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An Online Practice for L2 Source-Based Writing

OTOSHI Junko
Okayama University

Undergraduate students in an English as a Foreign Language (EFL) context have difficulty
integrating informational sources into their texts because of their basic English writing skills
and lack of academic knowledge in each discipline. Therefore, EFL writing teachers need to
provide step-by-step support to help students find, connect, and integrate informational source
texts into the students’ writing (Zhang, 2013). This paper will report on an online practice for
Second Language (L2) source-based writing activities that aim to develop rhetorical,
linguistic, and critical thinking skills. Specifically, three activities; verbal reasoning quizzes,
paraphrasing and response paragraph writing, and a data commentary exercise will be
introduced as approaches to write a discussion essay. This report also discusses some
pedagogical implications for L2 source-based writing instruction, followed by student
reflections on their online activities.

Keywords: critical thinking, L2 source-based writing, Moodle

1. Introduction

Since Covid-19 vastly changed the format of general English classes in 2020, university
teachers have been implementing various approaches to keep their general English education
accountable to respond to this critical condition. Among the four-skills instructions, writing
seems to be the most adjustable to online teaching because of the solo nature of this method
of learning English. Teachers, at the same time, can still actively incorporate group work into
online teaching; for instance, they can utilize some functions such as Forum and Chat in a
Learning Management System (LMS) to promote collaborative activities online.

The sudden shift to online teaching, even if it is an emergency measure at the beginning,
has become an opportunity to reconsider teaching approaches for university teachers. The
author of this paper tried some activities for practicing L2 source-based writing online. While
she acknowledged the importance of citation practices in her second-year academic writing
courses, most writing assignments were opinion essays, which usually did not require outside
sources. Taking advantage of the online learning environment, where students can study at
their own pace, the author incorporated reading practices more by connecting writing
activities more than the face-to-face format of the classrooms.

Integrating outside sources into their texts is challenging for L2 writers at the
undergraduate level. At the graduate level, however, writing from sources can help the
learners acknowledge the unique discourses in their disciplines. In other words, incorporating
relevant texts into their writing shows how much writers understand the uniqueness of the text
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in a targeted academic community (Hirvela & Du, 2013).

Citation practices at the undergraduate level often focus on text appropriation, such as
paraphrasing or summarizing, to avoid plagiarism. Writers should carefully differentiate their
own words from the voice of the authors of outside sources to avoid plagiarism. On the
positive side, writers can improve their writing abilities to build complicated writing
structures through paraphrasing and summarizing. However, these practices tend to focus on
sentence building and might be boring to the students. Integrating outside sources into texts
can not only help the writers acquire sophisticated writing skills, but also develop further
thoughts based on the information of the source texts. Undergraduate students should also
realize such important functions of citing sources into their texts.

Accordingly, how can EFL teachers instruct L2 source-based writing skills in a general
English writing program? Many of the students have not obtained discipline knowledge yet.
Some English writing textbooks for advanced learners, such as Cambridge University Press’s
Academic Writing Skills 3 (Chen et al., 2013), include citation rules: citing sources in their
texts and including references in their work. The explanations of those rules are concerned
with writing policies that avoid plagiarism. The model texts introduce sentence structures
using conjunctive adverbs and reporting verbs for paraphrases and summaries.

In reality, however, the models in these textbooks are too sophisticated for first or
second-year university students. Unless our students have content knowledge in certain target
areas, they cannot be expected to produce the pieces of writing we see in these textbooks
(Yoshimura, 2013). Furthermore, L2 writers’ knowledge of the background and culture of the
English texts is limited (Doolan, 2021). Therefore, more friendly materials for EFL
undergraduate students are necessary for them to acquire L2 source-based writing skills.

As mentioned earlier, one critical aspect of source-based writing is not only for
technical reasons; namely to avoid plagiarism. As pointed out by Kwon, Staples, and
Partridge (2018), source-based writing helps writers foster critical thinking by paying
attention to rhetorical features unique to individual academic communities and disciplines.
Although first and second-year students have not advanced to their academic disciplines yet,
they need critical awareness to distinguish their voices from the authors of outside sources.
Therefore, EFL writing teachers should develop the activities and materials to bridge general
English academic writing and genre-specific writing programs.

2. Practice

2.1 Background of the Practice

The target class of this practice was a second-year required English class, English
(Reading & Writing) at a national university in western Japan. The practice was conducted in
2021. Twenty-eight students from science fields such as engineering, science, and agriculture,
participated in the class. The class was designed to last 100 minutes combining two periods,
totaling 14 sessions. Since the class was conducted online, the author uploaded the materials
such as quizzes and worksheets on the Moodle page for each session to meet the amount of
learning as originally designed for the face-to-face course. Also, the author frequently
gathered the students to participate in video conferencing lessons using Microsoft® Teams
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for collaborative activities.

The motivation for this practice came from the author’s reflection on the previous
classes that were conducted face-to-face. In contrast to a first-year English writing course, the
target course was designed to improve students’ academic reading and writing skills. As a
common activity over the classes, a research paper or discussion report including references
was assigned to all students. However, the number of references and words of the paper were
left to individual teachers, depending on their students’ English proficiency.

When the same course was conducted face-to-face, the author assigned a research paper
of about 800 words including five references as a final project. The students’ English
proficiency was B1 level in the Common European Framework of Reference (CEFR). There
were several students who failed to integrate any of the references into their texts. It seems
that some of them were inattentive in class; however, it was speculated that they did not fully
understand how to borrow an author’s voice in the texts well. The author used Academic
Writing Skills 3 (Chen et al., 2013) and explained to the students about summarizing and
paraphrasing in order to avoid plagiarism by referring to the target unit. It turned out, however,
the author’s instructions on L2 source-based writing were not explicit enough to the students
for skillfully integrating outside sources into their texts. Therefore, the author aimed to
incorporate more explicit and step-by-step approaches for improving students’L2
source-based writing skills, all the while fostering their critical reading skills online.

The English proficiency of the target class was considered as A2 level, which is the
second lowest level in the CEFR. Therefore, the author instructed the students to write a
530-550 discussion essay including three references. The textbook used in the class was QO
Skills for Success: Reading and Writing 1 (Lynn, 2020). The author conducted the sessions
following each unit of the textbook online. Even though the final assignment was set for a
discussion essay, instructional inventions for L2 source-based writing were designed not to
disrupt the course design.

Researchers of L2 academic writing (e.g., Du, 2019; Yoshimura, 2018; Zhang, 2013)
maintain that teachers should break the tasks down into smaller steps and carefully guide
students through the process for L2 source-based writing. Keeping the final paper as the goal
of the course in mind, the author proceeded with the sessions by implementing specific
activities over three stages. Figure 1 below depicts the class schedule used to guide the
students to complete a discussion essay.
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Figure 1

Course Schedule of Writing a Discussion Essay

Course Schedule of Writing a Discussion Essay

, Other Related Activities
* Worked on 6 verbal reasoning questions (VR) of GRE

in groups.
* Submitted a discussion essay
outline.
. Pracn:ced paraphrasing using previously-learned VR * Confirmed explanation of
question paragraphs. . f lid,
* Wrote a response paragraph as homework. Elivhg AR dliEs:
* Worked on a data commentary exercise as homework. L
* Submitted a first draft of
‘ discussion essay for peer
* Wrote a discussion essay of 530-550 words on the topic review.
of Sports and Youth.

+ Cited three sources in the essay.

Ruiz-Funes (2001) argues that students interpret their tasks according to their needs.
This idea, task representation, is worth noting when considering appropriate activities and
assignments in the classroom. For instance, students in a general English program will have a
much different experience than graduate students when incorporating sources into their texts.
As Hirvela and Du (2013) mentioned, graduate students incorporate relevant sources into
their texts to demonstrate that their argument is valuable in the academic community. On the
other hand, students in a general English program include sources into their texts because they
are told to do so. As such, task representation is varied depending on the status of the students.
The author implemented activities to complete discussion essays considering the
undergraduate students’ task representation.

2.2 Stage 1. Verbal Reasoning Exercises

Even though L2 source-based writing task is vital for undergraduate students, most of
them cannot realize its meaning unless they critically read the texts they are assigned. Because
citing sources requires a high level of cognitive skills, namely locating, connecting, and
integrating information into their writing (Zhang, 2013), the tasks tend to focus on rhetorical
practices as the author had done in face-to-face classes. Teachers should implement activities
that students find meaningful and stimulating. Therefore, the author introduced a verbal
reasoning question activity at the initial stage.

Verbal reasoning is a type of a set of questions in the Graduate Record Examination
(GRE®). The short paragraph-type questions assess the test takers’ critical thinking ability to
analyze and evaluate the information presented in the texts given to them. The rationale of
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using verbal reasoning questions for L2 source-based writing is developing students’ critical
thinking. As Du (2019) claims, teachers should help students develop academic literacy,
which requires rhetorical, linguistic, and critical thinking skills. In practice, however, they
have difficulties in explaining the texts in their own words due to a lack of content knowledge
and limited vocabulary. Therefore, undergraduate students tend to borrow the texts without
paraphrasing in their own words (Yoshimura, 2018). Because of these issues, the author hoped
that students would benefit from verbal reasoning exercises in order to foster their critical
thinking in a meaningful way at the initial stage of composing a discussion essay.

While the short paragraph verbal reasoning questions have five choices to answer, the
author reduced the number to four to alleviate the students’ decision-making process as well
as to make the questions simpler and more approachable to the students. The author made six
questions by herself after examining the GRE® test (e.g., The Official Guide to the GRE®
General Test, ETS®). The following question was set up as a quiz on the Moodle page of the
target class:

Figure 2

Sample Question of Verbal Reasoning Made by the Author

Recently, Peachville has become one of the most popular local cities to move to. The average cost
of education in Peachville has risen significantly due to child care subsidies from the city.
Nonetheless, the percentage of students going on fo university has not increased in the past few
years.

Which of the following best explains the discrepancy?

(A) The academic level of Peachville's universities has declined sharply.
(B) Peachville's economy is strong enough to focus on welfare.

(C) Education analysts predict that the rate of higher education will soon recover.

University tuition is now historically high.

The students worked on the questions individually at first, and then participated in
breakout rooms online. Each room consisted of three or four members. After a S-minute group
discussion, representatives from each group shared their choices in the main room. As
mentioned earlier, this activity requires critical thinking skills in carefully examining the text
to find flaws and inconsistencies. The author allowed the students to discuss with the
members in their respective groups in Japanese and to use a dictionary. By doing so, the
author hoped that the students’ anxiety would be reduced, thus developing critical thinking.

2.3 Stage 2. Paraphrasing and a Response Paragraph
Stage 2 included introducing paraphrasing and writing a response paragraph. The author
uploaded slides to the Moodle page, emphasizing the main points of paraphrasing such as
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using synonyms, changing the sentence structures, and avoiding using more than three words
in a row of someone else’s work, as indicated in the writing textbook, Academic Writing Skills
3 (Chen et al., 2013). Additionally, reporting verbs and rhetorical signals such as according to
were also put in the slides. However, these activities sometimes limit the L2-source based
writing to sentence level exercises. Students might not be able to understand content of the
text, failing to examine the text critically. Therefore, the author made the question for
paraphrasing, as shown in Figure 3.

Figure 3

Sample Question of Paraphrasing Made by the Author

},hoose the sentences that best paraphrase the tollowing paragraph.

Peachville has become one of the most popular local cities to move to. The average cost of education in Peachville has risen significantly
due to child care subsidies from the city. Nonetheless, the percentage of students going on to university has not increased in the past few
years (Momotaro News, 2021, April 21 )

G) ‘The Momotaro News (2021, Apxil 21) reports on the paradox of Peachrille's educational environment. The city, which is gaining
popularity as a regional city to move to, has seen its education costs skyrocket due to subsidies for child care. However,

Peachwille's college enrollment rate has not increased recently
(9) According to Peachuille’s News (2021, April 21), the city has become one of the most attractive places to move to. The median
cost of raising a child has sisen dramatically, according to the report. However, the rate of higher education has been declining

recently

(3)  The Momotaro News (2021, April 21) reported that the rate of higher has not & in the past few years.

Peachwille has been attracting many new residents by providing child care. I believe that the city should not only support young
families financially, but also personally.

(4) Peachville is now one of the most favorable provincial cities to move to. The mean cost of school education in Peachville has
increased significantly due to child care subsidies. On the other hand, the rate of high school students going on to college has
not increased in the last few years (Momotaro News, 2021, April 21).

The students were instructed to choose the best paraphrase among the four choices. Since the
text was also used in the previous verbal reasoning practice, they could understand the content
already. The students worked on it at home individually, and the author explained the reason
of the correct answer and the weaknesses of the other choices in the subsequent session.

Subsequently, students were instructed to write a response paragraph using the same
paraphrasing text above. Around the same time, the students were instructed to write an
outline of their discussion essay and add what sources are necessary to support their
discussion to it. A multi-perspective analytical approach by Lee et al. (2018) was introduced
in a synchronous mode of online lesson. Table 1 summarizes the citation approaches as
presented online in the lesson.
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Table 1

A multi-perspective analytical approach by Lee, Hitchcock, and Casal (2018)

[ Integral Summary Atfribution | Acknowledge
Non-integral Direct quotation Exemplification Distance
Block quotation Fvaluation Endorse
Generdlization Establishing links Contest
(multiple sources) between sources

The author explained the purposes of citing sources into the texts referring to rhetorical
functions of citations and writer stance as shown in Table 1. Although she explained each
form and the function of citations to the students, the author encouraged the students to
engage in “Integral,” “Summary,” and “Attribution” for the response paragraph activity.
Although other rhetorical functions are acknowledged to be important for advancing students’
arguments and claims, those three citation approaches were considered the most feasible in
terms of the students’ English proficiency and time limitations. Additionally, this response
paragraph activity was aimed at developing their paraphrasing skills with the inclusion of
their opinions in the paragraph. Therefore, the author decided to focus on “Integral,”
“Summary,” and “Attribution” in order for the students to improve their linguistic and
rhetorical writing skills as well as their critical thinking.

Regarding reporting phrases of citations, a preposition phrase, according to, has been
frequently introduced in writing textbooks. Many textbooks use according to as a typical
in-text citation phrase by putting it at a beginning of paragraphs in model texts. Wang and
Zhang (2021) point out that L2 writers tend to overuse according to by putting it at the very
beginning of paragraph-initial sentences, which was found to be different from L1 writers.

The author, however, had noticed that quite a few students in her previous classes
were using according to without examining the content of cited texts carefully. This tendency,
as well as a possible influence of writing textbooks, seems to attribute to L2 student writer’s
stance in citations: Acknowledgement. Namely, L2 student writers seemed to have
acknowledged the sources but failed to connect them with their argument. This respect should
be examined in an empirical classroom study; however, the author had found it problematic.
As L2 source-based writing can develop students’ critical thinking through integrating sources
into their texts in their own words, only acknowledging the sources without connecting their
discussion does not fulfill the purposes of L2 source-based writing.

Thus, writing a response paragraph was aimed to foster students’ critical thinking
through the usage of according to. The students were instructed to identify a fact and a
problem in the paraphrasing exercise text and think about a possible solution. The author gave
the first sentence to help the students avoid putting according to at the beginning of the
paragraph.
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The students wrote a response paragraph in the online text on the Moodle page and the
author awarded a score to each student (The full mark was 3 points). Then, the author
uploaded a model response paragraph by herself, as shown in Figure 4 below.

Figure 4

Sample of Response Paragraph Written by the Author

Response Paragraph

The historically high cost of college tuition made it challenging for the students to study in
university (given by the author). According to the Momotare News (2021, April 21),
Peachville's college enrollment rate has not increased recently, even though the average
cost of education in the city has risen significantly. Further social support, such as tax
reductions, should be provided for households that send their children to college (the
writer’s opinion).

Furthermore, the author assigned the students the data commentary exercise that was
one of the critical thinking strategy exercises presented in the textbook. As shown in Figure 5
below, she uploaded a slide on Moodle as a model paragraph and had the students write a
comment on the data line graph, which shows the percentage of the population engaged in
sports and exercise by age. While the author’s model paragraph referred to the youngest age
group, the students were instructed to interpret the data for people 55 years of age and above.
This activity was also implemented for the students to evaluate the data sources connecting
with their opinion.

Figure 5

A Model Paragraph for Data Commentary Exercise Written by the Author

A Model Paragraph for Data Commentary Exercise

1. Sports can help young people promote their healthy life styles. 2. As shown in the data issued by U.S.I
Bureau of Labor Statistics (2017), more than a quarter of people from 15-24 years-old engaged in |
sports and exercise on a daily basis in 2015. 3. It was found that sports are familiar to young people in a
variety of ways.

(51 words)

1. The first sentence is regarded as a topic sentence or thesis statement.

2. The second sentence integrates a reference; it acknowledges the situation of young
people who are engaged in sports.

3. The final sentence 1s my comment based on the reference and connects with the

tirst sentence (topic seatence).
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2.4 Stage 3. A Discussion Essay

Students wrote a discussion paper of between 530-550 words after these activities,
adding three sources into their final assignments. The topic, Sports and Youth, was chosen
based on a unit in the textbook. The Tokyo 2020 Olympics was held in the term when this
practice was conducted. Therefore, the topic was considered timely and familiar to the
students.

