based Language Teaching

Lee Shzh-chen Nancy

Task-based language teaching (TBLT) has emerged as a new teaching approach for many second and
foreign language classrooms. In Japan, especially at the university level, task-based language teaching
has been widely implemented in the communicative language teaching context where students work
as individuals or in groups to complete different tasks. However, while task-based language teaching
has been highly valued by its advocates, it has also been criticized for its over emphasis on meaning
and lack of attention to form. Lack of attention to linguistic forms can be problematic especially for
language learners who have not reached advanced level proficiency. While earlier research of task-
based language teaching has mostly only focused on meaning, recent studies have acknowledged the
importance of integrating form into meaning. However, how form can be integrated into tasks needs
to be reconsidered as this integration could vary depending on how focus on form is conceptualized.
The present paper reviews literature related to the task-based language teaching approach by
positioning it within the communicative language teaching paradigm. It conceptualizes focus-on-form
by differentiating it from focus-on-forms. Finally, it conceptualizes form-focused instruction and
introduces how different types of instructions are integrated into task-based language teaching. This
paper concludes with some pedagogical implications for integrating form-focused instruction into
task-based language teaching in Japan.

1. Introduction

Communicative language teaching (CLT) has been widely implemented in many English language
classrooms in the EFL context as it offers learners the opportunity to develop language proficiency
through authentic communicative tasks (Nunan, 2003). Within the CLT framework, task-based
language teaching (TBLT) has become a popular approach in the past several decades (Ellis, 2018;
Long, 2015; Nassaji & Fotos, 2011). It has gained wide recognition from research because it offers
learners the opportunity to develop speaking proficiency by engaging in tasks that resemble real-life
situations. However, research has also shown that while many learners become more fluent from
completing these real-life tasks, they continue to have problems with their language output and
continue to make the same grammatical errors. Therefore, a major criticism of the earlier task-based
language teaching research is that it overemphasized the importance of meaning and lacked sufficient
attention to form (Long, 1991)

The integration of form-focused instruction (FFI) has been a topic of significant interest within
the realm of task-based language teaching. Task-based language teaching has since progressed from
its original emphasis on incidental and meaning to recognizing the importance of form-focused
instruction by integrating form into meaningful tasks (Ellis, 2009b; Long, 2015; Nassaji & Fotos,
2011; Skehan, 2018). Addressing linguistic forms explicitly within communicative contexts facilitate
deeper processing and interlanguage development. However, form-focused instruction refers to both
incidental and planned instructions that direct learner attention to target language linguistic forms. In
addition, the definition of form-focused instruction widely varies so it has different classroom
implications and practices (Norris & Ortega, 2000). Therefore, the integration of form-focused
instruction within task-based language teaching requires redefinitions and conceptualizations to
optimize its effectiveness for developing learners’ language proficiency. This paper reviews literature
related to task-based language teaching and form-focused instruction. First, it reviews literature related
to the task-based language teaching approach by positioning it within communicative language
teaching. Second, it conceptualizes form-focused instruction by differentiating the overlapping terms
of focus-on-form and focus-on-forms. Finally, it reviews different types of form-focused instructions,
how they are implemented, and their effects on language output.



2. Literature Review

2.1 Conceptualizing Task-Based Language Teaching

From a non-pedagogical perspective, task can widely defined as “the hundred and one things people
do in everyday life, at work, at play and in between” (Long, 1985, p. 89). From a language learning
perspective, task is “a piece of classroom work which involves learners 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). In the framework of task-based language teaching, fask has
also been diversely defined (Ellis, 2003). Skehan (1998) and Bygate et al. (2001) defined task as an
activity with primary focus on meaning in order to attain some objectives. According to Skehan’s
definition, fask usually involves solving some communication problems related to real-world activities
and it is assessed is in terms of its outcome. The above definitions of fask can be compared with that
of exercise, which is a language using activity with primary focus on linguistic forms (Ellis, 2003).
Ellis further defined fask to be learner activities that have primary focus on meaning, involve real-life
language usage, use skills of listening, reading, speaking, and writing, engage cognitive processing
skills such as selecting, classifying, ordering, reasoning, and evaluating information to produce clear
communicative outcomes.

Task-based language teaching (TBLT) has become a well-known pedagogical approach in the
communicative language teaching framework (Ellis, 2003, 2009b; Long, 2015; Nassaji & Fotos, 2011).
It has been widely conceptualized and therefore have different classroom applications and implications
(Ellis, 2003; 2018). Task-based learning was originally introduced to the field of language learning
and teaching arguing that the teaching focus needs to be placed on tasks as they are holistic units of
communication (Prabhu, 1987). Prabhu further discouraged the preselection of linguistic forms
because language acquisition needs to be perceived as an implicit process that occurs when learners
use language for communication. According to Prabhu, tasks which are motivating and engaging are
sufficient for learners’ linguistic development. Unlike Prabhu, Long (1985) also focused on real-life
meaning communication but advocated the need for learners to incidentally focus on form when
communication breakdowns and misunderstandings occur. Therefore, according to Long (1985), task-
based language teaching is an approach in which learners learn by engaging in meaningful tasks with
an incidental focus on form.

While implementing task-based language teaching in the classroom is meaningful, relevant,
engaging, and stimulating for learners, the approach has also received many criticisms (Skehan, 2003;
Swan, 2005). One of the earliest criticisms of task-based language teaching is that teachers need to be
ready to provide unpredictable types of support when required by learners (Skehan, 2003). Since
linguistic regularities are only acquired through noticing during communicative activities,
irregularities are only addressed incidentally. Because this focus on form occurs only incidentally,
learners do not learn the target linguistic forms as they are taught in traditional grammar-focused
classrooms.

However, the above criticism against task-based language teaching is not entirely accurate
because it has progressed from its original emphasis on incidental learning to recognizing the need to
focus on linguistic forms during meaningful tasks (Long, 2015). Learners need opportunities to
consciously notice their own errors through focus on form in order to improve grammatical accuracy
(DeKeyser, 2001; Robinson, 2001; Skehan, 1998). This later conceptualization of task-based language
teaching supports Swain’s Comprehensible Output Hypothesis (1985, 1995, 2005) that learners need
to be pushed to produce precise and appropriate output so that they notice what they are missing when
they produce outputs in the target language. During focus on form, learners are encouraged to pay
attention to linguistic forms, especially to forms that they might otherwise ignore (Ellis et al., 2001;
Schmidt, 2001). Without noticing linguistic forms, language learners, including those with high
communicative ability, are often unable to develop a high level of grammatical accuracy (Yang &
Lyster, 2010).

2.2 Conceptualizing Focus-on-form and Focus-on-forms

In the context of task-based language teaching, the term focus on form (FonF) was initially introduced
to describe a brief instructional focus on linguistic features that are noticed during meaningful
communication (Williams, 2005). Long’s (1991) earlier definition of focus on form indicated that it
occurs extensively (i.e., multiple forms are attended within a single lesson) and incidentally (not
planned) as well as interactionally in meaningful discourses. Ellis et al. (2001b) later defined focus on



form as the incidental attention that teachers and learners pay to form in the context of meaning-
focused instruction. Focus on form approach places a primary focus on the communication of meaning
and any focus on linguistic features occurs only incidentally when it is triggered by problems that
occur during meaningful communication (Williams, 2005). According to this conceptualization of
focus-on-form, targeted forms need to originate from problems experienced by learners during
communicative tasks (Ellis et al., 2001a).

There are two general approaches to focus on form: intensive and extensive approach
(Rahimpour etal., 2012). The intensive approach to focus on form refers to repetitive exposure to one
single pre-selected linguistic feature whereas extensive approach refers to nonrepetitive exposure to
numerous linguistic features withina single lesson. The extensive approach to focus on form involves
instructors responding to all linguistic error that occur incidentally during communication or when
communication breakdowns occur. Compared to the extensive approach to focus on form, the intensive
approach is limited to one or a few target forms pre-selected by teachers based on their prior analysis
of linguistic problems experienced by the learners. Therefore, the intensive approach to focus on form
can also be considered as preemptive where teachers anticipate linguistic problems before they occur
(Ellis et al., 2001b). However, because the intensive focus on form approach is based on the
presumption that the pre-selected linguistic feature(s) is chosen by teachers beforehand, it actually
refutes the original definition of focus on form which occurs only incidentally during meaningful
communication.

Focus on forms (FonFs), on the other hand, is a termused to describe decontextualized, planned,
pre-selected, and teacher-centered instruction to focus on linguistic features. However, overlap
between FonF and FonFs is inevitable especially between the intensive approach to focus on form and
focus on forms as they are both teacher-centered instructions based on pre-selected linguistic features.
Therefore, in order to describe this overlapping, Ellis (2001) suggested the umbrella term, form-
focused instruction to include both incidental and planned instruction that direct learner attention to
linguistic forms in the target language.

2.3 Conceptualizing Form-Focused Instruction

While form-focused instruction can be both incidental and planned, both types of instructions to focus
on form could potentially encourage deeper processing of target forms and assist interlanguage
development (Ellis et al., 2001b). Form-focused instruction encourages learners to attend to forms in
the input that they have yet acquired (Williams, 2005). Through input and output processing, it assists
learners to compare their current interlanguage rules and the target language rules (Doughty, 2001).
Form-focused instruction could lead learners to compare forms in the input to representations stored
in their long-term memory or traces left behind in their short-term memory (Doughty, 2001). However,
direct comparisons between input and output are unlikely because input must be processed before it
can be stored and used for comparisons. Therefore, if target language input is not stored in learners’
long-term memory, then noticing-the-gap and comparisons would have limited effectiveness
(Williams, 2005). Therefore, it is necessary to implement approaches that encourage target language
input to be effectively stored and incorporated into the interlanguage system so that it can be used for
comparisons later on.

2.4 Using Form-Focused Instruction for Task-Based Language Teaching

More recent task-based language teaching research has acknowledged the importance of integrating
form-focused instruction into meaningful communicative contexts (Ellis, 2013, 2018; Long, 2015;
Nassaji & Fotos, 2011; Skehan, 2018). Research has found that the explicit attention to form in
communicative contexts is effective (Norris & Ortega, 2000) especially in foreign language settings
where the target language input is limited outside of the language classroom (Fotos, 2002). Form-
focused instruction reduces ambiguity and facilitates cognitive mapping between form, meaning, and
the use of linguistic expressions (Norris & Ortega, 2000; Spada & Tomita, 2010). It allows teachers to
draw learners’ attention to specific morphosyntactic forms and enhances their ability to speak
accurately (Goh & Burns, 2012). In addition, instruction can help learners to notice inappropriate
forms in their own output. As mentioned above, unless learners notice errors in their own utterances,
it is unlikely that they will modify their spoken language to achieve greater grammatical accuracy
(Swain, 1985). However, form-focused instruction is not always explicit, it can range from more
implicit interventions such as planning and repetition, to more overt interventions such as grammar



instruction and corrective feedback (Norris & Ortega, 2000).

2.4.1 Planning
Planning has often been used as one type of focus-focused instruction in the task-based language
teaching context as it can lead to improved working memory functioning and a better
conceptualization of the task (Ellis, 2009a). Planning improves the formulation of ideas and the
articulation of phonemes because learners are likely to have accessed linguistic knowledge while doing
planning and are likely to find it easier to access the same information when performing the task.
While planning seems like a straight forward intervention that leads learners to focus on form, it can
also be divided into two types: pre-task planning and within-task planning (Ahmadian & Tavakoli,
2011; Yuan & Ellis, 2003). The following section reviews only pre-task planning as within-task
planning is considered to be online planning which involves different meta-cognitive processes.
Pre-task planning can be further divided into two types: strategic planning and rehearsal.
Strategic planning encourage learners to consider what they are going to say in terms of content and
language prior to task performance whereas rehearsal refers to partially or wholly repeating the task
as preparation before performing the actual task. Research on the effects of pre-task planning in the
task-based language teaching context has found that it always effectively improves oral fluency (e.g.,
Ellis, 2005), sometimes syntactic complexity (e.g., Skehan, 2009), but almost never improves
syntactic accuracy. Rehearsal (also known as repetition) on the other hand benefits subsequent
performances of the same task (e.g., Bygate, 2001; Baleghizadeh & Shahri, 2017). Similar to strategic
planning, rehearsal also benefits oral fluency and syntactic complexity (Bygate, 2001), but almost no
positive effects on syntactic accuracy development (Bygate, 2001). In addition, rehearsal is most
effective when it is used in conjunction with other corrective interventions (Sheppard, 2006). While
research has often found planning to be effective, its positive effects are not transferable to other tasks
even when equivalent difficulty level tasks are performed (Bygate, 2001).

2.4.2 Repetition
Besides planning, task-based language teaching research has also looked at the effects of repetition on
learners (e.g., Bygate, 2001; Bygate & Samuda, 2005; Lambert et al., 2017). Many researchers have
used the terms repetition and pre-task planning interchangeably as they both require learners to do the
same task partially or wholly (Bygate & Samuda, 2005). However, these two instructions are slightly
different because while planning improves learners’ working memory and a better conceptualization
of the task, repetition reduces their processing load for conceptualization which then frees up their
working memory capacity (Levelt, 1989). During repetitive tasks, learners are primarily concerned
with content rather than linguistic form when performing the task for the first time. Concentrating on
the content allows learners to familiarize themselves with the content of the task, which frees up their
working memory capacity so they can focus their attention on linguistic form(s) when repeating the
task for the second or more times (Fukuta, 2016).

Repetition improves speaking fluency because it leads to more automatized speech (Bygate,
2001; Bygate & Samuda, 2005; Ellis, 2005). Repeating a task enhances language formulation and
articulation as learners can draw upon the linguistic and procedural knowledge they already accessed
and thereby simplify the subsequent performances (Bygate, 2001). Repetition also improves syntactic
complexity because learners can recycle some of the cognitive work (in the area of morphosyntax)
already completed for subsequent performances (Bygate, 2001; Skehan, 2009). This increased
memory capacity makes it possible for learners to focus on other more complex syntactic structures.
In contrast to its positive effects on oral fluency and syntactic complexity, repetition has almost no
positive effects on grammatical accuracy development (for exceptions, see Fukuta, 2016; Sangarun,
2005). It can be considered that repetition fails to develop grammatical accuracy because learners
primarily focus their attention on the content and overlook linguistic forms.

2.4.3 Grammar Instruction
Grammar instruction helps learners to acquire grammatical features more accurately and quickly as its
explicitness directs learners’ attention and raise their consciousness of the target form(s) (Ellis, 2005;
Han, 2004). While grammar instruction does not alter the natural order of acquisition, it encourages
learners to progress more rapidly along the natural route (Ellis, 2005).

According to Ellis (2005), there are different types of grammar instructions and some are more



explicit than others: explicit instruction, production practice, and negative feedback. Explicit

instruction refers to teachers’ explanation of linguistic knowledge, where metalinguistic knowledge is

explicitly transferred from teachers to learners. Production practice requires learners to produce output

containing the target form(s) throughboth controlled tasks (e.g., fillingin blanks) and functional tasks

(e.g., making original sentences containing the target forms). Negative feedback can both implicit (e.g.,
recast) and explicit (e.g. correction). Implicit feedback models the correct target forms by responding

to students’ language output without explicitly indicating the errors whereas explicit feedback clearly

indicates and describe error(s).

2.4.4 Corrective Feedback

Corrective feedback is considered to be the last type of form-focused instruction in this review because
it can effectively direct learners’ attention to their linguistic errors. According to Swain’s
Comprehensible Output Hypothesis (1985), learners need to be pushed to notice differences between
their own language output and target language forms so the more they notice non-target linguistic
forms in output, the higher the possibility they will improve on the target forms. However, in order for
learners to notice non-target linguistic forms in their own output, they need to be explicitly corrected
by teachers. Mackey (2006) found that feedback is effective at promoting noticing of target forms
while a lack of negative feedback limits the development of syntactic accuracy (Goh & Burns, 2012).
Research on the effects of corrective feedback has produced significant positive results on language
output especially in syntactic accuracy development (Li, 2010; Lyster & Saito, 2010). It has been
found that when combined with other types of form-focused instruction, corrective feedback creates
multiplying effects (Lyster, 2004).