First, the students submitted their first draft to the folder on Moodle for a peer check
activity before submitting the final draft of their discussion essays. When the peer check
activity was conducted, the author uploaded a file (See Appendix) and put some acceptable
styles and examples of both in-text citation and references following the Publication Manual
of the American Psychological Association, Seventh Edition (APA 7th Edition). The students
were instructed to provide feedback comment with two essays each on Moodle. Peer
comments were guided to include the following four points:

Does the introduction contain data and examples that attract readers?
Is the thesis statement clearly stated?
Are the three references cited correctly and do they follow the rules?

i S

Provide any feedback to improve the final draft.

All 28 final essays except one cited the three sources into their texts as instructed. The
preposition according to was used in 21 essays. One essay started the essay with according to
citing a newspaper article, and one article put according to at the beginning of a paragraph by
citing an online article. The rest of the 19 essays put a topic sentence before according to
sentences as instructed. Overall, most of the discussion papers cited the resources
appropriately connecting with their argument and claims on their own words.

2.5 Students’ Responses to the Practice

The survey was conducted on Moodle. Two questions were given to obtain the students'
reflections on the practice of this report. Twenty-five students out of 28 responded to the
survey. Figure 6 below indicates the results of the following question:

Which of the following activities did you find helpful in writing your discussion essay?
(Multiple answers allowed)

Ten students chose verbal reasoning, and paraphrasing practice and response paragraph
writing as helpful activities in completing a discussion essay respectively. Through these
activities in Stage 1 and Stage 2, 40% of the students seem to have read the outside texts more
carefully and critically to transfer the information into their writing. Regarding the data
commentary exercise that was one of the writing activities in the textbook, six students
considered the exercise helpful for writing a discussion paper.

However, explanation of citing references collected the most significant response as a
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helpful exercise from the students. As mentioned in the previous section, the author made the
guidance file of citation-rules. They were uploaded to Moodle when the students turned in
their first draft of the discussion essay. It is speculated that the students also checked if their
citation styles were accurate or not by checking the file when submitting their final draft of
discussion essays to the Moodle folder. Although the author did not make any quizzes using
the file, it seemed to be very helpful for the students for writing a discussion essay.

Figure 6

Students’ Responses to the Activities (N=25)

Paraphrasing Practice and Response
Paragraph Writing

VR (Verbal Reasoning) Exercise _ 10

Data Commentary Exercise _ 6

The second question was as follows:
Which stage did you find the most difficult in composing your argumentative essay?

Figure 7 shows the results of the question. Contrary to the author’s prediction, about half of
the students chose Finding the appropriate references for my essay to be the most challenging
stage in writing a discussion essay. The author introduced verbal reasoning quizzes, hoping
that the students would develop a sense of critical and logical thinking through the practice.
She thought that the students would have difficulty locating, connecting, and integrating the
references into their texts, as Zhang (2013) mentioned.

Although the author introduced a couple of academic resources for the discussion essay,
the students had to find the appropriate ones on their own to connect with their discussion
essays. The act of finding appropriate sources itself seems to have become the greatest
obstacle before paraphrasing and summarizing the point of each text.

10
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Figure 7

Students’ Responses to the Difficulty of the Tasks (N=25)

Locating a place in the essay to put the reference . 1

Connecting my opinions and analysis to pointsin the =
refererence

Paraphrasing the key points of the reference in my own -
words

3. Conclusion and Implications

This paper reported on online activities for L2 source-based writing in the process of
completing discussion essays, and responding to some issues that the author faced in her past
face-to-face classes. As presented in empirical studies by Du (2019) and by Zhang (2013), a
step-by-step guidance by teachers is necessary for such a cognitively demanding activity.
Although a majority of the final discussion essays integrated the sources into their texts while
paraphrasing them in their words appropriately, most of them used resources as a means of
acknowledging the topic. In other words, an activity of linking multiple sources together to
foster a deeper discussion of each topic could not be implemented in the study even though
such an activity is found to be effective to improve students’ critical thinking (Du, 2019). It is
certainly attributed to students’ task representation, in which Du’s practice was conducted in
an English Academic Purpose (EAP) context. However, this current practice should have been
set with more careful planning to make systematic and thought-provoking activities. While
the students found verbal reasoning and subsequent paraphrasing activities helpful in writing
discussion essays, they had to find the sources separately to discuss the topic. The reflection
report showed that they had difficulties finding related resources to connect them with their
discussion essays. Finding the appropriate sources on their own is an important academic skill
that university students should acquire. Collaborating with university librarians might be an
idea for EFL writing teachers to help the students search for the required materials effectively.

Additionally, allowing the students to choose the topic from the unit titles in textbooks
is another idea to facilitate their practice. The author assumed that the topic was familiar

11
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enough to the students and that they could find the outside sources without problems. For
future instruction, several topics from the textbook should be given to the students in order to
have them decide which topic they want to discuss further. Also, based on the topics,
materials on verbal reasoning activities should be developed by making use of the textbooks’
reading passages, leading to more systematic and thought-provoking activities.

The topic in the practice, Sports and Youth, was taken from the unit of Sports Science.
There were various topic chapters, such as Business, Sociology, or Communication, with
comprehensible reading passages for L2 learners. The author should have taken advantage of
these reading passages more and made quizzes and exercises using them to foster students’
critical thinking. A majority of the questions for the reading passages in the textbook are for
comprehension to have the students identify and clarify the main ideas of the writer. Unlike
the questions in the verbal reasoning of the GRE® test, those are not designed to evaluate the
logic of the writers’ ideas. In the future, however, students are going to need to develop their
critical thinking skills so that they can pursue their academic careers. L2 source-based writing
practice in undergraduate EFL writing courses are a very good opportunity for students to
develop their critical thinking as well as their linguistic and rhetorical knowledge.

The current classroom report introduced a preliminary practice based on the author’s
previous experiences in instructing L2 source-based writing. On the whole, explicit L2
source-based activities could result in an increase of appropriate in-text citation of students’
essays. Additionally, a majority of students could use according to by connecting it with their
discussions.

In conclusion, this practice left further issues that will lead to more empirical classroom
research. First, it is necessary to investigate whether undergraduate EFL students can write a
critical summary linking multiple sources to deepen their arguments and claims. Since the
current practice was limited to a response paragraph in which the students used one source to
include their opinions, future activities should have students engage in multiple sources to
foster their critical thinking. Teachers can make use of reading passages from the target
textbook to suit students’ reading level for such an activity. Additionally, future studies should
examine the quality of the discussion papers to measure the effect of intervention of
step-by-step activities. Analyzing the students’ texts considering rhetorical functions will
furnish pedagogical implications to teachers about the activities which are useful to L2
source-based writing. L2 source-based writing is certainly challenging for undergraduate
students. Monitoring our students’ learning process carefully, writing teachers should provide
and develop materials and activities which are meaningful to them.

Acknowledgements
This work was supported by JSPS KAKENHI Grant Number 19K00880.

References
Chin, P, Reid., S., Wray, S., &Yamazaki, Y. (2013). Academic writing skills 3. Cambridge
University Press.
Doolan, M.S. (2021). An exploratory analysis of source integration in post-secondary L1 and

12



An Online Practice for L2 Source-Based Writing

L2 source-based writing. English for Specific Purposes, 62, 128-141.
https://doi.org/10.1016/j.esp.2021.01.003

Du, Y. (2019). Effect of an EAP unit on EFL student effective and appropriate source-use
skills. Journal of English for Academic Purposes, 40, 53—73.

Educational Testing Service. (2017). The official guide to the GRE® general test (3™ ed.).
McGrawHill.

Hirvela, A., & Du, Q. (2013). “Why am I paraphrasing?”: Undergraduate ESL writers’
engagement with source-based academic writing and reading. Journal of English for
Academic Purposes, 12(2), 87-98. https://doi.org/10.1016/j.jeap.2012.11.005

Kwon, M. H., Staples, S., & Partridge, R.S. (2018). Source work in the first-year L2 writing
classroom: Undergraduate L2 writers' use of reporting verbs. Journal of English for
Academic Purposes, 34, 86-96. https://doi.org/10.1016/].jeap.2018.04.001

Lee, J.J., Hitchcock, C., & Casal, J.E. (2018). Citation practices of L2 university students in
first-year writing: Form, function, and stance. Journal of English for Academic
Purposes, 33, 1-11. https://doi.org/10.1016/j.jeap.2018.01.001

Lynn, S. (2020). Q skills for success reading and writing 1: Reading and writing. Oxford
University Press.

Ruiz-Funes, M. (2001). Task representation in foreign language reading-to-write. Foreign
Language Annals, 34(3), 226-234. https://doi.org/10.1111/j.1944-9720.2001.tb02404.x

Yoshimura, F. (2013). Citation rules in English writing. Tokyo: Kenkyusha.

Yoshimura, F. (2018). Another possible reason for plagiarism: task representations of
summary writing. The FElectronic Journal for English as a Second Language,
22(3),1-17.

Wang, M., & Zhang, Y. (2021). ‘According to...’: The impact of language background and
writing expertise on textual priming patterns of multi-word sequences in academic
writing. English for Specific Purposes, 61, 47-59.
https://doi.org/10.1016/j.esp.2020.08.005

Zhang, C. (2013). Effect of instruction on ESL student’s synthesis writing. Journal of Second
Language Writing, 22(1), 51-67. https://doi.org/10.1016/.jslw.2012.12.001

13



14 Otoshi, Junko OTOSHI, Junko

Appendix

L Ao ST 5Ra 08

Dai, 2021). According to Peachyillel City Department (2021), the average cost of
education in Pgachyille has risen significantly due to child care subsidies from the city.
Nonetheless, the percentage of students going on to university has not increased in the
past few years. |Otoshil et al. (2021) claims that further social support, such as tax
reductions, should be provided for households that send their children to college.«

#

#

Oka, A, & Dai, B. (2021, April 22). Pegchyille and Momotaro. PMB News.

hitpsz/wwiw.pmb.com/news/community- 10329876+

Otoshil 7, Ajy, E. & Kaki, K. (2021). Peachyille is an attractive town. PMB City
Journal, 12(3), 12-25. https=//doiorg/10.1016/.pmb 2021.04.022+

Peachyille City Department. (2021, June 12). City brociure: Available online.
https://www.peachvillecity. brochure/pdfe

14

XiE JBF
FEHEHH 2 MBS, Last Name & Last Name,

Year

&IF BT
2 &N ML B D E0RE. Name of

Government Department, Year.

*IF BT
FWCETER NS AL LORS. RiIOERD

EFEIIELT, eval (Tear)ExIEITE <.

H&AF JET
FHM Last Name =TI 7 70w FIBISHE

~SET.

X4 JBF

FUS VO a- AEBEORE :

%% Last Name+Fizst Name 0 1 Z 9l + (7
DER LEFAE)EERL R (12U u0
#) +AWS4 U a- AR+ URL

KIE JBF 20211z H108

(3R MEEMIES -

EH Last Name+ B{ITE+ 5 20 bl +#EE
B (RN &K +& (8) +doi(EUAF
# L)

©iEE P

&IF BT
LR & @ PDF MRS ¢

SIS - Bk |CER S hiFAB + B il
#i + URL.



JACET Kansai Journal, 24, 15-32. (2022) ©JACET Kansai Chapter
ISSN 1880-2281 Printed in JAPAN.

Writing as a Social Citizen:
With Consideration on Assessment and Feedback!

TSUTADA Kazumi
Kansai Gaidai College

Abstract
With the advent of the so-called age of unpredictability, it is significant to have
adequate social awareness as a social citizen. In this sense, an ability to think
and express one’s ideas and opinions has come to the fore in English pedagogy.
Accordingly, when focusing on writing, it is necessary to pay more attention to
guiding students to write to argue their opinions. This study first introduces the
ongoing classroom activities for enhancing students’ argumentative writing
skills and then considers the influence of assessment and feedback methods by
comparing the assessment scores of two groups of students: one provided with
both grammar-based and content-based assessments and feedback, and the other
with only content-based assessment and feedback. In this study, content refers
to the ideas and opinions expressed in writing. The results with 56 students
targeted for this study indicated that the latter group outperformed the former in
both grammar and content assessments. While English writing instructions in
Japan remain focused on grammatical assessment and feedback, it is hoped
content assessment and feedback will be an opportunity for teachers to
emphasize content to help students equipped with adequate ability to

communicate their content in writing.
Keywords: social citizen, assessment, feedback, grammar, content

1. Introduction

In the pedagogy field, including English education, increasing attention
has been provided to enhance thinking and argumentative skills. It is partly
because the present age is said to be complicated and unpredictable, making it
crucial for students to have their voices, arguments, and express them
distinctively. Based on this gradual actualizing pedagogical shift, English
education also shed light on skills to think and argue on opinions and produce
them appropriately. It might be considered as a transfer from traditional
education that has been focusing on English knowledge acquisition.

This study first introduces three classroom activities that aim to improve
argumentative writing skills to express one’s ideas and opinions. Further, it
considers assessment and feedback methods’ influence on argumentative writing

through an experiment with two groups of students. One group is instructed that
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their essays will be in both grammar-based and content-based assessments and
feedback, and the other is told that they will receive only content-based
assessment and feedback. Although it is a snapshot of the recent classroom
activities, it was interesting to investigate how students’ argumentative essays
differ according to those assessments and feedback methods. In this study, ideas
and opinions shown in argumentative essays are termed and evaluated as

“content.”

2. Theoretical Background

2.1 Significance of Representing Oneself

The present society is represented by the term VUCA, an acronym for
volatility, uncertainty, complexity, and ambiguity. It signifies that society is
unpredictable, being overwhelmed by various complex factors that are
interconnected and interwound. In addition, the environment surrounding the
young has seen many changes in Japan, such as lowering of voting age and
adulthood, which require them to enhance their social consciousness. In other
words, to survive this age of unpredictability as social citizens, it seems crucial
to represent themselves with clear and distinctive voices. In Japan in 2018, the
Central Council for Education of the Ministry of Education, Culture, Sports,
Science, and Technology (MEXT) issued a Grand Design for Higher Education
targeted at 2040, which stipulates the need to develop the ability to think
logically and express one’s views to survive in the age of unpredictability.

Focusing on writing, which has expanded its scope due to accelerated
global electronic communication, Spack (1988) contends that individual writers’
representation of themselves or their ideas and opinions should be involved in
writing. Sperling (1996) also argues that writing should be a meaningful and
purposeful activity to shape individuals socially and culturally. From the
perspective of the notion of voice, Ivani¢ and Camps (2001) emphasize the
significance of having one’s voice as self-representation and a crucial factor not
only for writing but also for all human activities. Furthermore, Matsuda (2001)
contends that voice in writing “has served as a useful metaphor for capturing
among other things, a distinct quality in written discourse that can be discerned
by readers” (p. 37). Based on these arguments, this study places its significance
on enhancing students’ ability to represent their voice or argument in writing,
which has drawn more attention than before in the field of English writing in
general.

2.2 Transformative Pedagogy
Along with the increased necessity of representing one’s opinions, there

3

has been a tendency in English pedagogy toward focusing on “what to express
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with English” from “what to know about English.” It seems relevant to refer to
mimetic pedagogy and transformative pedagogy concepts, claimed by Jackson
(1986). He argues that while mimetic pedagogy emphasizes one’s ability to
acquire knowledge and skills, transformative pedagogy focuses on what one can
do with the acquired knowledge and skills and one’s ability to express oneself.
In this regard, the significance of transformative pedagogy now comes to the
fore and is highly illuminated in the 21% Century Skills as the essential
expertise in the 21°% century, stipulated by Assessment and Teaching of 21%
Century Skills.?

In addition, in Japan, the Course of Study for senior high schools,* issued
by MEXT, emphasizes the ability to express oneself using knowledge learned.
Likely, English education is now more directed toward acquiring the ability to
use English to express oneself than focusing on linguistic knowledge of English.
However, it is of much concern whether English education, specifically English
writing education in Japan, has been successfully targeted toward that end.

2.3Assessment

Assessment is always a crucial part of education as it is usually a high
stake directly affecting students’ grades and career opportunities. In Japan, it
seems a common understanding that English writing assessment has been
targeted on the cognitive aspect of writing. Incidentally, results of the
questionnaire surveys revealed that 83 percent of the respondents said that the
most commonly used index for English writing was based on grammar (Tsutada,
2021). It appears that this reflects the conventional English classroom activities,
which generally prioritize grammar teaching. It is significant to emphasize
grammar for Japanese English learners either as classroom activities or
assessments when considering the furthest language distance between English
and Japanese. However, according to the survey results of English skills of
third-year high school students in 2017° issued by MEXT, only 0.4 percent of
third-year high school students have ranked CEFR B1 and above, which shows
that the writing skills of Japanese English learners remain low. Here the
question arises about the appropriateness of grammar-based assessment. From a
view against grammar-based assessment, Silva (1993) contends that written
texts may become contentless when writers pay too much attention to grammar.
Moreover, Weigle (2002) claims that writers might be disrupted from conveying
their intention, especially when their linguistic knowledge is limited.

Other than grammar-based assessments, there are diverse types of writing
assessments. Among them is focused access to content that illustrates writers’
ideas, opinions, or thoughts. Accordingly, this study found it relevant to

compare students’ essays from two groups: one with grammatical assessment
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and the other without it.

2.4 Feedback

Feedback plays another critical role in English writing instructions
although its effect largely varies according to how it is given (Hattie and
Timperley, 2007). Feedback can be largely categorized into grammatical
feedback and commentary content feedback. Concerning grammatical feedback,
there have been opposing views between Truscott (1996), who claims that
grammar correction is harmful, and Ferris (1999), who demonstrates the
significance of grammar correction, which has been a long-drawn controversy in
the history of feedback as the “Truscott-Ferris debate.” Looking at feedback in
English writing in Japan, the results of the survey conducted by the present
author show that it has been prioritized by grammatical feedback. It also
reflects the traditional grammar-focused English learning and teaching in Japan,
where grammar correction is likely to be considered the most important learning
strategy. This study does not intend to deny the effect of grammatical feedback
for Japanese students for their essays; however, when considering the limited
development of their writing skills (as described in the previous section), it
might be necessary to reexamine the influence of this dominantly prevailing
practice.