While corrective feedback has been found to have positive effects on the development of
syntactic accuracy, its implementation is not without criticisms because feedback is not always
perceived by learners as error correction, especially the more implicit types of feedback such as recast.
As the result, learners are unlikely to notice the gap between their language production and the target
language rules (Williams, 2005). Lyster (2004) further argued that only explicit forms of feedback can
push learners to precisely notice and reformulate their output. In addition to the concerns over implicit
feedback, excessive amount of feedback can also become ineffective if learners receive feedback on
too many types of errors (Williams, 2005).

3. Conclusion

This paper reviewed literature related to form-focused instruction in task-based language teaching. It
conceptualized faskin task-based language teaching within the framework of communicative language
teaching. While there are different definitions of task, they share the same concept that task is a
language using activity with a primary focus on meaning. The paper also reviewed the overlapping
dichotomy of focus-on-form and focus-on-forms approaches and their joined umbrella term as form-
focused instruction. It reviewed four types of form-focused instruction used in task-based language
teaching: planning, repetition, grammar instruction, and corrective feedback and how they effectively
lead learners’ attention to form.

In conclusion, the integration of form-focused instruction (FFI) within task-based language
teaching (TBLT) represents a significant advancement in second and foreign language education,
addressing the limitations of earlier approaches that prioritized communicative tasks over linguistic
forms. By integrating form-focused instruction into task-based language teaching, teachers and
researchers can strike a balance between promoting meaning and form, thereby enhancing learners’
overall communicative competence. Through various instructions to focus on form such as planning,
repetition, grammar instruction, and corrective feedback, learners are provided with opportunities to
notice and internalize target language forms.

However, the integration of form-focused instruction in task-based language teaching needs
careful consideration. The controversy is no longer over whether or not form-focused instruction need
to be integrated, but rather on what type of instruction is to be integrated or what types of instructions
to be combined to achieve maximal effectiveness. The integration of form-focused instruction in task-
based language teaching is promising for learner language development, offering pedagogical
implications for language educators seeking to maximize learning outcomes in real-life alike
educational contexts. The integration of form-focused instruction in task-based language teaching can
therefore be a new approach to course design, implementation, and evaluation to meet the diverse
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communicative needs of learners.
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Know Thyself: A Practical Report on Raising Psychological Literacy in
the Content-Based EFL Classes

Zaborska Schack Dorota

1. Introduction
In this article, I offer a practical report and a reflection on the efficacy of a content-based English
course for first-year university students that aimed to enhance their psychological literacy and critical
thinking skills. Twenty-eight students participated in a semester-long course focusing on
communication skills through group work and interactive lectures. The class met once a week for
fifteen weeks. The textbook I chose for this course, Letters To A New Student — Tips To Study Smarter
From A Psychologist, covered psychology-related content topics, such as attitudes, stress, wellbeing,
motivation, etc., which I believed would cultivate students’ self-knowledge and self-awareness while
enhancing their understanding of basic psychological concepts.

After a brief introduction of the philosophical and psychological underpinnings of my pedagogy,
I will describe how the course was run, and how I made the students play an activerole in their learning,
Offering some preliminary results, I will also briefly reflect on two kinds of qualitative data
accumulated during the course, i.e., a) students’ reflections in their end-of-semester portfolios to
review the level of their reported content learning, and b) students’ post-lecture presentation reflections,
and peer comments, shared on a digital platform after each class to illustrate their work in and outside
of the classroom. Finally, I will advocate for course designs prioritizing meaningful engagement with
and among the learners at the core, recognizing the importance of understanding oneself, and fostering
holistic education.

2. Philosophical and Psychological Underpinnings of My Practice

What helps our students thrive and flourish in school and in life? Which skills, nurtured in our language
classroom at the tertiary level, are essential for the remaining rapidly evolving current times? What is
the relevance of foreign language education in the era of smart translation and soon-to-emerge
intelligent interpretation technologies that are being developed at an unprecedented speed? The
questions get bigger and bigger, and we may easily immerse ourselves in philosophical thinking. Such
philosophical inquiry is certainly valuable, and the course I am reporting about started exactly in such
manner — philosophical.

Know Thyself, which today translates to understanding oneself and, consequently,
understanding those around us, is one of the guiding principles in my teaching. There are many
psychological processes that not only we as educators should be aware of, but we should also explicitly
make our learners understand. It can help them make sense of their experiences. I particularly saw the
value of incorporating the topics relating to psychological literacy into the course titled Integrated
English (IE) (Content-based English).

2.1 Psychology-Informed Pedagogy and Soft-CLIL Approaches

My own research interests revolve around the psychology of language learning, particularly
motivation, positive communication, and savoring learning and speaking foreign languages over one’s
lifespan. Concepts from positive psychology, now a well-established subfield of psychology, have
been informing my pedagogies for some time. However, while making use of such concepts and
constructs, I also want to explicitly teach them to my students, for which the soft-CLIL approaches
have proven successful.

For instance, Nishida's research in 2021 found that tertiary-level students responded
positively to soft-CLIL classes, which focus on developing language competency while introducing
content. This approach is seen as effective for preparing students for a globalized future and
equipping them with language skills and relevant knowledge for their careers.

Also, informed by the work of Mercer et al. (2018), who advocated for merging positive
education with language education, emphasizing the importance of promoting wellbeing alongside
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language learning, I consciously started to incorporate activities related to positive psychology. Mercer
with colleagues proposed a framework for Positive Language Education, which “...involves
integrating non-linguistic and linguistic aims in sustainable ways which do not compromise the
development of either skill set, or overburden educators,” and can be implemented in diverse cultural
and linguistic settings. For example, I have been using Mirivel’s Model of Positive Communication
(see Zaborska, 2022) to address students’ foreign language speaking anxiety through their creative
process of dialogue skit writing and presenting. My findings suggested that this approach enhanced
learners’ subjective wellbeing and improved their linguistic abilities.

2.2 From ‘Know Thyself’ to Psychological Literacy

Questions like, ‘Who am 1?” and ‘Why am I the way I am?’ or ‘“What can/cannot I change about
myself?” and ‘How should I be?’ can be approached from the philosophical point of view. For a short
and comprehensive overview of the topic of philosophy of mind and self-knowledge, see "Know
Thyself: The Value and Limits of Self-Knowledge" by Mitchell S. Green (2018, Routledge). However,
it might be easier to present the topics of self-awareness and self-knowledge to our students from the
psychological standpoint. Where to start then?

In my communicative English (English Performance Workshop) classes, having students take
personality tests, such as 16 Personality Types Test or VIA (Value in Action) Test and letting them
ponder, compare, and discuss their beliefs, tendencies, and signature character strengths have proven
beneficial. It enables them to talk about (and among) themselves in a deeper and more erudite way,
with much better vocabulary. At the same time, students often report that the activities involving the
results of their personality tests made them think aboutthemselves in a way they have not experienced
before. The lack of basic psychological knowledge is always evident, and I wanted to address that.

Psychological literacy is the capacity to adaptively and intentionally apply psychological
science to meet personal, professional, and societal needs (Cranney & Dunn, 2011). Originally meant
to be acquired by the graduates of psychology, psychological literacy has become relevant for the
students of all the disciplines and for the wider population. Hulme and colleagues (2015) in their
Psychological literacy: A multifaceted perspective write, .. .traditionally, academics have claimed
ownership of psychological knowledge. However, in modern times, there has been a democratisation
of knowledge; access to psychological knowledge is widely available through the internet, and it is
becoming increasingly important for individuals to be able to evaluate critically, select appropriate
material and synthetise information, rather than simply acquire it.”

3. Course Description

Integrated English (IE) (Content-based English) is one of five types of courses offered by the
Center for Multilingual education at Osaka University, other four being IE (Project-based English), IE
(Liberal Arts & Sciences), IE (Performance Workshop), and IE (Academic Skills). All these are semi-
compulsory courses within the general education curriculum, serving mainly the first and second-year
students.