The other type of feedback is content feedback, whose efficacy was
demonstrated in many previous studies (Kepner, 1991; Santos, 1988; Sheppard,
1992). Truscott (1996), who strongly opposed grammatical feedback, claimed
that content-based feedback is not misguided. From the negative viewpoint,
Ferris contends that content-based feedback can adversely affect students’
writing by demotivating and confusing them due to difficulties in understanding
teachers’ comments and how to revise their writing. This argument seems
persuasive when considering that content feedback needs to be done at the
deeper level of texts rather than superficially. Nonetheless, considering the
present pedagogical direction toward developing the ability to represent and
express one’s opinions, it is significant to emphasize content feedback to guide
students to be more attentive to content rather than excessively focusing on
grammar while writing.

Based on all these arguments, it seemed relevant and vital to examine the
influence of assessment and feedback by comparing two groups of students who

write under different conditions of assessments and feedback.
3. Class Activities

This section describes class activities that have been conducted for several
years at a university in Japan, which is the first objective of this paper. In
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addition, in 3.1, argumentative writing procedures to examine the influence of

assessment and feedback for writing are explained.

3.1 Syntactical Training

Having syntactical knowledge is important for EFL (English as Foreign
Language) writers, such as Japanese, as a critical tool for writing. Accordingly,
to establish the syntactical foundation, syntactical training has been conducted
weekly. As materials for this activity, real-time news has been used to connect
language and society from socio-cultural perspectives. Newspaper in Education
(NIE) has been widely advocated, and the possibility of using it for English
education has been expanded due to the prevalence of the Internet. Hino (2008),
with his unique and prominent English teaching method named IPTEIL
(Integrated Practice in Teaching English as an International Language),
emphasizes the significance of introducing authentic real-time materials and
encouraging media literacy education. He claims that authentic real-time
materials, distinctive from general educational materials for learners, can be
highly effective to build pragmatic English skills. Furthermore, he relates media
literacy to critical thinking through which learners can be equipped with the
ability to interpret and analyze social issues on their own. With reference to
Hino’s IPTEIL, real-time news articles have been used as teaching materials for
syntax in this study. It seems to help students enhance social awareness and
think about society surrounding them.

Specifically, the latest news within one week is excerpted from the
website (NHK WORLD)* and edited as syntactical gap-fill multiple questions
(See Appendix 1 for examples). Ten questions were made from three or four
articles and given to the students weekly. As it aimed to strengthen students’
syntactical knowledge, they referred to syntactical factors, such as subject-verb
structure, conjunctions, and post-modification like relative clauses, infinitives,
and participles. Under the influence of the current pandemic, questions were
presented via the learning management system (LMS) with a time limit of 10
minutes, and scores were considered as school grades. Answers were discussed
online among students and between students and the teacher when an explicit
explanation for the selected answers was required. Along with the syntactical

discussion, discussion time on the news articles’ content was also provided.

3.2 Presentation and Opinion Essay

The students were assigned a presentation once in a single semester (to be
submitted online during the pandemic). The presentation has been recorded in
PowerPoint (PPT) slides, shared among students in a class via LMS.
Presentation topics are free and open to choice according to a presenter’s
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interest and concerns but are required to be argued from social-cultural
perspectives. Although there might be concerns about presenting PPT slides
instead of making a real-time presentation, advantages involve students making
more efforts in producing the best possible PPT by repeating their recordings to
enhance their presentation quality. In addition to making one presentation in a
single semester, students evaluated all of the presentations based on five scales
according to four indices: timeliness, topic familiarity, command of English,
and visual aid, and wrote an opinion essay on each of all the presentations with
150-200 words.

These opinion essays were evaluated based on three scales and provided
with a short comment on the content by the teacher. What is noted here is that

no grammatical assessment or feedback was made.

3.3 Argumentative Writing

This assignment is given to students at the end of the term (also at the
beginning of the term for some semesters), requiring them to write an
argumentative essay on a given theme, which is socially controversial at the
respective time of writing. First, students are given two titles to select from and
write. As an essay organization, students are instructed to collect two different
opinions (written either from the same or opposite point of view) on the
selected theme via a website, based on which they write their argument. As for
time allotment, the first 30 minutes are reserved for collecting data, planning,
and organizing the entire essay, followed by the next 30 minutes for actual
writing. This process is thought practical and appropriate as per Weigle and
Jensen’s (1997) claim that the knowledge building process about a writing topic
and showing their positions using the information collected is significant and
expected of university students. They argue that this kind of writing is
meaningful because it requires students to synthesize knowledge and
information from various sources and effectively use them to support their ideas
and opinions.

For 56 students targeted for this study analysis, four titles were provided:
“Tokyo Olympics 2020” and “Immigration Policy of Japan” for two classes, and
“Tokyo Olympics 2020 during the pandemic” and “Thought on Elderly Drivers”
for the other two classes, all of which were socially controversial issues at the
time of writing. Students selected one of the two topics and wrote on it.

Concerning assessment and feedback, students were divided into the
following groups: Group A and Group B. Group A was instructed that they
would be given assessment and feedback based on both grammar and content.
Group B was explained that they were to receive only content-based assessment
and feedback (although Group B’s essays were evaluated also on grammar in a
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blinded manner). After writing, Group A was provided with grammar assessment
and feedback with content assessment and feedback, while Group B, with
assessment and feedback on content only (Table 1).

Grammatical assessment was made by the present author according to 6-
scale based on EFT/T: the error-free T-unit ratio); 6 (above .70), 5 (.60— .70), 4
(.50-.59), 3 (.40- .49), 2 (.30- .39), and 1 (lower than .30). In addition to this
index, the essays were evaluated according to their levels of complexity, the
ratio of complex clauses in a T-unit as a means of examining the extent of
grammatical sophistication of an essay, and fluency, the total word count of an
essay. Fluency is considered a difficult index in writing evaluation, and its
usability as a writing assessment indicator has been questioned as it holds an
ambiguous position in theory and practice (Bruton and Kirby, 1987). Moreover,
this index cannot detect avoidable redundancy, which is observable in L2
writing (Bonzo, 2008). Despite these concerns, an index of fluency was used to
examine the smoothness with which writers wrote on the given subjects based
on the total word count in the essay. Meanwhile, the content assessment was
done by two native English speakers who are professional English teachers at
universities in Japan, based on a 6-scale rubric arranged by the present author
(Appendix 2). Regarding feedback, it was provided by the author on grammar

and content to Group A and only content to Group B.

Table 1

Assessment and Feedback (Informed and Conducted)

Group A Group B

Assessment index Grammar Content
(informed prior to writing) Content

Type of feedback Grammar Content
(informed prior to writing) Content

Assessment Grammar Content

(conducted after writing) Content Grammar (blind)

Feedback Grammar Content

(conducted after writing) Content

3.4 Questionnaire

Following the argumentative writing, a questionnaire survey was conducted
to understand students’ views on assessment and feedback provided in this study.
These questions were originally in Japanese (Appendix 3) and later translated

into English by the author.

1. Which was the most frequent assessment index for your previous writing at
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school?

2. Which do you feel is more suitable and significant? Evaluation of (1)
grammar, (2) content, or (3) both grammar and content.

3. What do you focus on most while writing? (1) grammar, (2) content, or (3)
both grammar and content.

4. Additional comments on class activities and assessment and feedback

methods.

4. Results and Discussion
This section describes the results of those class activities with 56 students
mentioned previously. They are discussed respectively in connection with the
questionnaire as the responses in the questionnaire seem meaningful in

discussing the results of these class activities.

4.1 Syntactical Training

The weekly syntactical training was conducted throughout a single
semester by twelve times except for the days for course introduction and term
tests. Table 2 shows the transition of scores of syntactical exercises (with full
ten marks) during a semester. They started from low scores and maintained the
level for the first few weeks without any distinct rise in scores. According to
free comments in the questionnaire, it was difficult for many students to utilize
the relevant syntactical knowledge to solve those questions. Furthermore, some
of them seemed unfamiliar with some of the syntactical items and had to start
from scratch. In addition, it was likely that many students found it difficult to
learn syntax through news articles because they were not familiar with reading
news articles itself regardless of language. However, the slope rose rather
noticeably, particularly after the fourth week. It seemed to reflect what students
told in the questionnaire about their gradual enhanced understanding of syntax
while increasing their interest in reading and analyzing English sentences in
news articles. In summary, the results showed that regardless of some difference
in their development paths, the scores of syntactical exercises showed a general
increase, including a couple of minor drops during the period. It is a relatively
common tendency for syntactical training conducted by the author over the

years in the same manner.
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Table 2

Weekly Scores of Syntactical Gap-fills (N = 56)

Week 1 2 3 4 5 6 7 8 9 10 11 12

Mean 5.07 591 5.70 6.73 7.20 7.46 7.88 8.54 8.48 8.09 8.85 8.80
SD 099 0.58 1.16 0.80 0.40 0.50 0.90 0.95 0.81 0.39 0.77 0.58

4.2 Presentation and Opinion Essay

The titles students select for their presentations, which are free and open
for choice, are always stimulating. Selecting the title itself contributes to a rise
in students’ interest in social issues. As for peer evaluation in this study, most
of the 56 students evaluated the presentations by the other students as 4 or 5 for
all evaluation indices (timeliness, topic familiarity, command of English, and
visual aids), with very few cases rated 3 for some items. Titles selected
transcended various fields, as always are, including domestic politics,
diplomacy, culture, entertainment, sports, and others. After watching each
presentation, students thought on the given topic, organized their ideas and
opinions, and wrote their opinion essays within a limited period. One of the
noticeable features of these essays was an increase in fluency, the total word
count for this study. Specifically, the mean fluency was 163.11 words for the
first week, which rose to 184.82 words for the last week. It might indicate
increased willingness to show their opinions and ability to organize their
opinions rather instantly, along with their gradual improvement of grammatical

ability through the weekly syntactical training.

4.3 Evaluating Argumentative Writing

This section describes the results of the grammar and content assessment
of Group A and Group B (see Table 1 for the description of Group A and Group
B) targeted for 56 participants.

First, the results of the grammar assessment are demonstrated in Table 3,
which shows that the grammar assessment of Group B (4.24) is nearly equal to
or a little higher than that of Group A (4.22). It was an interesting finding that
Group B students wrote with a certain level of accuracy even though their
essays would not receive grammatical assessment and feedback. Although it is
difficult to explain the reason for the result, it may suggest that when writers
concentrate on content, they tend to produce correct English. Or does writers’
willingness to communicate the content help them write correctly? Meanwhile,
paying attention to additional criteria of grammatical assessment (complexity
and fluency), Group B outperformed Group A in both of them (Table 5 for
complexity and Table 6 for fluency) with mean complexity of 0.32 and fluency
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of 344.21 for Group B, and the mean complexity of 0.28 and fluency of 319.67
for Group A. In other words, they wrote longer essays with more complex
sentences than Group A. Understandably, in Group A, students might have used
limited complex sentences to avoid syntactical errors and written less to
confirm grammatical accuracy throughout the writing process. Meanwhile,
Group B, which bore no grammatical burden concerning assessment and
feedback, wrote longer using more complex sentences without being afraid of
making errors to express their opinions.

Summarizing all these results, it is apparent that Group B’s grammatical
evaluation was superior to Group A’s in all grammatical evaluation criteria,
notwithstanding definite differences according to the indices. It was unexpected
because Group A students seemed to obtain higher grammatical scores as they
maintained consciousness toward grammar, while Group B students were not
required, regarding assessment, to be attentive to grammar.

In connection with these results, it seems relevant to refer to the results of
the questionnaire, which revealed that 97% of Group A focused on grammar
(93% on both grammar and content; 4% on grammar), while only 39% of Group
B paid attention to grammar. As Group A were to be given content assessment as
well, this phenomenon might be explained by Group A’s diverse concentration
on grammar and content. In other words, they likely had to divide their attention
between grammar and content, which might cause their grammatical accuracy to
decrease. About Group B, 61% of the students focused on only content but got a
little higher grammatical evaluation than Group A. Again, this needs further
investigation to find the cause of this phenomenon. It might also be relevant to
refer to the responses to questionnaires 1 and 2. As Figure 1 illustrates, most of
the students (88% of Group A and 85% of Group B) reported that their writing
had been evaluated based on school grammar, and as Figure 2 indicates, most of
them considered the grammatical evaluation most important. What can be said
from these responses might be that students subconsciously pay attention to
grammar and believe that grammatical assessments are most meaningful and
necessary for them. It may be well-said that this reflects a traditional English
pedagogy in Japan that has centered around grammar teaching and learning.

Next, Table 4, which shows the results of the content assessment, indicates
that the content assessment is much higher with Group B (4.36) than that of
Group A (3.89). The result was just as anticipated that essays by Group B scored
much higher. Understandably, they concentrated more on content as compared to
Group A as they were free from grammatical constraints. These results seem to
be in line with arguments in previous studies (Kepner, 1991; Santos, 1988;
Sheppard, 1992; Truscott, 1996), which contended the efficacy of content
feedback. It was proved that writers conveyed their ideas and opinions more
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effectively when relieved from grammatical assessment and feedback
constraints. It can be said that all these results cast a question about traditional
strategies focusing on grammatical assessment and feedback, providing
opportunities to consider possible transfer to those based on content.

Table 3

Results of Grammar-based Assessment

N Mean SD Max. Min. Skewness Kurtosis
Group A 27 4.22 0.51 5 3 0.36 -0.27
Group B 29 4.24 0.44 5 4 1.15 -0.71

Table 4

Results of Content-based Assessment

N Mean SD Max. Min. Skewness Kurtosis
Group A 27 3.89 0.38 5 3 0.36 1.56
Group B 29 4.36 0.48 5.5 4 1.01 -0.21

Table 5

Results of Complexity

N Mean SD Max. Min. Skewness Kurtosis
Group A 27 0.28 0.08 0.52 0.11 0.77 1.02
Group B 29 0.32 0.07 0.45 0.18 0.11 -0.33

Table 6

Results of Fluency

N Mean SD Max. Min. Skewness Kurtosis
Group A 27 319.67 35.34 401 280 1.06 -0.36
Group B 29 344.21 42.06 431 289 0.56 -0.79
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5. Conclusion

Amid the present age of unpredictability, university students must have the
ability to voice and argue their opinions as social citizens. Focusing on writing,
which has become a robustly prevailing means of communication, writing for
argument seems one of the necessary skills to be taught at school. To equip
students with such skills, this study introduced class activities designed and
implemented over the years by the author, consisting of three principal
activities: syntactical training using real-time news articles, presentation on the
current social issues (with peer evaluation and short opinion essays), and
argumentative writing. First, the syntactical training using real-time news
articles is aimed at acquiring syntactical knowledge by providing students with
opportunities to get in touch with what is going on in society. Second, the
presentation encourages students to search for various aspects of the current
society to find the topic for their presentation and orally demonstrate their
opinions. In addition, in short opinion essays, they need to think and organize
their opinions on their peers’ presentations, enhancing their ability to think
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logically and express their thoughts on various social issues. Third,
argumentative writing is situated as the one to demonstrate the results or effects
of the syntactical training and presentation activities.

With introduction of these three class activities, this study focused on the
influence of assessment and feedback methods on students’ writing, either
grammar-based or content-based, with a principal concern about the influence of
traditionally focused grammar-based assessment and feedback on their writing
in Japan. Although the most appropriate assessment and feedback remained
controversial and inconclusive, this study examined the influence of grammar-
based and content-based assessments and feedback by dividing students into the
following groups: one with both grammar- and content-based assessment and
feedback (Group A), and the other with only content assessment and feedback
(Group B). The results showed that content assessment, which is most relevant
in this study, was much higher with the students who wrote under a single
criterion of content for assessment with content-based feedback. Furthermore,
Group B students obtained higher scores in grammar assessment including
complexity and flexibility than Group A. The principal reason for this
phenomenon might be Group B’s focused attention to content and Group A’s
divided attention to grammar and content. These results demonstrate a certain
efficacy of providing a single criterion of content for assessment with content
feedback, which is meaningful when considering the increased importance of
the content of a written text or how writers express their opinions presently.

It is usually arduous and a burden for teachers to steer their ways in a
different direction and change their long-lasting strategies in writing instruction.
However, teachers’ attempts to do so, or by placing more emphasis on content,
there might be a chance of enhancing students’ writing skills to show what they
want to argue.

Further attempts with more participants will be necessary to get more
reliable and practical results to figure out why writers who wrote under a single
criterion of content instead of double criteria of grammar and content
demonstrated better performance both in grammar and content assessment.
Additionally, it is significant to collect more students’ opinions about the
assessment and feedback methods focused on content rather than grammar. It is
vital because the success of English learning generally relies on mutual
understanding between students and a teacher, not on teachers’ one-sided belief
in specific teaching methods. Furthermore, although not referred to in this paper,
it seems increasingly important to consider the accelerating revolution of
machine translation. It is because, as machine translation will significantly
enhance its reliability in language production, the focus of English writing is
likely to move further onto the content or story a writer produces in an essay. In
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this sense, it will be essential for teachers to appropriately guide students to be
more attentive to content. Accordingly, it may be significant to examine how the
content assessment of students’ argumentative essays changes when they use
machine translation as a tool for expressing their opinions.