According to the description and explanation about IE (Content-based English) on the
university website, the aim of the class is to broaden students' knowledge of academic fields and to
develop English language skills that will enable them to understand and discuss such fields in English.
In order to enhance learning effectiveness, it is important to learn about academic fields related to the
class, whether in English or Japanese. (Center for Multilingual Education, n.d.)

3.1 Aims

Throughout the course, [ aimedto 1) introduce and discuss effective study skills for university students,
2) provide students with many opportunities to nurture active and critical listening and thinking, 3)
help students to form and develop informed opinions, 4) enhance students’ intrapersonal and
interpersonal communication skills (in class and online), 5) improve students’ group presentation skills,
and 6) allow students to practice positive (foreign) language communication.

3.2 Students

Originally thirty-four students enrolled in the course. Two of the students were 4-year students
who only registered and never came to class, along with one 1st-year student. Three students stopped
coming to class fairly early in the course. A mixture of the first-year students from the School of

15



Science (Department of Chemistry), School of Engineering (Department of Adaptive Machine
Systems and Division of Electronic and Information Engineering) and some other departments
enrolled in the course. Six students took my class also in the spring-summer semester and thus were
familiar with the way of my instruction.

3.3 Study Skill Book as a Textbook

For the textbook, I chose Letters To A New Student — Tips 1o Study Smarter From A Psychologist,
(ISBN 9780429432026, 138 Pages, 2019, Routledge), which is a study skill book written by Gary W.
Wood for new university students with the aim to take a holistic approach to learning. There is a
paperback version and a digital Kindle version. Wood uses principles of human psychology, teaching,
and coaching practice. The author offers a refreshing approach to study skills and learning techniques,
and covers topics of attitudes, stress, wellbeing, motivation, cognition, context, emotions, techniques,
assignments, revision, and support in a simple and accessible language. According to the author, each
chapter can be read in about ten minutes, in any order. In the end of the book, in the chapter Notes,
three to four additional sources related to each chapter’s topic are listed. Out of the eleven topics, the
following seven topics were discussed in the course: attitudes, stress, wellbeing, motivation, cognition,
context, and emotions.

3.4 An Online Platform
As an online platform, I have utilized Microsoft Teams. I created a Team for the class and invited all
the students as members. Within the Team, there was a channel for each class meeting, where
everything related to that particular class would be kept. Besides the automatically generated General
channel and the channels I set up for Class 01 ~ Class 15, I also created separate channels for
Assignments, Exam=Portfolio, and Useful Resources. (See illustrative screenshots in Appendix.)
Having everything organized in this way functioned mainly in two ways: 1) as a safety net:
students who might have felt anxious about missing or not understanding properly any important
information or instruction when it was communicated orally in class, would find the notes on the
designated channel, and 2) as a platform for online interaction among the students that was visible to
all class members. (See 3.7 Classwork and Homework for more details.)

3.5 Developing Good Group Dynamics and a Sense of Belonging

Since my intention was to let the students work in groups, developing good group dynamics and a
sense of belonging was crucial, especially because the students were not necessarily from the same
departments or divisions. Even if they would meet in some other classes, these would be mainly
specialized lectures with very little interaction among the learners and so almost no time to form
friendly or collegial relationships.

3.5.1 Getting to Know Each Other

The first two class meetings were dedicated to getting to know each other. After posting brief
self-introductions on Teams, students paired up and created a dialogue between themselves, a sort of
a dialogic self-introductions. The audience was asked to post their comments or additional questions
on Teams. (See illustrative screenshots in Appendix.) This helped students to become closer in a
relatively short time.

3.5.2 Group Work as an Active Learning Strategy

Students created seven groups of four or five members and these groups worked together during
the whole semester, regardless of their role in class. Each group was in charge of one chapter/one topic
from the textbook, and in one class, when that particular topic was being discussed, they would act as
presenters/lecturers/instructors. For the remaining time, they would participate in class as the
audience/learners in the same groups. In the following section, I explain what their respective
responsibilities were.

3.6 Students’ Roles in Class

In this section, I share the actual instructions from the course, as they were communicated in
class and on Teams in a post titled How to Prepare, How to Engage.
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3.6.1 Audience = Students
Before the lecture presentation:
1.Read the chapter scheduled for the following class so that you know what will be covered in
the lecture.
2.Take notes of the most important points in your notebook.
3.Write any questions or comments as they arise while you are reading the chapter at home.
During the lecture presentation:
1.Listen carefully, actively, and critically.
2.Take notes into your notebook: Notes about the content + Notes about the lecture.
After the lecture presentation:
1.Reflect on your understanding of the topics covered in the lecture.
2.Write your comments to the presenters/lecturers on Teams as a reply to the post Today's
PRESENTERS/LECTURERS/INSTRUCTORS. Length: 50-70 words. Deadline: By midnight
before the following class.
3.Write your informed opinion on (some of) the topics covered in the lecture that made an
impression on you or that made you think more deeply. Length: 100-150 words. Deadline: By
midnight before the following class.

3.6.2 Presenters = Lecturers (The Group in Charge of an Interactive Lecture Presentation™)

Before the lecture presentation:

1.Individually, before your group meeting in-person or online communication, read the whole

chapter that is assigned to you. Check the relevant pages in NOTES at the end of the book.

Think of ways or activities you can involve your audience/students.

2.Brainstorm together what topics from the chapter you want to explore further. Decide who

covers what part. Make sure what you cover does not overlap with your co-presenters.

3.Meet in person and rehearse.

During the lecture presentation:

1.Make sure every member of your group has all the final materials/ PowerPoint that you will

use in your lecture.

2.Interact among yourselves and with your audience/students.

After the lecture presentation:

1.Reflect on your lecture presentation and on your experiences during the preparations. Length:

100~ words. Deadline: Within 10 days from your lecture presentation.

EVERYONE: Note that a reflection or an informed opinion is not simply a summary.
*Presenting/lecturing group had the whole class, or 90 minutes at their disposal. Whenever I saw it
appropriate, I would add further comments related to the topic brought to attention by the group in
charge.

3.7 Classwork and Homework

In-class, in-person activities included listening to the lecture and participating in whatever the group
in charge had prepared for their classmates in the audience. These included short quizzes, group
discussions and opinion exchanges, brief games or exercises and actually trying out and practicing
various techniques introduced in the textbook or from the extra materials prepared by the presenters.
If there was time towards the end of the class, students were allowed to start writing their comments
online on Teams on the designated channel.

For their homework assignment, students were asked the following: Audience/Students: read
chapter XYZ and take notes in your notebook. Presenters/Lecturers/Instructors (e.g., Group 1):
Prepare your interactive lecture presentation on XYZ. (See Appendix for illustrative screenshots of
the students’ responses to posts for 1) their comments for the presenting group, 2) their informed
opinion, which they formed based on their own reading of the relevant part in the textbook and the
information they learned in class from their peers, and 3) their reflection on their presentation if they
were in charge).

3.8 End-of-Semester Portfolios

At the end of semester, students submitted their summative-reflective portfolio. In class 11, they were
allowed to work individually on their portfolio draft. I uploaded a master copy of the portfolio
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framework in a Microsoft Word document, which students downloaded and started to fill out with
their work already posted on the channels on Teams up to that point. The final version of the portfolio
framework was updated with spaces for writing their “afterthoughts about, impressions of, and
reflection on this class” for all the classes individually, including the reflection on class 16 dedicated
to finishing their summative-reflexive portfolio. The students were also asked to write a short
paragraph in which they would reflect on the whole course.

Very rich qualitative data from students’ portfolios illustrate their learning experience, i.e., how
and what they learned, which implicitly shows how the course contributed to their psychological
literacy.

4. Reflection on Reflections

In the end of the course, 26 students submitted their portfolios. It is beyond the scope of this article to
offer their detailed qualitative analysis, of more than 72,000 words. However, upon reading student’s
posts after every class over the course of the semester, I am convinced of the efficacy of the course.
Due to space and time restraints, here I pay closer attention to the students’ final reflections on the
whole course which they wrote at the end of their portfolios (almost 5,000 words in total). The
following key points emerged. Some are followed by illustrative, unedited quotes from the students.

1. Positiveimpact of learning methods. Students reported learning effective learning methods,

realizing what their previous inefficiencies were. Especially lessons on stress management, motivation,
and positive mindset were appreciated.
Student 1: “I learned the methods in order to improve my learning. I have absorbed information
through listening to other group presentations and researching the things that about my group
presentation. The methods can improve my life. Before this class, I thought that I was a incompetent
person when I was not able to study enough. However, through this class, I realized that I am not a
incompetent person, but the methods were not effective.”

2. English Expressions Skills. Students reported that their skill to express themselves in
English improved through writing the posts, speaking with their peers, and making presentations.
Several students emphasized the importance of effective English communication skills.

3. Presentation Skills. Students gained confidence in presentation skills, finding group work

and presentations less challenging and more engaging. Several of them also reported they learned the
importance of asking questions and engaging the audience for effective presentation.
Student 4: “Up until now, when I gave presentations, I just gave explanations. However, in this class,
1 learned the importance of asking questions and making the audience think. By having audiences
think about what I want to convey in my presentation in advance, I can leave a strong impression. 1
would like to give such a presentation from now on.”

4. Understanding Psychology. Students appreciated the in-depth exploration of psychology

topics like attitudes, stress, and wellbeing. They also found classes interesting in relating psychology
to study methods.
Student 8: “Each topic was familiar with our lives, but the contents of the lectures were deeper than I
thought. Before I took this class, 1 did not have any routines or ways to increase my motivation, so [
was able to gain a lot of beneficial information through this class. Especially, in my case, the lecture
of good stress and the lecture of music were helpful to concentrate on studying.”

5. Class Format and Activities. Students found the class content enriching and appreciated

various activities. They also discovered the value of communicating with others to gain a deeper
understanding of topics.
Student 9: “I learned a lot in this lecture about how to understand things better. One of them is to
make a group presentation on a single content. I had the opportunity to present on smell and memory
in the lecture. I had never thought about the connection between smell and memory in my life, so 1
decided to research it using textbooks and the Internet. I was able to understand it, but found it difficult
to speak in a way that my audience could understand. It was difficult to verbalize what I was thinking.
Finally, after | managed to finish my presentation, I realized that I had a deep understanding of smell
and memory. This experience made me think that by making an effort to communicate with others, 1
could also gain a deeper understanding of the topic.”

6. Mental Health and Wellbeing. Students found good tips on mental health and appreciated
discussions on maintaining physical and mental health. They understood better the benefits of and the
impact of positive self-talk.
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Student 5: “The content presented in each class was new to me and provided groundbreaking tips on
how to live a better life. What I particularly enjoyed was the content on radio calisthenics, which
showed me that mental health has a great impact on physical health, along with the evidence behind
it. I also found it very interesting to listen to the detailed explanations of how to maintain and promote
physical and mental health, which were very convincing.”

7. Interactive Learning Experience. Students enjoyed the interactive nature of the
presentations, finding them more engaging than traditional formats.
Student 10: “The presentations in this class were much more interactive between the presenter and
the audience than I had ever experienced, so it was easier to understand the content of the
presentations. When I made the presentation, I thought about how to make it livelier, but as I watched
everyone else s presentations, I realized there were things that could have been improved. [ want to
incorporate the ideas I saw in other people’s presentations in this class the next time I give a
presentation.”

8. Self-Reflection and Growth. Students discovered study styles that suit them and gained
insights into maintaining a positive mindset.
Student 21: “Before I took this class, I studied in my own style, and I thought that it was the best. But
thanks to this class, Iwas able to realize there are other studying styles to study smarter than harder.”

9. Motivation and Goal Setting. Students found the course beneficial in understanding
motivation and implementing effective study techniques.
Student 24: “Throughout this entire course, the most beneficial aspect I feel is related to motivation.
When it comes to actually studying, the most challenging part for me is getting started. 1o have a good
start, I believe it's crucial to maintain high motivation. Therefore, this course has been very meaningful
for me. For instance, setting rewards for myself was an incredibly effective method. I also learned a
lot about memory techniques that suit my individual needs. However, what s essential now is to put
what I've learned into practice. To achieve this, I want to be mindful not only before tests but also in
my daily routine.”

10. Appreciation for the Teacher. Students expressed gratitude for the teacher’s questions,
explanations, and engaging teaching style.
Student 15: “The additional questions and explanations by you during the presentation were helpful
for our understanding. [ was particularly impressed by the fact that loneliness and being alone are
totally different. Your additional explanations were very useful for those of us who have been
misinterpreting the meanings of Englishvocabulary. This class made me want to learn more about the
essential meaning of English words. Thank you for providing me with a new interest.”

5. Afterthoughts

My overall impression was that students seemed to appreciate the interactive and student-led class
format. They reported positive changes in their attitudes, mindsets, and study habits. They also
acknowledged their improved language skills, and better understanding of psychological principles to
enhance wellbeing. Qualitative data from the portfolios offered not only some valuable insights into
students’ learning experiences, but they also showcased the course’s contribution to students’
psychological literacy.

To conclude, psychological literacy involves understanding and applying psychological
concepts in real-life situations. Soft-CLIL classes can enhance psychological literacy by integrating
psychological concepts that are personally relevant to the students. And when students are enabled to
collaborate, and teach their peers, they experience the so-called protégé effect. In other words, they
invest more effort when they anticipate teaching something to others, compared to when they are
learning (or being told to learn) solely for their own benefit. (e.g., Paul, 2012), After all, already the
Stoic philosopher Seneca said, “While we teach, we learn.”
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Appendix
Ilustrative Screenshots and Snapshots

& R2EPW KE23/24 « & Post 4
N W= . ou
Tap the checkbox to show a channel in channels list %2 EPW $4=23/24 + Class 01 (2023, October 6th) I ZDQ Oct 13,2023, 11:46 AM
General .
You Pair 1
©  ASSIGNMENTS © Oct6,2023,12:50 PM Our Self-Introduction in a Dialogue:
@  Class 01 (2023, October 6th) DONE BRIEF SELF-INTROS @ &
@  Class 02 (2023, October 13th) DO... Hello, beautiful people! 30 replies from |:| and 26 oth
@  Class 03 (2023, October 20th) DO... ,Please r?_p_'y to this post. Start WIt.h youkname @ [ oct 20,2023, 8:48 AM
in Romajl, in the order of your fam!ly name > Ryosuke, what do you think are the
©  Class 04 (2023, October 27th) DO... and first name. Greet, and then write a brief disadvantages of living alone?
- i i Ohtsuki, which baseball team do
©  Class 05 2023, November 10th) D self |ntrodut_:t|on4 Share one thing from your ) ot b
past, one thing from your present, and one thing YOu:sUppOrL d
@  cClass 06 (2023, November 17th) D. from your future. < Reply
©  cClass 07 (2023, November 24th) D. Eg.: "
Zaborska Dorota. Hi everyone! Lovely to
©  Class 08 (2023, December 1st) DO, meet you! | came to Japan 30 years ago. | | You
©  Class 09 (2023, December 8th) on am |qterested in the. psychology of language © Oct13,2023,11:48 AM
learning across one's lifespan. | want to travel Pair 11
Class 10 (2023, December 15th) D. i 5 g
© classio ecember 15th) abroad and around Japan until very late age. Our Self-Introduction in a Dialogue:
° Class 11 (2023, December 22nd) O. (a {}i) \';8 ®
° Class 12 (2024, January 5th) [on Z o 31 replies from I:I and 27 oth.
[ oct6,2023,12:53PM 7
©  Class 13 (2024, January 19th) DO... sY 5
- |:| Hi everyone! | was o Oct 20, 2023, 9:04 AM
©  Class 14 (2024, January 26th) DO... born in Shizuoka . | had played soccer ? Yuki, what does summer in
v i ike?
since | was seven years old. Now, | Holdaido fest like?
©  Class 15 (2024, February 2nd) DO.. bel f Iel e Syutaku, do you speak Japanese
elong to futsal club. In the qture,l better than Chinese?
©  EXAM=PORTFOLIO : want to become a researcher in space
°_ engineering. < Reply
©  USEFUL RESOURCES :

Left: Channels within the Team for the course. Right: Examples of posts from channels 01 and 02

with some student responses.