In conclusion, this study introduced three class activities to enhance
argumentative writing skills conducted over the years, considering the influence
of assessment and feedback on students’ writing. A few snapshots of classroom
activities and the results indicating content assessment and feedback efficacy
might provide an opportunity for teachers to renew their writing instruction
strategies based on the assumption that this method might help students with
adequate writing skills for argument. It is hoped that university students will be
competent and reliable English writers who can demonstrate their opinions

globally with pride and confidence.
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Appendix 1: Examples of Syntactical Exercises

JAL aims for net-zero CO2 emissions by 2050
..... JAL aims to make such fuels 10 percent of the airline's energy use by
2030. It will replace jet fuel with such alternative energy sources for all
domestic flights from 2040.
(A) accounting for (B) accounted for (C) account for (D) accounts for

WHO: India suffers amid global spread of variants
..... In its weekly report, the WHO said that as of Tuesday, the variant first detected in
the UK to 142 countries and territories, three more than the previous week.
(A) will spread (B) had spread (C) to spread (D) spreading

EU aims to ease travel restrictions
..... The Commission recommended that the threshold number of cases from
which all travel is allowed ___ from current 25 infections per 100,000 people to
100.
(A) to raise (B) to be raised (C) be raised (D) are raised

Japan sends oxygen concentrators to India
..... The shipment is part of an aid package announced by the Japanese
government __ an emergency grant of up to 50 million dollars, in addition to
300 ventilators and 300 oxygen concentrators.
(A) includes (B) that includes (C) included (D) which include

Osaka receives Laureus sports award
..... Osaka commented that she hopes to help or impact as many people as she
can, and

(A) a better person (B) is a better person
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(C) be a better person (D) being a better person

Pelosi urges diplomatic boycott of Beijing Games
..... Speaking at a congressional hearing on Tuesday, Pelosi criticized Beijing's
human rights record in the Xinjiang Uygur Autonomous Region and elsewhere.
She said, "We cannot proceed as if nothing is wrong about the Olympics
China."
(A) goes to (B) will go to (C) going to (D) go to

Suga: Tokyo Games can be held safely
..... He added that by having athletes and people involved in the Games __ full
anti-virus measures, they will be able to take part in the events with peace of
mind.
(A) to take (B) who take (C) take (D) takes
..... He said officials will consider strict measures, such as making sure locals
___with Games participants.
(A) who do not meet (B) not to meet (C) not meet (D) don’t meet

Appendix 2: Rubric for Content Assessment

Scale Description

6 Major viewpoints are addressed clearly and effectively.
Appropriate details are used to support an essay or illustrate ideas.
The writing is well-organized and well-developed.
Conclusions are demonstrated clearly and strongly based on the key
concepts.

5 Major viewpoints are appropriately addressed.
Appropriate details are used to support an essay or illustrate ideas.
The writing is generally well-organized and developed.
Conclusions are demonstrated based on the key concepts.

4 Major viewpoints are generally addressed.
Some details are used to support an essay or illustrate ideas.
The writing is adequately organized and developed.
Conclusions are reasonably demonstrated.

3 Major viewpoints are superficially identified.
Inappropriate or insufficient details are used to support or illustrate
generalizations.
The writing is inadequately organized or developed.
Conclusions are acceptable.

2 Major viewpoints are not identified clearly enough.
Little or no detail or irrelevant specifics are used.
The writing is disorganized or underdeveloped.
Conclusions stray from the key concepts.
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1 Major viewpoints are not identified at all.
No details or specifics are used.
The writing is undeveloped.
No conclusions are demonstrated.

Appendix 3: Questionnaire

Ql. TNFETFEKRD T AT 4 > V3l The b B D @ o T8I X T30 2

(1. B 2. WA, 3. liH)

Q2. WONDITAT 4 v 7FHEEN R EENOAERTHDL LB L ET N

(1. X¥E. 2. NE. 3. i)

Q. BREIDIAT 4 7IZBVWT, bEREZMITZDOIIWINOEE TLEN?

(1. B 2. NE. 3. i)

Q4. MENIFHE LM, 74— KXy 7O FEICEL THRICEREZERRATLL S
VY,
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ESD 7 SRATOFvvy bEFRALEBBRTILSA T4 0T EH
Collaborative Prewriting Activities Using an LMS Chat Function
for an ESD Course

BH =
PNUTIRVANG S

Abstract
In response to the COVID-19 pandemic, various types of learning activities were developed online
in 2020. One of the ESD (Education for Sustainable Development) courses, which are provided as
literacy subjects at Osaka City University, utilized a chat function in an LMS. This facilitated
students’ collaboration on prewriting activities in preparation for giving a problem-solution
presentation. After understanding the structure of a problem-solution presentation, students
collaboratively created an outline through their chat discussions to make sure their presentation
was organized, focused and their ideas adequately supported. In this paper, the author explains how
students’ prewriting activities worked with reference to their chat logs, teacher feedback and a class

reflection sheet.
¥—U—FK:ESD, F¥ v bk, BB%E, L0707

1. IILBIT

TEFRERTRE R B O 72D O E | LR S 4% ESD (Education for Sustainable Development)
WL, 20 B IR SRR D, 2000 FDANFAT LTI » MW, [ [EB g
RERB OO OEHE D 10 4 (LLF, [Ei# DESD) | (2005 45~2014 ) % H A2 NGO &
HICEBLEZ ElmaR L, FFEOEERS TCOREE, BNTHEF =X ATRT —
VA, EBEEEEAE R RIEABTEMA T OMVMANERI L TE G
Wi, 2013; WY - Z4,2014), [EE DESD %, ESD X Tkt il RE R B O 7 OB EIZET
L= T ary e 7us T A (GAP)) (2015~2019 4F) Tififk - HAEE SR,
2015 FEOEEY I v FTERIRS N TFF AR DO D 2030 7= ¥ ) T,
17DF—v & 169 DX —/4 > R 72 5 Sustainable Development Goals (LA, SDGs) @
HOT—)L 471285 S, SDGs TR TEERTHHENE LTINS L) IChkoTe
(United Nations Educational, Scientific and Cultural Organization [UNESCO], n.d.) ,

ESD (X, BIfftantnx 2 xR HERBIROMEEZA L OMBEE LT L, —ADE
DRBEDZICTEDLZ ExE 2, HRH O LMY M Z & T (think globally, act locally) ,
[ERBEME D e S DAL T8 2 A M L, Rtz AliEL v Z L% H
BT PEOEE ) ZEERINTVD CUERFEE), 7 a— b7 55T A& 3 58k
WCESWEBEEREEZ T 5729121, ESDIC XV Mk - 2 %0 - BB R X OV EE & FE Kk
THZERHETHY, ZOHENFIEATERAESICMT TCOREREELR>TWVD,
2020 EDOFEBR T 2 5 IR & B 5 72 COVID-19 1%, Frft I fE/e 2Tk 4 5 A x O Eik %
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B, BENDLOFEKAHET, REHABFOKBULTHLREF LV TA v BE~OHIGZHED
NEZ EEREICHE LY, TOBRTOZLT 7 ) aY—%iEH LE8E ST &L
WEmELH, BEIRENELFEDOFEHRREICEDLE T, L0777 /v y—% 050
TEDREMAAT O N ZYE D ZRF L, FWICRELZMAVCOIHLIICRE L 2]E
Wb Elirol, MFTINIE, FrIA40BRECBTDIH T FTu—F&BERT
L2Fo0TICH R, FRORBRLT, RABRAT AT B LU CEHERL VT4 L0
ENFERRB I NFET T0D, T CTEARRTIHE, FO—f#HlE LT, ESD 7 7 ATOF ¥
v NEIER LIZB@n v 247 0 o 758 A Y B 5, 3 ESD BHE OME & B AR
WZOWTR 7%, BEFEEE L CREREM, vy NOAR, HoNMAEZHEL,
BT L IA4T 4 TIEBICBT 2T vy MEAOH A EHEICOVWTELET L5, 0T,
REDOE VY > — & (Learning Portfolio) OFERNEL, Frv v bEM LimAd v T4 U Hfl)
EBOFHEMEICOWVWTHERBTE L E LIz,

2. ESD R EOMEL HIZ

ESD # H i, 2019 4F & |2 KPR 1 37 K% T CEFR (Common European Framework of Reference
for Languages) OHEZEE272H ) 27 AEENMTONTE, ®IRFEH Advanced
English (AE) OV FI7v—ifbBHD 1 D& LTHRENZ, WX 2T ADOHFT
X, B2 Y — Lt LTCOEREBATLEERY T 7V —08 BB 58 B & LT
B35 Tn5, RFANTIZESDa, b, c®3 277 A&BEELTHY, ESDa & b s
EAZEN, ESDcZAARAZENHEY LTS, %5277 AL 11T, SDGs D 17 O I —/L
DHL, 3RV LA4OOIT—VE ME Y ZIZED, FHARAASOBEICERTE DS
B—= NV T  RNTEIRR  AF L - ES - BEOEKEZHEEL WD, FEENR
HE L/ c /7 TATIE, SDGs D HH 1 (HHRZRLZED), 4 (BOBWHBEE HARID),
16 CEfMERNEZLETDOAIL) D3 DDT— L% My ZIZED, CEFR BNF-ICEHRT
% mediation (ffrgES)) /v =Ny T 4 X vy THEEEEHR LI BIEREE1T -
7=,

(1) BREEM 228N, #EF, VRIS D % R EZ HUE RIS L2 kfg, 253
FRHEKOHEHT — 2 2B LT, MEOERICH D RIEFCMMEEl 4 Mg L, HAGE
ThrRILBATEDLLIITRD,

(2) FI B ML HE RN D, HE OB Z MBS 2 HE L, Ml ~o0 R0 fif
EH LIS LI AINMIRIRZ FE TN —TRETE DL L IR D,

SRELMIC S S O R T REME 25 2 % CEFR (A, 2016, p. 241) 21, 2018
A2 H &7z CEFR Companion Volume {233\ T mediation (295 7 L — AU — 7 3N
Sz, Zhik, ARAOZ = LR T, mediation (3 UIE LIXE FEMKTAY 2 b
DERY, DOMBMEARLESTIE, BROSETHREEN LLET 2880, BRE
AL CIRETDIRADDOEEMENRFEHET > TDH LV I RBFICESIHNTWVD (North &
Piccardo, 2016, p. 45), F 7=, mediation (2B 9 % Can-do descriptor I%, FFIZHE TO/ILT L
— 7 OWMBIEEEZQ[IEICES, FERENIEIEREREZILAL, BoolHREHRBL,
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(Council of Europe, 2020, p. 36), ##H# OV iKY >*— b (Learning Portfolio) M IHH |ZE A
THZET, Z) LEAFAOBRBICHTL2FEOERN LMY MAEZRTILE2BE 2T,
I, Zu—=—NNyT 4 ATy THEORBRNGIE, B MiEHOEEL D
Framework for Intercultural Citizenship (Byram, 2008, pp. 238-239)<°> FREPA (Framework of
Reference for Pluralistic Approaches to languages and cultures (European Centre for Modern
Languages, 2007)) & Qe & X - 7,

3. BEER

3.1 #E

X, 2 TiE72 SDGs 1, 4, 16 % 4T HOTHE -7z, RFEBED (1) ITHT DHIEH)
ELTHE, PEYZICHDLZHHSCHEORFLZTALY, EHEKESCY 7 20 7 BA
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WX 6 4y, R84 %iTolz, ok, KM CARTABREERIIBTL2F4EDT v v
FORNFERLIREYIKY o — D a Xy NVEORKT — X OMRICOW T, A8 KT OB
MU, FEPLOABETOFHEEEL LT, MABRICED DR 5ok
i LIBHEH L T\ D,
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Bl LT, SDG 1| OBEKNEZR - TREOFE 1 ENBHE ABORNFEZTL T, & 1B EE2
FAF vy N, F3EEE4[ENE Zoom TEEEIT->TWND,

A - R FEARY, MR AEED D

2E BMBEER AT 2 AR, S T A X IR T AR E RS
[l R L ek & BRAR 2 R 8 2
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F3m cTURNIAVETETURE LWLV YRR E TN —T T 4 R
By va v
BT T =g DD DE LA

W o4n - BERRER LTS T LT — g v

—Peer evaluation, Self-evaluation @ Hi

%1 AT

VA #E 5718 & Fairtrade B9 2 NY Times D it H % pe i, WRFLME & BLEAFRO A
7y MEEl L

720 %5 2 [B11X Fairtrade OINEE VUV 75 F¥a A% U —ikl [The

35



BH =%

True Cost] O — ¥ ZMHE L, / — b T A X7 O#¥ % L7-#%, UNICEF RN¥1T79 5
Innocenti Report Cards 2> 5 OECD I EO F & DBEWICHT 57 — X i i &, B
TG, DR RAEE Y ML= LB T = a DT —< &2 EZTH b ol
EI3EETCOBENIN—TTT T NI ZERTDELEBGLE, SE2EHTH 1 EHIC
HEEE L THLTWERERRA 2L —TFF LYo T —va ot 72T,
BN EREBANY = B VA AR THRT LT 774 T 4 28 AL, ZDH%,
2~3LDTN—TIZ N THEDLY, JUV—TEAOF v v hL—LA~AV, JL—TF
VBT —va rCMERY B, EORSBRMBREERTRTLINELESTH L o7,
WIMOBRED2AMETIIT Y M I A4 v ORHEZT, REOMAICEHERF = v
TERDTUNITALERAI LIz, £5 T 5L TH3EIO Zoom OFHERIZIX, HIET
B2 T2 ORI OBAZM 720 T2 2 LN TE L, BENKTHRIT, FAENII
LLIEZET U RAEZ B LWLV 7Y —IEBEEEBL, FOBRFERLOT 4 ATy a
VTHMAERD THL b olz, 4 BOREL, Zoom T/ N—T T LB T—va v ELT
VY, EERIE AR C, ECAN I A D Peer evaluation sheet & Self-evaluation sheet (Z At 2 A /7
BIEHL T Doz, BHEIZLDZFMOED T 4 — Ry ZFEBIZIT-> TN 5D,

33 F ¥y FERAWEHBHNSVIAT 4 TIER

AIEEN L, HECTRMFLODFALE R > RERR LY T —va v o¥ 7
Ffg (K1) 2HNT, ZTOBEERETLIEnD AT —F &8, EAKMIE, /<
757 12 THBEERLREREARBNL, T 7T 73 THDELR_NX LRSS
R ZRR L, TORENEEZ 3BANL, BN VIEENT 22T 2L LT
HAWRNENRT T T 7 4 ~6 THHTLHENI LOER, FACITREGH T E LT, 1
FIZRTEICART T T TORMAARE = ERITORL, VTN ERO EOM N EDHE
FLLTHELTVWIZDONDHREZIT-THEH- TS,

X 1

REIERI 7 LT — g DY TR () EoNZ 2T TDRM NS — 2 ()

Ladies and gentlemen, thank you for your time today. | would like to take just a few minutes to discuss a serious problem that affects U Patterns ofOrgamzanon

us all: the declining birth rate. Currently, the birth rate in Japan is at an all-time low of 1.29 children per woman. At that rate, the Paral
population will soon begin to shrink, causing many social and economic problems for future generations. Problem:
Explanation:

The problem is complex, and there is no single cause that we can pointto. But| would like to draw your attention to one likely
contributing cause: a lack of support for working women. Since 1973, the percentage of women joining the workforce has doubled. But

for the most part, women are still expected to raise the children and manage the household. As a result, many women are choosing to P_:"a 2
have fewer children, or none at all! Likely cause:
Explanation:
What can we do to solve this problem? | suggest we provide more support for working mothers, so that the idea of having children will
not be such a burden for them. Para3
First, we should build more daycare centers. In the past, Japanese women relied on grandparents to take care of the children. Butas Best s°lu_t'°n’
Japanese society changes, this is less of an option. Therefore, we should increase the number of public daycare centers. According to Explanauon
the federal government, a 50% increase in the number of daycare centers is necessary to make childcare available for all working
mothers who need it. Parad
Second, we should require companies to be more family-friendly. Accordingto a recent survey by the Family Research Council, many Pc_lm .
women fear that they will lose their jobs or be passed over for promotion if they have children. This must change. Companies should Evidence:
not punish female workers for having children. Companies should be required to guarantee that a woman will notlose her job when she
takes time off to have children, and her opportunities for promotion should not be affected. Para5
int 2:
Third, husbands must do more of the work at home. Though the percentage of working mothers is going up, men are notadjusting by Ec};( - .
sharing more duties at home. A recent study by the Center for Equal Opportunities found that 71% of women who chose not to have 2B
children cited a lack of support from husbands as the main reason. Men need to be taught how to be moreinvolved at home. This could
be done through special courses at the high schoollevel. Furthermore, companies should allow fathers more time off to tend to family Para 6
matters. Point 3:
e . . . . . Evidence:
At all levels of society, it is important to find ways to support working mothers and make childrearing less burdensome. By sharing the
burden and supporting working families, we can ensure the long-term stability of the population. Thank you for listening. Are there any .
questions? (Hood) Para 7: Conclusion
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HHHO = MZHERO XL ED TWDH Z ENDMNY, “Asaresult” & > 7= discourse marker
~OBHMATRMLETHDZ L EMHBTET,

X 2

FRBFR I 7 L 7 — 2 7 > DS
2020-10-20 12:04:27 PEA
o Patterns of Organization
Para 1
Problem: the declining birth rate
Explanation: Cumrently, the birth rate in Japan is at an all-time low of 1.29 children per
woman.

Para 2

Likely cause: a lack of support for working women

Explanation: women are still expected to raise the children and manage the household.
As a result, many women are choosing to have fewer children, or none at all

Para 3

Best solution: we provide more support for working mothers, so that the idea of having
children will not be such a burden for them

Explanation: the idea of having children will not be such a burden for them

Para 4

Point 1: build more daycare centers

Evidence: According to the federal govemment, a 50% increase in the number of
daycare centers is necessary to make childcare available for all working mothers who
need it

Para 5

Point 2: require companies to be more family-friendly

Evidence: According to a recent survey by the Family Research Counci, many women
fear that they will lose their jobs or be passed over for promotion if they have children

Para 6

Paint 3: husbands must do more of the work at home

Evidence: A recent study by the Center for Equal Opportunities found that 71% of
women who chose not to have children cited a lack of support from husbands as the
main reason

Para 7: Conclusion
it is important to find ways to support working mothers and make chidrearing less
burdensome
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we provide more support for working mothers @& CLIWEBLET
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JFIRIEHA ST, BHEKEL VWO EOTEREREZ HAREEX 5700 (O) LB
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fERREE (a2 Mo ERZE] (@) IRELT, MREZEEFAEBR T T L— R
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Presentation outline
Title: Educational inequality under the situation of the coronavirus pasdesde
\_; gw’-_-uui‘-)) Ve .
Problem: Educational inequality under the gfijzm of the coronavirus Zeademlc
Explanation: Educational inequality is the gap that is_produced by thé children’s home
environment. This gap has become more seriously beca tise of the coronavirus. %M”i“””v’[m%l’
Y3 far sy b i R B

. . w i ) ?i’i“ltl-’—"", ‘&’-{f—"‘-l'
Likely cause: The coronavirus has taken a lot of children’s opportunity. ﬂl —
3 ~Fhe, .
Explanation: For example, childpé’n lost the opportunity of study, communication and”b!shr, ;W
fieldwork. shrse Hafhive iy eirEod o :fg Lrkely wl,mﬁ

?ptﬂ s repr-]

Best solution: Supports that suit this situation

TAT 4 v 7 ORMNOBHBEL, 7T A E3BRTHERT LT — 22050 (1)
77 ANE LD, BAMICZ ZF TIXEMB R VR #AMIEMA Lo, #EHE
N7 7 A ME, EICTHBNRMAORMERZHERML, ERNRFRY RN EY) 2835 £
BRICELTE, 2 AV MERATHEBLARTICE EDE (K4, ROBEFEIL, T8
vTr—va vl LT T 7 A& Power Point D AT A4 KELTWD, 7272 L
o a2 BT AEn, FAI iﬁ%#%®74—ﬂW\y&%xTT%@T&%LK??
oA v EL LWL, ARART—XE®AT, TN %E Zoom DIFENTHETHHIT LIS
V—BICHE L ATEBIC LMV A TH S > TS, IZE L GO 7 Vv—T D s T A
A—=FHE LTy, SHBROEERISE TITIALOBEBEANMbR D W, KEO#R
HIFERE T, B0 R T WERBORG L T — X OB RR B RES TS Z EBFEZ T,

4. BBMETVIALT 4 TEB~OF vy FEAOH R LRE
Fyy MCEDBBOTLIAT 4 TIEBOFREEZD L, LTO S5 GABZETF LN
60

(1) Fr vy b 2RHIZETEBOMNN LI NIED 2D, FEETWIAN LTI
KOERTWV, £, HELENEZ L LI T A — Ay IR LT D,

2) LMSOF v v NEI77ANDT v 7 u—RRTEDLD, 7740 EHOLHN
Al g,

(3) F—HZIZB LTIk, Webpage X° YouTube ® URL % i CTA L, ZMEIC
3 FTHE,

(4) NRERSXEIZRET, BEVWORMEZ IS LI LT 2HENRBERA/HEESH
HZ LT, FHEKMNEE S, (Johnson et al., 1990)
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(5) W+ 2z Lic kv iHoHEEE (Jacobsetal., 2002) ZH 2o, st ABBREAF LD
B Flz o725,

INOLDOHRTRROFBENZLZDIE (1) THAD, Zoom DT LA 7T 7 ~b—25b%F
AU EEE <, ZHENENICEZICSMUARWRY, MAFFLADRTWD DNy
MBRNA, Fr v FOEAR, SiEBEME Y — K (LREs: Language-Related Episodes)
WWHELWTFARMRTELNY, HBTRERTZEHARARI LN, WANREZ DN
ZICHER SO ERDERT 0D, (4), (5) T2\ TE, 72& 2E THE - X
%%K%;okXﬁt&@&ﬁ%?#ﬁ,%ﬁbibtljk??h?%yé%ﬁbfﬁ
TFAECIT, TCSADFEMTTN, 2K RWEEWET  Providing~to students % for
students, cramschool % cramschools IZT 5 & b o Bt BnWET | LAEENYE
L, TE<A, THEEWEEZEHOINREIZSVETERE ) EFECHRKT LENS70D
Y EVicbARLAD LT, TEIZHEVWEZERT S, #05, ET D, B#HT 2L
Wo el DB A XL AR LSRRI NTND
—HT, MELLTELIDIX, ZOINV—TFxy MZXDTVIAT 4 TIEEZD
HLONBENTE T TRABENDO LD L EFTe-0, FATHEFAERILETHY, HED
WHIRTO ZFEDRE=H VI RUEE R LR THA I,

5. Y iR Y — b (Learning Portfolio) %5 O RIE
&bf%vyF%%ALK?V?%Vf@%@“”@T*ﬁ%%it&% FUDH
Y=l LTEALEZREORYIRY —F (X 6) 2OIFHIME R RBRE/{FLNATND
TN ol, IRYVIRY U — FOEHHBIXESD TH O xR E 25 m#k - A% - MLl -

REE D 4 WEMHLHERL, AF/LIZOWVWTIET T CEFR Companion Volume 2018 @
mediation O 5% %, A AE B - B8 |2 -5\ T I Framework for Intercultural Citizenship <> FREPA
MNHOHEL —HAHLEFEEL TS, BETOmEMY TIL WMy, &2 Txf
FRAAIRE L@ FE RN ED SN DONRLZITh>72h, IRVIEY > — &@LU T 55
L7z FE N2 LT, FFEDIF#MRZIEZ D (Relaying specific information in speech / in
writing) |, [GEL7 D EWEY LT, V7 7RMEREDT — ¥ il 7 % (Explaining data
(e.g. in graphs, charts etc.) in speech / in writing) |, [Z /L —7TH@ L=, FL—TT—2
% Yt 3% (Collaborating in a group and leading group work) | & W o7 AF LD [H k&, Tl
FOBARICEALERD, tWFEOFE 25 %2215 A5 (Having interest in other perspectives and
accepting the opinions of others) | & Vo 72 HEE ORI ERRAICEL Y T fEE 2 L3 T 72
MR, 14ESORYVIEY >— MTHD 5 HEOA LM T, £ 1ITRTLED ESD D
e s L CTEHEMNRME A S T,
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ESD ¢ (2020 Autumn) Learning Portfolio

Rate your knawledge level skill fevel and

your values /attitude on a scale of 1-5.
V1] ESD/SDGs Poverty | Poverty | Poverty | Poverty | Education] Eq ion| Educ
W Global issues in today’s lesson

10/6 | 10/13 | 10/20 | 10/27 | 11/10 | 11717 | 11/24 | 12

Relaying epecific information in
speech / in writing

Explaining data (e.g. in graphs,
charts etc.) in speech / in writing

Translating a written text in speech
A |/ in writing

Note taking (lectures, seminars,
meetings. documentaries. etc.)
pressing a personl response fo
creative // informative /

Collaborating in a group and leading
group work

Tuestioning the values and

jpositions in cultural

Mld[clm Review: Final Review:

#1

WOLY > — F DY A IZ 175 H C 7l DOZE

o 1-7 8-14
B HY B H Y

LBV LT EDEREZEZD 4.1 4.2
FHLIEDEVWLED LT, V79 7RKEREDT — X 2N 3.8 4.2
T %
TN—TTHBmLIZY, JV—TU—7 %425 3.7 4.0
fing (h3cfb) OBLRIZBEOE D, i (k) o0& s i
A HFEZTAND

Nz T HMBFERO Final Review T, AF/VICET 250 (BRE) & HEE - BT

B9 ot (PR EMIZIEWFEICR N, KB THRBIUERZMED,

DY T

{625 Z &% mediation D AF VTN, TOHLIICFHEWEZR LN L b Hi-R D=
EEZD, TOAFNLDOMONICFINZ R C D8 Ma 2 D, BREZ D D 720 OFEMR

R RBEDERGHEMA L Z LN TE L, (EHRBILOTHRIZEEICLD,)
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Through this class, I learned to cooperate with others online and search some solutions together.

Making PPT in English was very difficult, but so fun. Also, answering questions was helpful
for me to train to think flexibly. Thank you for teaching so much. I really enjoy this class. [%#

A Al

ESD DV Z AT SADME Yy 712N T, BZRIENETHEN-T2TT, FEIT
PEEOBER D OIEREFHAIY , ORERICRT R EITHED Lo LRl RhoTe
DT, LTHERVDRWRBY E L, BHECTT 257, MEORRA L MREK %
ROFAE(FVOTCTLEDT, BLAVEERZNLF—L T LB EED |
FHZ 3T I MiciF L, $-45FTH, MEEATW AR Z b
NEBRLKTHLT, BATWEOTTR, FYLELBOBEREISE4ERD Y blo, PR
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Wb LdinE L, [%% B)
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NLHZTLICENLETTERLS, BoORELEHRELT L N TE, BREMIZH T
LDEEODREIRERNEDOEL X, DOV RLTINRICNE - ikl 5T
EBE ol CLOBRETRAOTZASOMER, £ L CTHROMEOIEZ SN T,

SHOFERLAEBITE N LT E W, [F4 C]

LETT—HElioTTLELYE2THEVWIZEERBRL TR0 T, RIYIL
EMBT =2 EWAIZ DO DN LT EEWE L, WEICEL TV E, REN
WCIFBART — 22 AV C T VB 2T 52 ENTEEOTIEEZWRREBNE L,
LvL, EBICEERES L2 TV LIIL, BOHAEOT —X2 XNV > T
FoRbLET, YVEVEMESTWDLHT, BHOMT I Ea2RflT 57201
WRFEHLIZ L WR EEBZ THLT — X ER L TNWDH I ENFEAERD T, T
DIFEBGNR RO TNAET—F T TR, MU~ ERBRITES T — X5 T
ZEBLEHERWE LA, [%4£ D]

CONAER CHENEHE TN LW EEER LY, FFIEF0OMEIC N T
HoTRAIVNERZENS THITHAZE T2 EARBEOMRICITREER 2 L7 LK
U7, [%4£E]

6. &
COVID-19 OEYIERE2ZZ T, TOFLT 7 ) ad—42E L LEEkERF 4
URENERIND LIRS, BEICIMS OF v v bEHAWVD LW D OEHEEH
FLWZ TRV LRy, LrLAaRS, ERIN I LV—TT 1LY T —v 3
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FoSA0TFTOTOS ) FREBEFET OIS LOKE
— A T4 VT REICEREHTT—
Challenges of Project-based English Program (PEP) during the pandemic

—focusing on writing instruction—

W~ & A
DAGE PN

Abstract
Since 2018, the Life Science Department and Pharmaceutical Department in Ritsumeikan
University have introduced a “project-based English program (PEP).” In PEP, students are engaged
in the research of science projects and the results of their projects are demonstrated both in oral
presentation and papers in English. Due to the COVID-19 pandemic in 2020, the university
experienced a huge shift from face-to-face classes to online classes. Under these circumstances, the
PEP attempted to provide the best English education possible with the use of ICT. This paper reports
how we (the teachers in PEP) conducted classes online in 2020 by creating a website “PEP Navi”
where all the teaching materials and movies are gathered and shared among both teachers and
students. This paper also describes the details of support provided by the writing center, SAPP
(Support for Academic Projects and Papers). The questionnaire conducted to tutees found tutor’s
meticulous instruction especially helped students of the first grade. This author believes the use of

ICT will make education more efficient even in the Post-COVID 19 era.

X—U—F:7uvzs NEEREFET v 7 F A (Project-based English Program: PEP)
Support for Academic Projects and Papers: SAPP, 4> T A V%3, T4 7 4 > 7 X, ICT

1. IZC®IT

2020 R JE (T, REBEMSRICLDRBADOEEBTORFEHAFTEZRERS Sz, LR
FILBWTHLAEFEHE T2 TAH Y T4 TiTbh, HRITZOXINICEDI T, EmEt
R e R A LT 2008 FEMNDEHLTWE Y Y 2 NREMEFE I 0T A
(Project-based English Program, LAFE PEP) Tk, FAICEAOELFIZRI L7 8=
I NEBITSE, TORREHLARAT 47T %8 LE CEBTHE L TND, 2020 F, K
T s T AT, HHBELEDLRNA U TA UREOHEMET H7-0IT, ICT OF|
RA R RKPITIE N Lo EE s 2l A lc, BRI, *y b RICED B 2 HAH T
HHELED, BEORLR LT FEENERICH I LTctkx BB 2 FMH L7z, £/, E
WA D T AT 47 KIEY X —SAPP (Support for Academic Projects and Papers) & & i
L., FRIZHFERFE~OY R — b ERESETZ, KBTI, 747 0 V7 HEICEREY
T, 20 HCTREREALEY v 77 ARGBRRET 0 77 AOFEMERET 5,
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2. 7uv e NREREFE 02 LITAT 0T HE
21 uP=s FEEMEFE S 2 75 A (Project-based English Program: PEP) !

BIE, A7V AT REBOE LTEHLWDDFERSEN T n— kL, LRSS
FROEELRETIT) ZENYEZVATE R TETWD, MR FAEAMB AT TEH,
FHBAE D 55% KFBEICHEF L (2020 4RE) | BeAERFEE 4 BIANEWNIAO BT, HKeE
TR ERET L ENHHENTVWD, ZOXI R T T, KFFEOEM DB LW
FIE N ED D I2HIT, 2008 A JEC PEP N Em B FED - HMPREICE A S iz, PEP Tl
HEEE O HMERE /) % BB < Skill Workshop & B AEN K 2 OBLRFIZHESWT Y —F 2470
PR % PGB THRAIZ T D Projects THIR S, AIE ORETHIZREO AT VE | BHKOF
¥CHEMATAMEMATHD, AR TSR T 5 Projects DIFHETIE, FAEEFKFA~D TV
7 hEBLTY P —FRAFARCHE~ORBZES Zx b TS, 1 BIAE (F
S PL, B P2) D 2 BIZE (FRFH P3, KFH P4) 13V Y —TF im0 Tk E RO,
TANFELFIN—TTEIT LT 0y 2l bEEICATA RTHRET DL, 3 BE (BFEHY
JP1) 12722 & LV EMWANEZR N, IV —TTHRAZ—%{ER L., BEREXEITH.,
ICT #FMANCIE L, PRI EIC Y a v 2B AL, xRy — L ifnwo it o
ERHERSNTWS, BIE, A7 07T AIAEMBIRE, KPR, 2R — Y @EFERE,
A DI O 4 F M TR L TWD,

22PEP DT AT 4 v/ i5H
PEP TiE, ARV —FOlEs, OHBERLE T m V27 PX— =L 1) I =

DEETELEDD, Pl TlE, 70l bDTATTHINXRNTTTITERENLEBZIRD
fluency % b5 Z LIZENTEMN, P2 TRHT VI —bheA v A Ea—DF —XINEFHIE
RER OB LR, 800V — REREOGRTICH BT 5, Frlio, FERT T IV -
TAT AT R LoDV FEDE 2 BEKTFHO P4 TH D, P4DOEETIE, FAEIMFEA
D7Vl NEFITISERRLHLICE LD TN b, VY —F kLB %
OEZHOWMG2FET 5, VIV —FOHETIE, 7—~<REDTZODOEBZZS, 7TATT
Ty B TR EICE DT 0Kk R, KEHEEA B TRITURORERE Hikn &%
FEMmBEN/EEIND, AT MXOEFESHFITBNTIE. ¥ v b (Swales, 1990 fl) O
Bz T EBRmOERILE LT, BRSO BEFEOR M (Rhetorical features) & = iF AR5 ¥
(Language features) #58 L, WETIEI T a2« T4 T 4 7 2B L T, &k Fa(l
FF % ETIC feedback & HEEELEZ#VIKT, PEPOT R Y =7 b _X—3— %, U H—F
OFEFHIZL Y, 4 OB 5% U Analytical projects (FRXCEW 78 8 b 57 %2 i
L., BOOEZ%F E®HD), Survey projects (7 27— FoAf U X B a—72 b5 ztE
W& F & D), Experimental projects (FEFRZ 1T\ #5 R 2 B %29 %) Challenge projects (H
BEZRELTCTF Yy LUV L EREFELDDIH2T. & LHEEEEMMICESET 2L,
FREINLDREIIITOND, FAEE, ExORALET —~IZholz [FRXOR )
ZBAT, 7 varBICEEST IO, FRKED L5 E TIZ 1500-2000 V— RO XL & &
T EFRTE LRV, BEE, TOBBRTT AT Iy « A= "—DOE@MmiE L LT
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LDTHD, Elo, LAHIND P4 OEFaZim LEICE L O DFHHNH -T2, 2016 4
E#% LINBDOTa Y s b R=N—DFEFEOE L LT O 4 PEP Journal % i 5
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ELRELTNDEITHD, 20184FEE TIEP2DOR—IN—DHThHo7oh, 2019 4
LIZPABIMALN, RELEAF LR > TND,