Y™

Your lessons were very great . It was a
good opportunity for me to think a lot
about classroom content . The group
work made the class very enriching
as | could hear my friends' opinions.
Also, The slides were so easy to read
and it was easy to take a note. So, |
want to apply it to my own teaching.
(62words)

order to prevent FOMO, | decided to
take measures such as reducing my
internet usage and clarifying my goals,
as mentioned in the lecture. Also, |
want to think more deeply about first
impressions. In order to make a better
first impression, | want to be aware of
five things we can do to make a good
first impression that matches your
lecture. | think that the most important
thing for me is to smile, so | decide to
be careful. (148words)

é =  Today's PRESENTERS/LECTURERS/I... P e OUR INFORMED OPINIONS (AUDIENC... ¢« L OUR REFLECTIONS (PRESENTERS)
B 0ct27,2023,11:58 AM - Class 05 (2023, Novemb. Oct 27,2023, 12:51 PM - Class 05 (2023, Novemb Oct 27,2023, 12:56 PM + Class 05 (2023, Novemb.
= [ Inovia.2023,11:56Am v ———Nov14,2023,243pPM o [ ]Nov17,2023,10:41 PM 4
> ] Thankyou for your c : What impressed me o[ ]First, it was the first
lecture. It was interesting and | learn most about this lecture was the talk time for me to study something that
something | didn't know. | think it about FOMO. | heard the word FOMO I did not know much about and to
was very good to asked questions to for the first time. Through this lecture, present it to an audience like a class,
everyone in the class, and | found the | learned that FOMO is the insecurity and, many things did not go well.
summarized slides which divided into of missing out or being left behind. | During my presentation, | had two
items were easy to understand. So | was very surprised to hear that SNS opportunities to ask the audience
will refer to my lecture. (50 words) such as Instagram and Twitter are the for their opinions, but when | handed
cause of people suffering from FOMO, over the microphone, | had to repeat
[ Inovi32023520pM so | thought we should be careful. In what | had just said in Japanese. This

made me think that | should have

had a Kakunin Time during the class.
On the other hand, | was able to add
explanations to what | had said after
watching the audience’s reactions.

In my group, we were not able to
present everything we were going to
say within the given time. By skipping
explanations, we could not say what
we intended to say and what was
necessary to better understand

it, which was unfortunate. When

| realized during the presentation

that it might not go as planned, it
was difficult to choose what we
really wanted to talk about the most
and what we should talk about, so |
thought we should have prepared more
for all situations. (188 words)

Left: Examples of the comments on the lecture presentation from the students in the audience.
Middle: An example of an informed opinion.
Right: An example of reflection written by one of the presenters/lecturers.
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On eustress and distress. 3: A physical exercise break incorporated by the presenters into their lecture.
4: On the study environment.
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(L2 Social and Individual
Iﬂ.‘j"lﬂ' w Intergroup Climate Personality letext

ATENCIE, RERNTORE, F_SiEToOT VERE, (tF Lo —SEEEHR S, tBIA
Iﬂ@ﬁ@m\a izh“(b\é MacIntyreetal. (1998) I%, BiEHBIZOWT IEiEaHT 2 ER
D HFEEEELAHE RN T 7T NIRRT 0 7T A THD, 1(p547) & L,
STEHE OO BEL, a2 2= — 3 VS AR D DBk & TN EERRIC
ITENCR T EREBER T 52 L ThDH EFRLTND,

92 BT 2)WTC AL EA T%zh“(b\“é HENTEZ 2FHLITON T, FEoERMIC
KL TCHEOWEDAELZMDOT, EA LB FLT TR LIFEHE I =r— 3
/“C&) . WIC DEMERZRLTWD, TOXIRaia=r—rarzMb) L4 o0E

WRIZH D, xR ERNE 3BT CRRE TV S,
3EIZIX WTC OEBEOFHERETH D ) I HEOHTFLaIa=r—Ta b THE
i (Des1re to Communicate with a Specific Person) | & 4) [ZDHTOaIa=r— 3 DA
f& (State Communicative Self-Confidence) | AMRULAIELN & U THZEASHT BTV D, FRED
HFREEaAIa=br—TarT58EE hEEBREZESTVE NI FRTH 2 DB
(affiliation mOtIVC)J M E X L CERIMIZEEZ 5 2 586K TH 5l 8 (control
motives) | ICX VA LT85, ZOHTOaI a=r—a O BEIE FFEORN FORE
RARLIZ L > TEHTLHEEZDBND,

FATELLUTIE, RBUSEL ST HIRAZE LTl RN A O ER &> TnD, 5)
[f N$2fil @)% (Interpersonal Motivation) (213 [#ll4#l (control)] & [iFn (affiliation)] D
OOMEAH Y, HIEHOm S I, EAIE B Bl & AGE 7 & OthaiREINs | B o0k
WCTHhoThala=lr—a ATEEZKITT Z L 2HEML T2, BMomE» 6T,
NDOHAE DN RIS Dy & WD S T RIS, EORREDfT & H WAL & W\ ol filx
DN EHICBE L T D AR 2R L T 2D, ZAUSKE L, 6) [t 7 L — T i)
# (Intergroup Motivation)| [FFFED 7 N—FIZHERTHZEMLAEL LD THD, FVL—
THIO B IR E . B b 7N —T LEREEZ S LT AR Al 2= —T
VATENZ S K BE 525352 bivd, £72 7) [BIE (L2 Self-Confidence) | XRIAT
72b O T <, TL2 BEJ1ICXI3 % B Ol (perceived communication competence) | &[5

FEANZZE (language anxiety) | 2 DOEENEENTND

%5 EOEE GBI 7 A ML, 8)@@7”*7 ~ODHEME (Intergroup Attitudes)] .
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9) I ZDHDOHEATIRILDOFEE (Social Situation) ], 10) (2 I 2=hT 47 « L ET LA
(Communicative Competence) | N E 41D, 8) X7 /— T ~OREFEIZIE, HESEAET =
L2 =T 4K U THFER THERNR B RS, AN EIRSE 77 v — 7 D324k
SO N—TIIIENIRNE D IZL L9 &35 (A ~DZAL (fear of assimilation)] 73
D, T OREEIL L2 FEEE S ITIC L REL KT T L SND, 9) £ D% OFEHIIRN
DR LN, FELHFOSIEEAE, SFEORY., a3 2=r—a VOHEMTHY . il
ORAI 2=l —a T OERICEEERIEFT AR LTS, 10) DI 2=
T4 T e AT VAT FEHERST 4 AT — AR EF LTV,

BoEizix11) 7 —7RIOREMF% (Intergroup Climate)] & 12) [MERS (Personality)] 737
BT B TS, 11) Z—7HOBMRIZ, RIESFEN AN 2V T 4 O H TR AD
EBRDEBEOMICHET S, 12) &iX, =X /&0 MY XA AMBREENEGENS
e EOFEANOMR S B D3, EEOER &0 ) L0 AERRE SEA L - TFEIRN
WL 52 HDEMERZ OGN TND,

L2WTC ~DWEAER 72 528 EEIR 1T 30 LA BAFET 2 & B 2 B (Maclntyre et al., 1998), &
TIRPRENTURES HET, BT X bR, 9—nr v/ TUT 7 Efkx etk
[ZFRW T, L2WTC (28288 % ) F 3 K OAFZEAM Thiu T % (Peng & Woodrow, 2010; J\ &,
2019), L7=23->7C, WIZ L2WTC (ZB#ET 2 FKIZDV T, FIZ EFL 85 M2 BT 2058
WZHEREY T TR D,

3. L2WTC ¢ BAEER

L2WTC 1%, K& < 1) TRAEM (trait-like) WTC & RILHI (situational) WTC DA THE
2O, FiFEIEa 2= —va VOBAEIC, BE T I 2= —Y a3 VITEIOFIER
ARERERICEREZ Y TTWD, L2WTC OFEFEFRIL, &1, e, KONREIE
EHWTEBEINTEY, 215 D% OMFFERFHEL L OF D EADREE OFRFECME
FEAE A R AR 22 ¢ BRI Z W BRI L 55 O TH S (Shirvanetal., 2019), AFH
T, FRERY WTC IZBET 2 EAUAFZEICTER L, BIE £ T2 < OMFE CRIEMEN R b
FREE T, SBEREZEDDLITHAI EEBEZONDIFEEC A=A b O
WCOWTHLEKRT D,

3.1L2BfE

L2WTC & B R S ok x RER O TH, L2 BENR—H LT L2WTC &iRVER
DO RHDZ ENRPALINELRS> TS (Peng & Woodrow, 2010; Shirvan et al., 2019; J\ &,
2019), BEIZIR <7223, L2 BIEIX L2 BEICKI 95 A CaHill & SREARELD 2 DOHEFEE e,
L2 RE/1ICxId % H CRFiilX “the overall belief in being able to communicate in the L2 in an
adaptive and efficient manner” (Maclntyre etal., 1998, p.551) [ 55 S35 Tl ) D RN=A0 72 )7
ETalia=br—varRnNTEHLWV)BERNRES (EEN) L EFRIN D, Shirvan et
al. (2019) 1 L2ZWTC (ZFRT253LD 9 B, 2000 FF225 2015 FFOMICEFT & Vv —F
JAZHBEL S TR S0, ek L2 RS, B 22 ROFRSC (4797 AXFER) 1220V T A X 43Hr
ATV, DREBORKE ED L2 i8 )0 B il A i b B E L PRIK S &SRR T T D,
Fm. FEA - BRA - KA E XIS E LT Donovanand Maclntyre (2004) C % 4 fin & [
T FEROFERIRSNTIY . B EFHEA EVIEE L2ZWTC b & W) #ER A R LT
W5, BHARD KA Z%5: & L= Yashima (2002) T, L2 BE/712%4 5 H CaliAs L2WTC
IR ZEPRSINTWDN, L2 i miTiud L2 Bk 2 BERE SRS &0
I AERIIF DR Do T2, L2WTC OBEMNS D &, FEEO L2 BN EV b, EDnX I
HEDLENEZBHMLTWEIDLNEETHDL EEZILND,

L2 AHfEDH 9 —D2DEFETH HE7ENZIL “the worry and negative emotional reaction
aroused when learning or using a second language” (MaclIntyre, 1999, p.27) % _SiEa¥E L=
DA L7203 2BRICH S Z SN DELRCAER R OIS (EER) L ERDITH
. Z< OBFZET L2 BBANCKT 2 IR L2 2 2 2 =7 —3 3 LAOHBERKRTH
52 ENED BHILTW S (Donovan & Maclntyre, 2004; Shirvanetal., 2019), L2 2/ H CFF
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fili & EFEARZOBIFRIZ OV T Yashima (2002) &, AARAERAEZSRE LIEHFETH D
Yashimaet al. (2004) TiX, SEAL LD L2 HEH O H CRHEiD 5 L2WTC 12K & < 8%
KIFL TV HRERN RS T,

—H CERNOEEORKE INFIZ—ETIERN L HEINTWD, HFEE 7T A
FEEANHEE T AT ZIIBNT, A ~—Va VRO T N—T L IEA ~— a3 RID
7 —"7"% L#% U 7= Baker and Maclntyre (2000) CiX, 3EA ~— 3 RO 7 L —7"TClE
L2 B D H MY, A ~— a RO T NV— T TIESBARLN, bR L2WIC &
FARIL CTWeZ &b, B SiE CORBESEREN®m < 2 D122 TELT 5 TRtk
Do LaEHLTVD

3.2 BhgESiT

% < OHFFET WTC & ORICIEOABEI N ® 5 Z & Al S 280451513 (Shirvan et
al., 2019), “motivation is responsible for why people decide to do something, how long they are
willing to sustain the activity, and how hard they are going to pursue it.” (Ddrnyei and Ushioda, 2011,
p.4) & %EED% v, \E (2019) TiE TARIR & DITEI AT D00, ZE00 Feld 270,
Z DD EDORRERHRT R T —2 80T 0 (p.74) L EFHRIN TS, Shirvanet al.
(2019) T i A BT ORGSR, BESITIIAL LV < L2 WTC 12288 % JIE 3K T
bHELTWVDS,

BSRENEAGE, O SENEGETH D ESL BREL FONY A (EE R ARARFAE - KE:
B % %t 4 & Ltnﬂﬁ (Hashimoto, 2002) Ci%, L2WTC & L2 ff FAEEE |2 IE O BIRIE N &
LT EEH BN Ule, [RRFC I B E T L0 | B & L2WTC 25 L2 S350
BEREICEBN D Z L L2WTC NEE S I BN D Z L R LTS, ZORRNG, Sif%
ENZRT 28D T3 E < (L2WTC DSV FAEIZ EHE To L2 S HBEEN @SN 2 &
L2WTC O [a) L3 EhE-S1F o EIZE2 % &) BRI RR S ivf-, EFL BREEICE1T “éb}%
ZECIL. BARNERA « R¥EAEZXTGE LT- Yashima (2002) & Yashimaet al. (2004) |
SRS SATIC L D EE ST 20 5 L2WTC ~DEHEORIKITRD e, L2 EF%%TLT
L2WTC IZEEN D Z & &R Lic, WEARFAEZ XS & LTz Peng & Woodrow (2010) T % [A]
BROFRTH T, ST RH L7200 T, FEENR I 22— a il ﬂ,fﬁ’ﬁéﬁ
7B TIERL . MAT L2 BEBXKLETHD Z EAVREN TV 5, Nishida (2013) 1%
HARANRKRFZAEZ3 G L L CHORERR (Deci & Ryan, 1985; Ryan & Deci, 2002) (235 < Hj
S0, L2 8-S H B3 AT A (Dorney, 2009) @ L2 FIARH C (L2 21 4 2 5kD
HAOHCOEK), L2 FEHC (L2 A L UAE» LSS HOB) & L2WTC &bk
y;m%ﬁm PR R OREME (O WTHFZE 21T o7, L2WTC & NAYEhEAT . S S

SiF, L2 AR A S ORMICIZIEOFBEBR RO Sz

. FO—FTL2 ZFHEAC L WIC ORICITFHBIRIRITRD b iv/e o7, EFL B F D
FE[E N mR AR« REEZ RIS L U722 (Lee & Lee, 2020) T4 L2 HAHE O L2WTC D]

WZIEOFBEREGEN H D Z & L2WTC Z FHIT5 Z & 2% bbra;hﬂ\‘éo Z G ORI

BENBDOSHEFEIIB T BESCHALZFF O LT, ala=lr—ra I L THE
RN 72 D ATREME 2RI L7 O TH Y . L2 HAAH Qo bc X 25k & B ISR ErEE)
Z LA A DE DHERIITAIZL W L2WTC 237 | L 72 Munezane (2015) O L - TEAF

Tohlcés5xE o,

3.3 EERRYE M

% < DY O L2WTC OWFFETALK THES L, AT XD L2 a2 =T 4 B3Hik
I HERETIX L2WTC & L2 =3 ;1*474«@%4”2:0)!33 CFHBERIRI TR DAL TV D
(Peng & Woodrow, 2010), JLK EIZRARV | 12 aIa=7 ¢ L HEAEIETHEDLD Z LI
au}\m\ HARD X 5 724t SUIRICE S35 £ 9. Yashima (2002) 1Z L2 2 X 2 =7 4 ~D

TERIRE LT b DA mIENEST 1T (Gardner, 1985) 121805 b D & LT, TEERERME

(InternatlonalPosture)J R LTz, EEEREE 1T AARICEWD CHGENRGIM T2 IR
& U7z [EBEME ) N, 2019) ZalfER0ICiE 2 L9 & L7EEETH Y | 1) B b EEa—mliE
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B, 2) EBARZE - IS~ B0, 3) B4t TO SR FCE BRI E~OREL 0 3 BWHRICK
> THRIEHIZERZ SN TS (Yashima, 2009; J\ 55,2019),