3. a7 TOH PEP DIFE

3.1 MM RFORL

I HIE 2020 HEOEEICOWTHIRT 5, 2020 FEO A KTFIT— 7 A OKGHE
WM ZRT, 5 BICREELHEML, RFHTH U 74 VBENEE -7, KFEHICIX
%ﬁﬂﬁ%tﬁ DM —H et ENFR SN, AAEERBICBWNCEIELDbL T, Fll%

BUT Zoom 728D Web kY — V2R LT 7RESFLIET AL VTR
(VOD) OF v 74 v BENGRIT N, 2RELZNRLE LAV T4 v BEONEE S

BB W T v — RIRE (3, 2021) 128D &L 2020 FEE DR AT IEE X 70%% B %,

)7/1/574A VOD ¥ L LITHHEFEEDLRWMEE ThH oz L RIE 25T, O
BELT, amr T EYYE~OBEIZIL DAL, FEDOFT U T A VIREA~DBFIES, Y

WLUHEETE 5 VOD OFMEMN T SN TV, Fio, WIEEICA Y T A v hxhfitg
DELLEBRT 20T 2EIEICIE, ZLOFERAF L TA U ERALTEY, KF2
weELTIE, BBXlEmEELEbbnWRELREMTE TN BN D, EETX
XL, AU TAURETHmELY QAR EE U LB AT FEL, BEOT 4 — RNy
IRELNTERETHNITHEENEGE N2 R TH D, DFEV ., FAIT, SJEEFICITRE
WA TERIRIZHBIZERNTELR, A0 IF7A ETIHBELWERE T TREY . MHFmFLY
LT ERMENFEEICRO RTINS ZETHA D,

3.2ICT %F|/H L7z PEP D%

ST PEPOaun T MORERED LI IATONTENTONTTHDLN, KERIELD
7o, FIEDD Zoom ZFRIH LY TV E A ARELKT I ENTE Tz L bR
. Bex BENFREL AL RNZEE CERERBEHELE L UL, TTICT Y =L EHEK
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HOBERLF U — R TE DXLz, F41L PEP Navi & RAVIZEE DM 5
NDHE IR >TND, Google KT A 7 FlIZZnb DY A b &E < FlAIL, BHROANEE
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BRORLGESE ARCELL
MBI, N T masmELSTUS
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| SaowRzeec- | | rrowenEs |
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SbhilTwa (ESLIF#POF5TT, 2020 ) 23, PEP CIR#HBM cHMzta Lz, 7
N—TTTTOF ¥ v hY— b Slack RLEHIS#EZ B L THREL _Eafré'rﬁi&sc?ﬁ&%ﬁ 22
ETREOBRBICE DD LI L, T BEMOLAMIZEL TIX, Kb LB Vo
HREOHHZEICIED TV FNETICEHENER L TWEREAT A Pl
BATZAR] ELTHALT, ENEXDLHICEHE L, I, HEOREEFO Y
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BETAT T EFESRZoNTICR oI EHAMTHFFChH Tz, Flo, AT 4 NEBHH
& —F#1Z Google RT A 7T T HZ & T, FBENREICHLNE LB %2, w8 HE)
L, i Cc&Ed Lol LRk, HlxiX, P4 OFHEHALIZ, PEP Journal IZ# - 72 EFH~<—
NR=ZH LEEEZMZT-bDEY T LT, FNEdb eI LT —27 o — FafER L
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BT HREE LT, FAENH EMICE @%L?sf)%héijfiﬁjﬁ%ﬁfﬁkb“(<ﬂt\_k
FEAEDOTIT /2 o TZIZE WD, FERR SN BIEZIE, 7L EBrT—va vy X734 Ko
TERITiE) TRAZ —OfEY ) 17 a v =7 M)Lesbﬁj BmEND D, £ 5 % YouTube T
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ZOXHIZTPEP T, ICT Y — v & A LR ERRG A fEtE S Bz o, xhmile & 131
EOOLRWVEORENFTCE LB b, ZO—fl& LT, 3 BARYD JP1 DR A
X — I #&%5#& (Grand Final) (%, &R 6A4 0 FA DT 7 L AD K H TH -7, Grand
Final |34 27 7 ANOLRIINTET —LOREROBEENEZBND, ZRETIH, KFOK

RV EFEONRIHDRYHREEZ LT, Y HIERENIOFELE, HELZMATHRMBEL TV
7oo LML, 2020 4L, Zoom DT LA 7 7 0 Fb— ABRE Rl o T/ — A EIZEMO
REITN—T7 2B L2004 EO3EIAENARICHES NI —7DREE R TH- T,
BHIEIRERFN I TR, ZORIR—RAXNV FBBMETES 20X, HAxDICT Y
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3.5 auFRTOIAT 4 TigE

WIT, 2020 FFEED PA DA U T A VIRED—HEFRBNT D, PATIET AT IV - T
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Week 7 | Body ~D7 4 — KRy 7 % H HUVMETET 5, Body # EL O OMEREKH%Z
%5 (E8E T Body D/XT 7T 7 %#EL)

Week 8 | Body DFEYD DT 7T 7 EE KmDFT 7 FEamlstd, THHER (7
nYxs FOESRREREELT D)

Week 9 | Body ~D 7 4 — RNy 7 %4 HUMEIET 5, Conclusion (i) OFE X %
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Week 11 | Project paper O 2% FLE. T, Abstract (E'F) OEZFHE2FV, #<

Week 12 | fic#8 983 (Presentation) DY, P4 TiT o7 my =2 F2RKRT D

Week 13 | i &8 %

Week 14 | R, RBORELEZT S

Week 15 | &0, mMFE2ENTS

EH AT o 72 Week 5 OIREZBNTHENT D, Week 5 1. 5L AES (Introduction)
DRERE - WA, HATBIZH M T 5 R R REL A2 5 ER Th 5, FHETIX, £7 Zoom
DAA N —ANT, Ll AT A FEPAELEmLA LT, SAMOMAEIToT2, dLD
BAEOIEROBZARIZ. K 2DAT A NIZHDHE I, 17—~ OEFFRLEITHED
A, TSRS REFE), 2 LT [MED0BRMM] THESA TS, Thbas
EHFIZK 30D I, Jeilk L7z PEP Journal 2 & EWC/ERR L7V —27 v — bk (1K 3)
EROT, Yo7 A_R=R—DBE A2 ETHEATHRELEZ, TOH, P T —r3—
OWFFRENF &, BATICLERFROREEN 2 RB L, FATEZIED, T 70—
TTHLAEbY T, RECBTDIWEIEXRS I NV—TFT 4 A0 v aid, Zoom DT L
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HELXHETED, ZLTAAL U — A

X 4 1%
P )

 BIEDOBICHWIEAT A FTHD N,
WERLTh D, 2Dk
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HEHELTENTLSD2EWHI LD ThHo T,

IR - 7=,
EHE, AT RTHE, £ L CHEEARONESCMH L &I & i

IZ LT, Zoom THOHE L & HIC
KRR U—2 o — R 2N HBEIN—T T = 2 LIABREDORELIToT-DTH D,
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TIN—T TiT o =&

THERK U7 3od@

2 3
Week 5 173X 714 N AP DD T — 22— |k
[ cae mme pES 8 et o]
Introduction (PM) MR e :u.l. ST

1. R (Background information)
FT=VvONRREPHERODR. STERZIEE~<S.
ERCAEREORNF—F 5 L TRAOMOERS 5.

2. (9§ - W# (Knowledge gap)
ARG - FEERNT 5.

RTARCER TN T & - EMROTEEHAD,

3. ROEN (Thesis statement)

Wy S, BRORERT—TEBSAL. BREE~D.
4. (AVw k)

5. (Term paperdWL)

HRTHERD R S0rEEE, REC L TRIORAY S DPTV,

Infredustion Exampial W8~ IE WAL~ 08

unca e where the foct loaik lbe they are maving forwand but e body moves
b B epoieg s e ks e o il s e
ths gvimg s rame. The Moowall

s i e by TN Thaley, & S tap o, b, 1955, Since them, muany
Auncor, bave incorporated fhis 18 inkn warse of their dance nstines. Viowever, the
Lbarassil ek b bt sl Mo ko perfiorresd . m slage
o, The manry peaple tried

o lewrn how fo perform 1. Many of the inviractions] vidoos oaline koday show pooplc
T s ior the Marassi, However, et of the vidaon 1each the Ml by

T e

Th puspesse af his paper i 1o wmatyse the Mscersalt from & phiyaics perspecis and io
find  theorctical method ko porfiors the Mscwalk rather #ian & smsory practics

BN D4y BT ik B
WI AWM TH -7,
BN &2 N @“Tb&ﬂ%%ﬁ?%

< 4
Week 5 HEAFDPHFR 74 F
Introduction (F#/[HE - WE,/Bi)
[ Thisighaut Ristiry, eeve Bave bota many, dace saps invenoed, howsver | WM

probubly the most famous dance step of all time s the Moomwalk, The Moowwlk is » | ARG 2R

dance step where the foet look ke they ase moving forwand but the body moves

backwands. By repeating this dance step. it books as if the dancer is walking in o place with

o gravity such as the moon, thes giving the dance step its name. The Moomwalk was first | BES2E W

performed by Bill Bailey, a famous tap dancer, in 1955, Since then, many dancers have | W <~ & W%
incorparatied this stop. into some of their dance routins. However, the Moomeaik did not

beconse world famous until Michael Jackson performed it om stage in 1983 in the song Hilly

Jean, The Mocwwalk bocame so popalar that msany peop tried 1o learn how so perfirm it

Many of the instructiosal videos enline 1oday show poople how so perfonm the Moaalk | ZhETERSSh T
Hawever, mast of the videas teach the Moauwialk by using an instinctive or natural vpe of | Bia 4 ~ & EII
nstruction which is very difficult for begineer dascers 10 understand. No one has taken &
Bogical apprcach into teaching the Moonwald, e purpose of ihis paper ks to snslyze the
Moomwalk from a physics perspective and to find a theoretical method to perform the
Moomwalk rather than a sensory practice method.

SIE

Paper® B : mosnmaiks
WIEPERA M L. WRE

BFOENTRREEMET L

4 BPORETIHE, ¥/ varBICEETTO, RETET - 74— Ky 7 %2475
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DNTOERLZBREZEBNTEH, ZMENPSFMOBTAAHTE Y, MHEFFICHES A
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4. FAT 4 TXBEF—SAPP L an T TOXE ¢
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W2 L7z, BIfEIX, 7o o= POBBEILIT TR, EEEEMOFEHR, FITXFEHBNS
RFEFNDRNBD VP —F OMHRICEDLETEXIEL TWVWD, SAPP OO LT, *f
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Abstract
This paper critically reviews previous studies on university students’ academic
writing in English for academic purposes (EAP) and suggests further research on
argumentative essay writing in higher education. Academic writing in universities
involves the practice of knowledge-transforming, which is the presentation of
novel ideas and viewpoints in a body of knowledge. Both the researchers and
practitioners in EAP emphasise the importance of research into students’
evidence-based argumentative essay writing and its application. In argumentative
essay writing, the two major strands of research are: (1) the genre-based approach
and (2) academic literacies. Studies concerning these strands, however, have not
sufficiently investigated the process of students’ critical reading of selected
academic literature and participation in academic debates in their essays. The
author proposes that studies regarding students’ argumentative essays in higher
education examine the aspects of students’ critical reading, construction of an
argument, and its presentation in writing. The findings from the studies using a
comprehensive framework and their pedagogical implications could be used by
EAP practitioners and course tutors to effectively facilitate students’ academic

argumentation.
Keywords:argumentative essays, academic writing, genre, academic literacies

1. Introduction: Argumentative Essays in Academic Writing

In academic writing through higher education, students need to
demonstrate their learning outcomes, in terms of knowledge-telling and
knowledge-transforming in their respective academic fields (Bereiter &
Scardamalia, 1987; Flower, 1987; Rakovié¢, Marzouk, Chang & Winne, 2019;
Shanmugaraj, Wolfe & Wodzak, 2020; Shi, Ishmaeil & Kowkabi, 2018). Academic
writing assignments require students to read carefully and critically selected
academic literature and write essays based on them. Academic assignments can
be divided into summaries, discussions, and argumentative essays (Wallace &
Wray, 2011; Bayne & Fearn, 2005). Argumentative essays focus on students’
academic work through reading-to-write practice from academic sources for
knowledge-transforming (Wallace & Wray, 2011; Wingate, 2006, 2012).
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Academic writing from sources in higher education is an essential literacy skill;
therefore, argumentative essays have been widely used for students’ academic
assignments in undergraduate and postgraduate programmes at universities
(Bayne & Fearn, 2005; Swales & Christine, 1994; Wingate, 2012). Research on
argumentative essay writing in higher education has adopted a genre-based
approach in which researchers examine students’ written essays in terms of text
type, rhetorical structure, language use, style, and format (Badger & White, 2000;
Bhatia, 1993; Dudley-Evans & St, John, 1998; Hyland, 1994; Martin, 1992;
Swales, 1990). The researchers of the academic literacies strand argue that there
is also a need to consider the element of identity construction among individual
students and the differences of required text genres between institutions (Lea &
Street, 1998, 2006). In recent years, it has been advocated that the genre-based
approach and academic literacies can both be applied to teaching appropriate
genres to university students (Wingate & Tribble, 2012). However, research
concerning these strands have not sufficiently examined the process of students’
critical review of literature and the construction of academic arguments, which
are essential for effectively writing evidence-based argumentative essays in
universities (Bayne & Fearn, 2005; Maguire, Everitt-Reynolds, & Delahunt,
2020; Wingate & Harper, 2021; Wingate, 2006, 2012).

Based on a review of previous studies on academic writing in higher
education, particularly in argumentative essays, the author proposes a
comprehensive investigation of argumentative essay writing that combines
students’ critical reading of literature, argument construction for debate in a field
of academic discipline, and the presentation of arguments through writing.

2. Framework of Academic Writing and Argumentative Essays
2.1 Academic Writing in Universities

Academic writing is a situated, discursive literacy practice in university
curricula, and the framework for communities of practice helps clarify its key
characteristics. A community comprises of three elements: domain, community,
and practice (Wenger, 1998). Members of the community of a university practice
engage in shared activities and contributions in their academic domains. The
participants of the university academic community include students, faculty
members, and researchers; the purpose of the community is not limited to student
learning and communication of the knowledge (knowledge-telling) conveyed by
faculty members and communicating this knowledge. In addition to understanding
and presenting pre-existing knowledge, students must analyse and critically
evaluate the information to present new views (knowledge-transforming)
(Bereiter & Scardamalia, 1987; Flower 1987, Rakovié¢, Marzouk, Chang & Winne,
2019; Shi, Ishmaeil & Kowkabi, 2018). To achieve the purpose of the academic
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community, it is extremely important for students to present new views on
knowledge through academic writing, thus learning by engaging in knowledge
transformation (Connor & Kramer, 1995; Flower, 1987; Wallace & Wray, 2011;
Wingate, 2006, 2012). Shanmugaraj, Wolfe, and Wodzak (2020) defined
knowledge-transforming through academic writing as students’ reconstruction of
academic content and the presentation of the new information in their own
arguments. Among academic assignments, argumentative essays are the most
important academic practices related to knowledge transformation at universities.

Argumentative essay writing in higher education is fundamentally
different from the practice of writing in English as a foreign language (EFL)
/English as a second language (ESL). Writing practice in EFL/ESL contexts
focuses on text types and logical development, paragraph structures, sentences,
and language use, instead of evaluating academic sources and constructing
arguments. The key elements of discourse communities, purposes, and
participants in academic writing in higher education and EFL/ESL contexts
(Figure 1) are described below.

Figure 1

Key elements: Academic writing and writing in EFL/ESL classrooms

Key elements Academic writing in universities Writing in EFL/ESL classrooms
(a) Community Courses (academic fields) Writing classes in language courses
(b) Purpose Knowledge-transformation Learning writing skills
(¢c) Members Teachers, students, researchers Teachers and students
(d) Practice Evidence-based academic writing Writing practice
(i.e., summary and discussion, (opinion essays, descriptive
argumentative essays) essay, narratives, and so on)

These differences in the practise of writing between the two contexts
should be explicitly recognised by teachers and researchers, especially those who
engage in the field of English for Academic Purposes (EAP) in higher education.
When students learn writing to prepare for either studying abroad through
university exchange programmes or English Medium Instruction (EMI) courses
in higher education, they need to acquire not only generic English writing skills,
but also the academic literacy abilities required in university courses.

2.2 Main Types of Academic Writing
Academic writing in higher education is divided into four categories:

descriptive, analytical, persuasive, and critical writing (Swales & Christine,
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1994). Descriptive writing summarises academic literature and presents reports
of research experiments and investigations; analytical writing compares and
evaluates information in academic literature; persuasive writing analyses the
views of researchers to present claims and supporting points; critical writing
critically evaluates the research results and analyses researchers’ abilities to
present new viewpoints in academic debate. These types can broadly be divided
into two academic assignments: summary and discussion, and argumentative
essays (Flower, 1987). Summary and discussion require knowledge-telling and
knowledge-transforming. Thus, students need to analytically read assigned text(s)
and present their summary and evaluation. For argumentative essays, students
need to apply the knowledge-transforming strategy extensively: they plan their
essays and select relevant academic literature, evaluate it critically, and develop
their arguments in an academic debate.