EFL BREEICHA T 5 & O IZRE SN EHERRE ML, Yashima (2002), Yashimaet al.
(2014) O OWFFE T, EBRAE RIS ESE L2WTC IZ¥3 5 2 & DR Sz, [FIRpCE
EREEMPERNERE DT 2@ 0, OWTIEMEIZEN D2 Z LB RWEEN, A4 T 1 T 7
72— RARPLCTHIZERNT L2WTC DSEVVAERENRA M D a o =7 — 3 UHEE & KB
BRI T D EERNE -T2 e E 25T 2T 2 DX IBPBRET VPRI T
W5 (N, 2019),

2. EHEERERME - 2B - L2ZWTC R 70 (J\E, 2019, p.126)

W SO 3% R
2RI

Z O b EERERMEE L2ZWTC & ORENMEIZZ < O TRO LTV D (e.g,
Mystkowska-Wiertelak & Pietrzykowska, 2011; Nishida, 2013; Peng, 2015; Tabira & Goto, 2017) ,
HR DA OFE T 5% 24 T 72 Peng (2015) 1 H [E D K224 AP BUTHHA 21TV, W7D
BREE CEBRAEBMED L2WTC 2 PRl 5Z L2 LI L TWD, HENTIThNH%
T, TAARD T a Bl dH L2WTC 1L, SiERL, L2 FEER, EREAERPEc X -
TPl S, #ESNO L2WTC IXEBEAI SRS ME— OEEO PRI Th - 7=, #ENE
IXR72 0 IGEEFE T Z ENFEOT HNT . RADOEBICERQLIVTWDIRGLTIE, J5508
I A S, BN > TODRMEZR L, HEN2aIa=7 0 L A BHE/EY
DFHZENTELBMEIZE. L2WTC ZHER LotV Z i s T\ 5,

FroIA v bEDala=br—va T LRI TR TS, AV —F 2 T A%)L
DD EIEEZRVARATREEGRE LT, ADA 7 2EH LZEERRICBIT S
L2WTC % 4 L 7= Tabiraand Goto (2017) (. LHAEESHTIC LD | EEFEA F AR+
7CH, EHEMNEMEZE DD Z ENERESITR EE L2WTC OUEIZ DN D T & &R
L7z, L2 A= — L DOEFERERDVD o g Eo L2 WTC A ESE 5103, [EERIE
MEEED L ZERRBIREHTHD Lm0, 74 Y — N EHLZDD0
R TFETHL I ENEIESNTELFADTEAD,

3.4 BEFZ -V AV R

FREFET T =V AN (LT LE) &3, PRI B2 158 0 2600 ZRaREIT X LT,
BTl TRV MA TV DREE] (v—P—+ RLl=x1,2022,p.12) TH Y, FHIEB)~
DOFERMASINEIR < FE R RITHE OO L 72, BLAlTL 0 #HELDEFEO B THEH 250 T
WOHBEERTH D, L LM bH SiEE A0 B Tl IS 72> THHED A A TDID
X TEITD (v—P—« Fb=x=A,2022), BIED L Z A L2WTC & OEHEAR
BEEZ DUV T OMFSEIZIR 51TV 5 (Mystkowska-Wiertelak & Bielak, 2023), < -27DHF4E
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(2B W T LE OBFE#ZERIZIE, L2WTC OREZERK L LET 25 b DR H 5 2 L3RRS T
Wb, Bl LT, RFIENCE T 2850 S 2 B3 5 Grit (Duckworth, Peterson, Matthews,
& Kelly, 2007) EES . T2 P a A A M ERETF BRDTH 5 (e.q., Cao, 2022;
Lan & Woo, 2021; Lee, 2020),

L2WTC & LE OEHH)72 BRI R A Y CTfffi & LT, A—F 2 RO EFL B F T
KFAZE NG E LT CTh D Mystkowska-Wiertelak and Bielak (2023) 238 %, Reeveand
Tseng (2011) 2MER L7ZLE ® 4 DO X3 THDH 1) =— V= NTZ U F—T A b
(Agentic engagement), 2) {TEIJ=> 45— A | (Behavioural engagement), 3) J&FH) =
7 —3¥ A b (Emotional engagement), 4) i@ 7 — A | (Cognitive engagement)
& L2WTC & OFEMEA AR R O EREFE T 2 D CiE Lic, =—Y = M=
—V A NEIE, BREBAS R E, FEHENZT HIEONOF TIT 9 B AR =R
(Reeve & Tseng, 2011,p.257) %K L. {TEIIT 7 — A > M, ISR LCHEF L TH
D #Te7p EEEEEB A OIS A B KT 5, BIER = 77— A v ME, BAERREL S
LWV FITMANE ZEIFE TOFEEFEESZIMNTH Y | BB 7= A MI FENEE B
DFEFR & RO TSR L MREER T TEB 2072035 O FETEE SN Z %
THDTHD (Reeve & Tseng, 2011; ~—H— « R/b=x1,2022), EFTERKDIATIZLD
B o = A FERBHMB = 7 — U A U R S, “Positive cognitive
engagement” & 4y SAL7=, & @ Positive cognitiveengagement |, L2WTC & IEDFHBARIFRIX
MERB T & 23, L2WTC Z Pl T2 O TILeW &0 5 BURROEERAVR S N, 2O
TIE, BEN o A=V A R eI = — U A v R EER L —2 DR & LTH-
723 BE DKA- & F7UX L2WTC O FHRIKF & 72 5 AlREME S B2 B 5 D TIXRWEA S
D, MO TIXG THLHIZ—T =2 MYZ = A N KOMTEI= 7 — A M3,
L2WTC & OEOFHBERRA ML S4L, L2ZWTC 2 T35 Z LA L MNE o T, FF
W=z M=V A ERROTRIRFTH DL b, FENTEEEICH
SIDEZIZONWTHS DML 5252 LIX, FEHEORE~OSMEBE L, L2WTC &
M EXELREERH DL ENRBINTZEF XD,

Ltk BSIEEENTFCH L2WTC & LE At d 5 HR 2 B3 5 2 & AV FERERIC
A5 OO < ATREMEDSMFERE S TR U (Mystkowska-Wiertelak & Bielak, 2023), £k % 72 #1209 3k
RFHFIZBNT, KV ZOMENREREND Z LRI,

4. Bz

ASEE KR LT 4 SDOBEERLAMNC G, 7 7 AH A X (Aubrey, 2010), kB > 7 (Kang,
2005; Pawlak & Mystkowska-Wiertelak, 2015) <2 7' /L — 7 U — 27 (B9 % L2WTC (Fushino,
2010) 72 & L2WTC (ZBE#T 2 F L L < WL STV D, £ BB AIZ LY L2WTC
DERT DA 70 EEEN I RBIZE TS (Toyoda, Yashima, & Aubrey, 2021) & S 41U Tu
5o ARETIE, TITEMR WTC (2B 2 BERIRFZEIZ W TR~ 7208, IR WTC ZHE %
X9 L ZRERRENIIGEH %< H Y (e.g., Cao, 2011; Cao and Philp, 2006; Kang, 2005; Peng, 2012;
Toyoda et al., 2021), Zi1L 5 OHFFETITFEMIZ L2ZWTC OEEREZ STV 5D,

BEOL Z A, METOAEII 2= —3 9 UIHT DR £ 2 5O THDER, Y
—¥ ¥Ry NU—F 7 —EZ (SNS) 3 FEL, HEEFEIIR P ER NI I a=b—
varFRELSOTVABRICEALE . THXA P I a2 = —T a3 2L D L2WTC WAL
DYEENFEES> TNDDOTIE RN EEZ D, o, RKFEERRE LEHERER SN
TWB, gl @A E xS & U583 ity 720y, Watanabe (2013) TR 5R
23 HARNERRAED L2WTC 1T % .2 7o AlReE DA STV D Koo, e, @il
23t L CIEBEBORN G- 2 2B LD n 6T HAHDO T RWIEA D, Zivd OFHE
2B D L2WTC OFFESCAER, AR TICEREZ Y T I VR b EEN D,

BE W
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