The knowledge-transforming framework is defined by Bereiter and
Scardamalia (1987). This cognitive model is based on the interaction between a
content and rhetorical knowledge space through students’ metacognitive
processing. Students attempt to plan, monitor, and edit their essay content,
structure, and language based on the needs of their target audience. In an
academic setting, students who apply the knowledge-telling model base their
writing on their short-term memory and experience rather than a critical
evaluation of source texts. However, students who use the knowledge-
transforming strategy attempt to contribute to new viewpoints in knowledge. They
critically review the literature, recognise researchers’ academic debate, and build
an argument. The two academic assignments, in terms of knowledge of learning,
are summarised as follows. The paper subsequently discusses the characteristics

of an academic assignment: argumentative essays.
Figure 2

Types of academic assignments at universities

Knowledge-telling and knowledge-transforming

Summary and Discussion e Argumentative essays
Descriptive and analytically Descriptive, analytical, persuasive,
evaluative and critical

2.3 Argumentative Essays
The writing of evidence-based argumentative essays attempts to transform
knowledge by reading and evaluating multiple source texts and critically
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presenting students’ academic arguments. This is extremely important in
university essay assignments. To systematically select relevant academic sources
and critically evaluate them for developing an argument, higher metacognitive
awareness is needed. Academic arguments are constructed to present new views
in the knowledge body of academic debate, consisting of previous literature.
Ryshina-Pankova (2014) explains this process as follows.

[...] What makes academic argumentation special is that it requires one to

argue for one’s position by explicitly engaging with other perspectives on
the issue voiced in the past [...] as evidence or counter-evidence for one’s
own line of thinking (2014, p. 283).

Wingate (2006, 2012) has presented a model of essay assignments based
on academic argumentation. This model comprises (1) literature selection and
information evaluation related to the task, (2) argument construction in academic
debate, and (3) presentation of an argument using writing techniques. In the first
stage of this model, relevant academic sources related to the topic of the essay
assignments are selected, analysed, and critically evaluated. Next, through further
evaluation of the selected literature, an argument is considered and established in
academic debate. At this juncture, previous studies are used as evidence to
strengthen the argument. Finally, to present the argument in writing, structures
and expressions suited to the academic format are used. Wingate’s (2012)
argumentative essay model is as follows.

Figure 3

Essay writing framework (Wingate, 2012)

Main aim: developTing an argument

Selecting and using

A 4

Establishing your »( Presenting your position
relevant information own position in a coherent manner

from sources

T A A

-Identifyirllg which -Comparing/contrasting Formal schemata
sources are relevant evidence/ideas from -Structure
-Evaluating which/how sources -Signposting
evidence/ideas can be - Finding support for -Style, register
used (being critical) your position -Referencing
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In Wingate’s (2012) argumentative essay model, the process of selecting
academic literature, evaluating relevant information, and establishing an
argument is very important. As students conduct a critical review of selected
academic literature and construct an argument in scholarly debate, they can
contribute to the transformation of knowledge in their argumentative essays. In
another paper, Wingate (2006) pointed out that it is necessary for students to
understand why, when, and whose relevant academic literature to cite in their
essays when establishing an argument. Students must recognise that the use of
citations can (a) present evidence, (b) indicate awareness of previous research by
other scholars in the field, (c¢) give valid academic authority to the author’s ideas,
and (d) lead to knowledge construction. Wingate (2006) states the following about
understanding the citation of scholarly literature and the structure of essay
arguments: ‘...they (students) are expected to question existing knowledge and
contribute to its development, using evidence from previous contributors (p.463).’

Academic writing at universities requires cognitive processes that combine
analytical and critical reading and writing, as described above. Summaries and
discussions can be prepared by analysing a text, evaluating the text critically, and
describing its salient points. Evidence-based argumentative essays in the
framework of academic argumentation, however, require students’ metacognitive
awareness of the critical review of literature, argument construction, and writing
techniques for presenting the argument. Through the process of a critical
literature review and argument construction, it is essential for students to use
citations as evidence to support their arguments as academic writers.

Evidence-based argumentative essay writing through a review of academic
literature for the construction and presentation of academic arguments is defined
as ‘writing from sources’ (Cumming, Lai, & Cho, 2016). In academic writing
research, there are two main strands: the genre-based approach and academic
literacies. In the following sections, based on a review of the previous studies in
these areas, the directions for future investigations into argumentative essays in

higher education are proposed.

3 Research on Argumentative Essay Writing: Theoretical Frameworks

3.1 The Genre-based Approach

Since the late 1980s, researchers in the United States have actively
investigated L1 (English as their first language) university students’ academic
literacy. They analysed the underlying cognitive processes that facilitate students’
reading and writing (Carey et al., 1989; Carey & Flower, 1989; Flower, 1987).
Similar studies of academic literacies targeting L2 students (English as their
second language) followed EAP research. Since the 1990s, L2 academic literacy
researchers have applied a genre-based approach to examine L2 students’ texts of
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academic writing in English (Bhatia, 1993; Hyland, 1994; Martin, 1992; Swales,
1990; Dudly-Evans, 1994; Dudley-Evans & St. John, 1998). Genre analysis is
based on the idea that the values and purposes of a discourse community
determine the type and structure of text to be written, cohesive devices, and the
use of language. Researchers claim that the knowledge about the genres within
the academic community of practice is an essential feature for students’
successful performance in argumentative essay writing.

Among the research areas of the genre-based approach, some studies have
provided the text-based genre analysis of students’ argumentative essays: the
analyses of academic research articles (e.g. the CARAS model, ESP approach) by
Swales (1990), the Systematic Functional Linguistics presented by Martin (1992),
and research that investigates metadiscourse and academic language use in
writing practices such as hedges, boosters, self-mention, and paraphrasing for
effective presentation of academic argumentation (Hyland, 1994, Petric &
Harwood, 2013). The genre model suggested by Martin (1992) focuses on the
analysis of a genre in terms of purpose and interlocutor relationships, such as
filed (content), tenor (audience), and channel (mode), to construct a text in
academic writing (Figure 4).

Figure 4

Martin’s model of genre (Martin, 1992)

Purpose |[[Genre] \

/ v

Subject IInterlocutor Relationship

[Mode] matter [Field] [Tenor]

~_ ! 7

Researchers have also analysed students’ citing strategies, their purposes,
and audience awareness. Petric (2012) examined postgraduate students’ use of
direct quotations in their dissertations, through such criteria as purposes, external
factors (i.e., lack of time), beliefs, and fear of plagiarism. Harwood and Petric
(2012) conducted a study on master’s students’ representations and citing
strategies to fulfil their instructors’ expectations of the application of critical
thinking. Moreover, Petric and Harwood (2013) conducted in-depth investigation
on one successful L2 postgraduate student’s citation strategies. They found that
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the student’s citations facilitated functions such as positioning, defining,
supporting, and applying her argument; indicating the relevance of her topic; and
serving to agree/disagree with and acknowledge other scholars’ research studies.
The student’s citation practice was also motivated by the need to meet her
instructor’s expectations.

Conversely, other studies explored the student writing process and arrived
at two major frameworks, namely the process genre approach proposed by Badger
and White (2000) and Rose and Martin’s (2012) Teaching & Learning Cycles
(TLC), which emphasise student learning cycles using input from teacher
instructions, collaboration, feedback, and individual practice. In the process
genre approach, students plan, draft, and edit a text based on their awareness of
the genre. While performing tasks, students can return to the additional input of
the situation, purpose, mode, field, and tenor, when necessary. In this process,
students receive teacher support, advice from classmates, and the genres of
sample texts. Badger and White’s (2000) model of the process genre approach is
presented below:

Figure 5

Process genre approach of writing (Badger and White, 2000)

A process genre model Possible input

| Situation |
\4 \
K’ | Purpose | |Teacher |
Consideration of mode, field, tenor Learners |

Planning, Drafting, Texts (Sample texts)

Publishing A//
\ 4

| Text |

With this framework, researchers have conducted studies on students’
writing process to evaluate their metacognition, purposes, audience awareness
and genres. Negretti (2017) investigated postgraduate students’ academic genre
in terms of metacognitive judgements, awareness of their purposes and audience,
and use of writing strategies. Successful learners were more aware of required

academic text genres for audience at university level and made use of
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metacognitive strategies for writing argumentative essays. Ma (2018) conducted
semi-structured interviews with Chinese postgraduate students at a university in
Hong Kong and found that they regarded the purposes of research-based
argumentative writing as the mastery of advanced academic vocabulary and L2
grammar. The students were not fully aware of their academic audience or the
purposes while writing argumentative essays during the courses. These two
studies demonstrate the differences between successful and less successful
outcomes of students’ argumentative essay writing, in terms of their awareness
about audience, the purposes of academic writing, metacognitive judgements and
strategies, and the use of academic genres in the process of student writing.

3.2 Academic Literacies

The framework of the genre-based approach has been extended by
researchers of L1 student academic literacy, such as Lea and Street (1998, 2006).
They claim that academic literacies and the teaching of genres should be
integrated with students’ academic writing in higher education. The academic
literacies approach is based on the idea that individual students’ academic
literacies vary. Students construct their identities within an academic community
through a process of learning, reflection, and meaning making in relation to the
genres required by the academic community. Researchers argue that it is essential
to facilitate awareness based on each student’s background, rather than a negative
(often referred to as deficit) view of students’ understanding of the literacy
required at university. The theory of academic literacies also suggests the need
to recognise the power relations of the required genres and student academic
writing at university level. Because of these differences in the genres of academic
writing among individual students and between institutions, the theory is named
‘academic literacies’.

The framework of academic literacies, therefore, combines the two
different elements of academic socialisation, as the genre-based approach, and
academic literacies. The researchers recommend the collaborative curricula, in
which EAP academic staff and course tutors related to specific disciplines both
facilitate students’ argumentative essay writing, in terms of awareness raising of
genres, identity construction, and disciplinary knowledge transformation. The
key features embedded in the approach are presented as follows (Lea & Street,
1998, 2006; Wingate & Tribble, 2012).

Academic Socialisation

(a) Acculturation of students into academic discourse
Inducting students into new culture; focus on orientation to learning and

interpretation of learning tasks (for example, deep, surface, strategic learning;
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homogeneous culture, lack of focus on institutional practices, change, and power)
(b) Sources: social psychology; anthropology; constructivism
Student writing as transparent medium of representation

Academic Literacies

(a) Student’s negotiation of conflicting literacy practices

Literacies as social practices; at level of epistemology and identities; institutions
as sites of/constituted in discourses and power; variety of communicative
repertoires (for example, genres, fields, disciplines; switching with regard to
linguistic practices, social meanings and identities)

(b) Sources: new literacy studies; critical discourse analysis; systemic functional
linguistics; cultural anthropology.

Student writing as meaning-making and contested.

3.3 Criticisms of the Genre-based Approach and Academic Literacies

The genre-based approach is called ‘academic socialisation’ because
students learn genre systems of writing based on the values of the academic
community. The approach may potentially facilitate students’ awareness of the
audience, purposes, and the use of the required genre in higher education. It
appears to be adaptable to the teaching and learning of evidence-based academic
writing, such as argumentative essays in higher education. With the theory of
academic literacies, researchers of the genre-based approach can also consider
the diversity among students in academic writing and student identity
construction. Thus, both the genre-based approach and academic literacies to
academic writing in higher education have proposed various helpful models.
Despite its effectiveness, however, the genre-based approach focuses on the
analysis of the students’ written texts and the underlying metacognitive processes
that facilitate their writing. It has been pointed out that the process of conducting
a critical review of academic literature and building arguments in essays, which
is essential for the writing of argumentative essays, remains unexamined (Bayne
& Fearn, 2005; Scott & Lillis, 2007; Wallace & Wray, 2011; Wingate & Harper,
2021; Wingate & Tribble, 2012).

In this respect, Wingate and Harper (2021) examined students’
argumentative essay writing process which consists of (a) planning, selecting,
and analysing sources, (b) constructing arguments based on the evaluation of
sources, and (c) revising and editing their essays. They found, ‘It has become
clear that writers of evidence-based academic texts allocate their time differently
from those who write short pieces without sources (p. 3).” Based on the results,
Wingate and Harper (2021) argue that it is essential for students to select

information from academic literature and integrate it for essay argument
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construction in addition to learning the required genres.

[...] a process component should be added to the dominant genre-based
approaches [...] The teaching of writing should go beyond the textual and
rhetorical features of the target genre to include reading-to-write activities
that help develop students’ ability to identify and integrate information

from sources (p. 10).

Additionally, regarding the academic literacies model, Maguire, Everitt-
Reynolds, and Delahunt (2020) stated: ‘The academic literacies model has
included a strong focus on practice rather than text; however, work under this
umbrella has been primarily concerned with writing rather than reading... (p.3).’
They argued that reading relevant academic literature critically for argument
construction was effective as a mediator for participation in the academic

discourse community and identity formation;

It seems that for our students their identity and ‘voice’ are mediated by
what they read and internalise in disciplinary and professional discourse

and, in turn, what they craft and produce is mediated by this identity (p.9).

In summary, it is suggested that future research studies should examine the
process of students’ reading-to-write activities for argument construction and
presentation in evidence-based argumentative essay writing, given the limitations

of the genre-based approach and academic literacies.

4 Conclusions

In this paper, the author emphasised the importance of evidence-based
academic writing as the main learning objective in university curricula. This is
because academic writing enables students to demonstrate the transmission and
transformation of knowledge in their field of study. In particular, evidence-based
argumentative essays attempt to transform knowledge by critically reading
academic literature, building arguments, and adapting the arguments to the
required writing genres and format. To date, much of the research has investigated
this type of academic writing, and the two main strands include: (1) the genre-
based approach emphasising the analyses of students’ written texts required in a
discourse community, and (2) academic literacies model, which considers student
identity in academic writing when learning the academic genres. However, these
studies have not sufficiently investigated the process by which students read
academic literature critically and construct arguments in argumentative essays.

In researching students’ argumentative essays, I would argue that it is desirable
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for researchers to take a comprehensive perspective in the following manner: first,
researchers should explore students’ critical evaluation of academic literature,
the construction of their academic arguments, and presentation of those arguments
through genre-based writing, which would lead to knowledge-transforming in
their essays. Next, researchers should recognise this balance and examine
students’ emergent academic identity formation when critically reading academic
sources and developing arguments in their essays. Based on the pedagogical
implications from such investigations, practitioners in EAP and course tutors in
academic disciplines can facilitate students’ reading-to-write process for

argumentative essay writing.
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Abstract

The role of the genre-based approach (GBA) and systemic functional linguistics
(SFL), has been investigated for several years in first and second language (L1
and L2) writing research for L2 acquisition, literacy pedagogy, and applied
linguistics. This review examines trends in studies that apply GBA teaching
methodologies with an SFL framework across 100 articles published from 2005—
2020. The results show that trends in previous research on SFL, GBA, and
writing include the following features: research participants were mainly
university students and learners of English as a foreign language; the major
target genre was the discussion genre, the duration of classroom interventions
was mostly one semester, and most of the collected data among these studies
were pre-and post-essays and interviews. Moreover, two popular research
frameworks were employed: 1) intervention group and comparison group, and 2)
case studies. The results of this analysis indicate that the target genre of data
analysis is biased towards discussion/argumentative essays. To understand the
depth of academic essays, a variety of genres should be included in the analysis.
The use of SFL-specific rubrics makes it possible to evaluate essays written by
learners of English at the grammatical, sentence, and whole-text levels.

Keywords: genre-based approach, L2 writing, teaching-learning cycle, second

language learning, systemic functional linguistics

1. Introduction

1.1 Overview

Writing uses lexicogrammatical features to communicate meaning. For
learners of English as a foreign language (EFL), the concept of writing has
traditionally been interpreted as writing correct sentences in English and using
grammar items appropriately (Farrell & Lim, 2005; Myles, 2002; Piriyasilpa,
2009). However, correctly manipulating the learned rules and producing English
sentences requires understanding of the content and using it correctly (Vickers
& Ene, 2006). The field of writing research has long used three easily

quantifiable criteria to analyse learners' writing: grammatical accuracy,
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sentence length (fluency), and grammatical complexity (Casanave, 2004; Herder
& King, 2012). However, in recent decades, there has been a growing
understanding that writing is not only a means of communication but it also has
social and cultural significance (Block, 2003; Lantolf, 2006; Prior, 2006).
Therefore, current writing research and pedagogy considers grammatical
accuracy alongside its sociocultural aspects (Correa & Echeverri, 2017; Grabe
& Kaplan, 1996; Melissourgou & Frantzi, 2017; Nagao, 2019, 2020; Panahi et
al., 2013; Yasuda, 2011, 2015, 2017; Zhao, 2018). Writing can be divided into
learning-to-write, which involves understanding the process of pre-writing,
planning, drafting, revising, and acquiring skill sets such as punctuation,
capitalisation, and spelling, and writing-to-learn, which refers to writing as a
tool to facilitate the learning of written content (Carter et al., 2007; Littlejohn,
1990). This study focuses on writing-to-learn and examines how EFL learners
increase their writing proficiency and expand their understanding of target
genres through writing tasks and activities.

Previous research on second language (L2) writing has identified that
writing in English is challenging for many learners (Chinnawongs, 2001;
Syananondh & Padgate, 2005). Novice writers tend to face a variety of
difficulties in English writing activities in higher education, which may have
been caused by their primary and secondary school writing practice experiences.
For example, in Japan, many English writing tasks in junior and senior high
schools tend to be repetitive, such as translating short sentences from Japanese
to English and vice versa, memorising new vocabulary, and writing opinion
essays based on past experiences during English lessons (Hirose, 2003;
Watanabe, 2016). However, in universities, learners usually need to write
academic reports and essays in English, which requires them to construct
language at the sentence level and create unified text at the discourse level
(Piriyasilpa, 2009).

Academic reports and essays can serve a variety of functions and purposes
(i.e., genres), such as the exposition genre, which describes evidence to help
readers understand writers’ viewpoints, and the information report genre, which
organises information for readers to understand a topic (Coffin, 2009; Coffin &
Donohue, 2014; Flowerdew, 2000; Rose, 2018; Rose & Martin, 2012). Learners
studying English are expected to understand the differences between these
genres. Additionally, writers are expected to match their writing genre to what
readers expect, choose lexicogrammatical resources within appropriate English
structures, read and summarise academic articles, and cite information in their
academic essays (Yoshihara, 2008). Many university students tend to struggle
with these tasks because of their limited prior writing experience (Bernhardt,
1985; Johnson, 1982).
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I believe that the genre-based approach (GBA) to teaching L2 English
writing in higher education may present a solution. The GBA incorporates the
teaching-learning cycle (TLC; Feez & Joyce, 1998), which allows EFL learners
to gain a step-by-step understanding of the structure and linguistic features of
target essay texts. The GBA includes feedback and rewriting activities and is
widely known by language teachers and practitioners as an explicit teaching
method that helps learners write English independently (Butt et al., 2000; Feez
& Joyce, 1998; Halliday & Matthiessen, 2004; Mickan & Wallace, 2020).
Systematic functional linguistics (SFL) genre-based L2 writing studies, have
been used for L2 acquisition, literacy pedagogy, teaching English to speakers of
other languages, and applied linguistics (Cheng, 2008; Kuhi et al., 2020; Nagao,
2019; Phichiensathien, 2018; Yasuda, 2015). Although there have been several
studies on L2 writing using SFL and GBA as frameworks, the research
frameworks, types of data, and methods of data coding used in these studies are
varied, inconsistent, and haphazardly designed. Moreover, the most commonly
used methods to assess improvements in essays written by English language
learners, who have experienced SFL and GBA frameworks in the classroom,
have no logical basis. Therefore, this study systematically reviews 100 studies
exploring the intersection of the GBA, SFL, and writing, guided by the
following research questions: 1. What are the trends of the SFL, GBA, and/or
L2 writing in current studies in terms of research contexts (e.g., participants,
the duration of classroom interventions, data collections and data sets) and
research approaches? 2. What are the trends of the two major research
frameworks applied in the SFL, GBA, and/or L2 writing research?

1.2 Academic Writing and L2 Writing

Academic writing refers to general academic written texts that are created
using clear, concise language; are focused on answering a question; have
coherent structures with a logical order; and contain evidence to demonstrate
knowledge of the subject (University of Leeds, 2021). One purpose of academic
writing is to report on research conducted (Bailey, 2017). This type of
composition can be categorised into four main genres: persuasive (exposition-
analytical and hortatory), critical (discussion), analytical, and descriptive. An
empirical thesis comprises critical writing in the Literature Review, descriptive
writing in the Methods section, descriptive and analytical writing in the Results
section, and analytical writing in the Discussion section (University of Sydney,
2021).

These genres have specific lexicogrammatical features and text purposes
(University of Sydney, 2021). The descriptive genre aims to provide facts or
information as a summary of an article or a report of an experiment; it is
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typically used in the Methods and Results sections of a thesis, and requires re-
organisation of facts and information into categories and description of groups,
parts, types, or relationships. The persuasive genre is typically used in the
Discussion and Conclusion sections of a thesis to present the writer’s argument;
discussion genre text is usually found in the Literature Review section of a
thesis (Martin & Rose, 2008; University of Sydney, 2021).

1.3 Writing Research on L1 and L2

Research on product-centred composition of first language (L1) as English
(or in English) continued through the 1950s and 1960s. In the 1960s, English
lessons in the United States mainly focused on reading and understanding
literary texts or textbooks. Furthermore, limited writing tasks were introduced
using a variety of genres, such as description, narrative, argumentation,
comparison, and exposition (Oi, 2017). A model sentence method was used, and
the rhetorical patterns in the target genre model texts were taught. Learners
followed this method while reading texts in each genre, discussing and
analysing the content in class, and completing writing tasks for teachers to
assess (Oi, 2017). This is known as the product-based approach (Gabrielatos,
2002; Oi, 2017; Pincas, 1982; Steele, 2004). This approach has been criticised
for evaluating learners’ writing ability based only on their final products,
thereby ignoring the processes and strategies involved in writing, and also for
not being based on clear educational achievement goals or aligned with to
learning theories (O1, 2017).

Therefore, the process-based approach was introduced in the 1980s
(Casanave, 2004; Graves, 1978; Oi, 2017; Williams, 2003). This approach
emphasises learners’ writing processes rather than the final product (Graves,
1978). The focus on planning, drafting, and revising activities enables learners
to expand their writing proficiencies by establishing more effective composing
processes (Richards et al., 2000).

Emig (1971) was the first researcher to draw attention to what writers
actually do when writing and argued against focusing only on written products.
Flower and Hayes’s (1981) cognitivist model of the writing process has been
applied in a variety of research on and teaching approaches to writing since the
1980s; it explains the writing mechanism of students whose L1 is English, and
emphasises the writing process and how the writer organises thoughts into
sentences. Process-oriented writing pedagogy focuses on the cognitive
processes of learners and considers writing to be a recursive process, with
learners repeatedly experiencing each step: pre-writing, drafting, revising,
editing, and proofreading (Nishiguchi, 2019). Pre-writing is a preparatory
action before writing, in which the writer thinks about the text and essay to be
written, formulates a plan, and writes down part of it on paper. Rohman (1965)
emphasised the importance of pre-writing, claiming that it is a decisive factor
for skillful writing.
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The development of writing pedagogy for L2 learners can be divided into
three phases. The form-oriented approach, which used controlled or guided
composition instructions, was mainstream during the 1960s (Raimes, 1983). The
controlled composition of writing instruction is related to pattern repetition
exercises (Oi, 2017). In the late 1970s, the process-based writing approach
using writer-oriented pedagogy was introduced, and feedback and revision by
teachers and peers became more important (Tanaka, 2015). The content-based
approach, in which writers are expected to understand their readers and the
structure and lexicogrammatical features of a variety of genres, was introduced
in the late 1980s (Tanaka, 2015). Since the 1980s, research on L2 writing has
evolved from a focus on writing products to an interest in the writing processes
(Ferris & Hedgcock, 2013; Riazi et al., 2018).

1.4 Definitions of Genre and Genre-Based Approach

Genre is closely related to situation type and corresponds with text type
(Martin, 1992). In a model of context proposed by Gregory (1967), SFL
included field, mode, personal tenor, and an additional variable called
functional tenor. An important contribution to linguistics pedagogy is the
Sydney School GBA to language teaching, a theory of genres within the
systemic functional theory (Martin, 2009).

Academic papers and academic essays in higher education focus on
explaining events based on observations to the reader, including teachers
(Martin & Rose, 2008). This genre is clearly different from the paragraph
structure and linguistic choices of other genres, such as procedure and recount.
As such, different genres have different purposes, goals, readers, and linguistic
choices in and for the texts.

While the process approach focuses on writers’ personal cognition, the
post-process GBA, with the theoretical framework of SFL for writing, focuses
on the relationship between writers and social contexts, such as reader—writer
relationships, understanding the purpose of the text, understanding context,
discourse communities, and meaning-making (Butt et al., 2000; Halliday 1994;
Knapp & Watkins, 2005; Martin & Rose, 2008; Martin & White, 2005; Rose &
Martin, 2012; Yasuda, 2015). The GBA has been conceptualised in three distinct
frameworks: (1) English for specific purposes (ESP) introduced by Swales
(1990), (2) North American New Rhetoric studies by Miller (1984), and (3)
Australian SFL by Halliday (1978). These genre approaches have been applied
particularly to academic writing (Hyon, 1996).

Hyon (1996) described the features of ESP as follows: (1) one of the goals
is to allow learners to acquire language skills related to academic and
professional topics (features); (2) research targets of ESP are predominantly
non-native English-speaking undergraduate and graduate students; and (3)
genres are communicative events with specific academic purposes shared among
members of professional or academic communities. ESP research has focused on

76



Recent Contributions of the Genre-Based Approach to Teaching Second Language Writing Research

the detailed description of target genres, with less focus on the function of texts
and the social contexts of genres (Hyon, 1996).

Rhetoric and professional writing research have been influenced by the
American New Rhetoric framework and focus on circumstances and contexts
surrounding genres, with the main research participants being university
students and novice learners required to understand the social functions of
target genres (Hyon, 1996).

Australian SFL theory attempts to identify the relationship between
language and its function in the social environment and focuses on academic
texts used in universities and professional settings and on texts and genres used
in primary and secondary schools and non-professional settings (Hyon, 1996).
An educational aim of systemic functional grammar, SFL, and genre-based
instruction is to support learners in becoming more successful writers and
readers of academic texts (Hyon, 1996). GBA literacy education programmes
have been implemented in primary and secondary schools, ESL education for
immigrants, and vocational training programmes in Australia (Hyon, 1996). In
this study, a GBA to SFL was explored.

1.5 Systemic Functional Linguistics

People consciously and unconsciously choose words and grammatical
patterns to create diverse types of texts. In SFL, language is analysed in four
layers: context, semantics, lexico-grammar, and phonology-graphology
(Halliday, 1994). 1. Context is related to three aspects of texts: field (what is to
be talked or written about), tenor (the relationship between readers and writers,
and between speakers and listeners), and mode (the channel of communication)
(Halliday, 1994). 2. The semantics layer is grouped into three components:
ideational semantics/meanings are the propositional content; interpersonal
semantics/meanings are related to speech function, and attitude; and textual
semantics/meanings refer to how text is organised at the micro-level (Theme
and Rheme) and as a series of larger units of meaning (Halliday, 1994). 3.The
lexicogrammatical layers are as follows: features that determine the ideational
metafunctions (what is happening) and the context of culture can be found in
generalised groups, long adjectivals, nominalisations, mental verbs, and verbs
that are vocalised; the features for interpersonal metafunction can include
adverbs ending with -ly and auxiliary verbs; and the features for the textual
metafunction can be a structure of the target genre, thesis statement, topic
sentence, or theme, and rheme relations (Halliday, 1994).

1.6 Teaching and Learning Cycle (TLC)

In this SFL. GBA framework, learners come to understand the literacy of a

target genre in context and learn how to read and write in that genre through
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explicit instruction (i.e., scaffolded writing instruction)(Nagao, 2020). This
process is known as the TLC, and a curriculum typically ‘spirals’ through such a
cycle several times (Feez & Joyce, 1998). The stages of the TLC are as follows:
(1) building a context; (2) modelling and deconstructing an existing text; (3)
joint construction of a new text; (4) independent construction of a text; and (5)
linking related texts (Feez & Joyce, 1998). For example, during stage 2, gap-
filling exercises are frequently introduced for the original TLC. Other common
tasks in the original TLC include learning sequences (where learners put
sentences in order), answering teacher questions, teacher rewording, and

building sentences together.

2. Methodology

To be included in this review, a study had to meet the following inclusion
criteria: (a) it contained the following keywords: genre-based approach,
systemic functional linguistics, and/or writing; (b) it was mainly an empirical
study published in a peer-reviewed journal, edited volume, book chapter, or
doctoral thesis; (c¢) it was published in English; (d) it was published after 2000;
(e) it focused mainly on English language learners (other languages were also
included).

2.1 Coding and Analysis Procedures

Major journals on writing-related research for language learners (i.e.
TESOL Quarterly, Journal of Second Language Writing, English for Specific
Purposes, ELT Journal, Journal of English for Academic Purposes) were
checked via Google Scholar, ERIC, and Scopus to identify studies published
after 2005 and using the concepts of field, tenor, and mode, and the three
metafunctions (ideational, interpersonal, and textual). Consequently, 100 studies
that met these criteria were identified. An annotated analysis list was generated
for each source using the following categories: (a) keywords such as SFL, GBA,
and/or writing; (b) research question(s); (c) participants; (d) study design and
methodology; (e) quality of source and/or reliability of findings; (f) qualitative,
quantitative, or mixed methods; (g) target genres; (h) coding as linguistic
feature targeted; (i) teaching length and type (e.g. semester-long university
course, workshop); and (j) TLC applied or not.

3. Results
Figure 1 illustrates the search strategy flowchart for this study. Of the 100
articles identified, 86 explained the concept of SFL, 89 explained the concept of
GBA, and 58 applied or explained the concept of TLC. Overall, 23 quantitative,
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61 qualitative, and 16 mixed-method analyses were applied to SFL GBA writing
research.

Figure 1

Search strategy flow chart for this study

Phase 1. Total number of articles that were identified using the search terms and time period (initial search n
= 54,400, Total number of articles that were excluded after checking the titles and keywords: n = 2,901,
Total number that were excluded and that remained after checking abstracts keywords: n = 200

I

Phase 1. Total number of articles that were excluded after a full-text search and the total number that remain.
Concepts SFL (n = 86), GBA (n = 89), and /or TLC (n = 58) are included in the research papers (N = 100).
[
I
Qualitative research (n = 61) | I Quantitative research (n = 23) | I Mixed research (n = 16)

Phase 2: Main research approaches
Case study (n = 15), Treatment group and control groups study (n = 16), Collaboration research between
specialist of SFL researchers and teachers of English and specialist subjects {(n = 9)

T

Phase 3. Data collection

Participants (n = cases): Interventions lesson teaching Targel genres:
EFL (n = 77), ESL (n = 12), Unsure (n length Digwﬁonge'nm (n=24)
=1 :_'fow.nk::r; ”_Tll-n Description (n = 10),

G wecks (o = 1 Exposition (persuasive) (n = 9),
Primary school students (n = 2), Junior 11- 15 wecks (n = 17} Recount (n = 6),
high school students (n = 5), senior 16-20 weeks (n=7) Narrative (n = 2),
high school students (n = 6), university 21 weeks over (n = 13) Information report {n = 3),
students (n = 63), graduate school Unsure and unclear (n = 37) Pr = 1),
students (n = 7), teachers (n = 8), Others and unsure (n = 44)
uneclear { n = 9)

Phase 4. Data coding A 7
. -
Main data sets: Main analysis focus:
Pre- and post essay (tests) (o = 50), Not numerical: the essay was analysed using a rubric with ideational
Interviews (n = 38) i interp 1 and textual meaningin = 32)
Surveys (n= 19) To analysis features of Tenor, Filed, Mode (n = 27)
Classroom observation (n = 17) Swutistical Processing Score improvement {n = 12)

3.1 Analysis 1

3.1.1 Research purpose (Research Questions)

To answer the first research question: What are the trends of SFL, GBA,
and/or L2 writing, features of research contexts: participants, target genres,
classroom interventions, data sets, and data coding, were explored. Twenty-six
research articles were selected to examine the development of learners' overall
understanding of writing and to track students’ writing performance through
SFL GBA writing lessons. The research purpose of 13 articles was to rebuild the
TLC by analysing essays, while that of the other 13 articles was to identify the
focus of teachers during their teaching. Nine articles aimed to identify learners’
genre awareness. Other research purposes were to develop or rebuild courses
and curricula for writing lessons, identify learners’ awareness of the quality of
SFL GBA teaching, and evaluate the effectiveness of explicit and implicit
teaching methods for writing.
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3.1.2 Participants

First, the number of participants and their demographics (i.e., EFL and
ESL) were analysed. The minimum and maximum number of participants were 1
and 723, respectively, and the sample size ranged from 1 to 20 in many studies
(see Figure 1). The high rate of participation is possibly related to the fact that
many of these studies were conducted as classroom-based research. In addition,
77 research articles on SFL, GBA, and/or writing focused on EFL learners,
while 12 of these studies targeted ESL learners. A variety of nationalities, such
as Chinese, Indonesian, and Thai people, participated in these studies. Moreover,
63 studies targeted university students.

3.1.3 Target genres

The most common target was the discussion genre, followed by the
description and exposition genres among SFL, GBA, and/or writing studies
(Table 1). For ‘Other’, the following different text types were analysed:
introductions in theses, abstracts in research journal papers, and personal letters
(e.g. condolences and non-academic genres, such as wedding announcements).
Table 1 explains the relationships between genre differences. Furthermore,
while the discussion genre was the primary focus, the description and recount
genres were also explored in studies focusing on university students. Studies of
postgraduate students revealed that the description genre was the main analysis
target. In studies of high school students, the exposition persuasive essays and
information report genres were primarily analysed. Moreover, in studies of
junior high school students, recount and discussion (argumentative) genre texts
were predominantly investigated, whereas the narrative genre was the main
target genre in case of primary school students (see Table 2). Thus, Table 1
shows that, for university students, a limited number of academic genre texts
have been explored in studies related to SFL, GBA, and writing. In other words,
elemental genres (Feez, 2002), or cognitive genres (Bruce, 2011)(e.g. reports,
explanations, and arguments) should have been explored in higher education

learning communities.
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Table 1

Target Genres and Target Schools

Genres n (%) University  Graduate High Junior Primary
students school school high school
students students school students
students
Discussion 24 (41) 20 0 0 1 0
Description 10 (17) 7 1 0 0 0
Exposition 9 (16) 3 0 1 1 0
Recount 6 (10) 4 0 0 2 0
Information 3(5) 1 0 1 0 0
Report
Narrative 2(4) 1 0 0 0 1
Explanation 2 (3) 1 0 0 0 0
Procedure 1(2) 1 0 0 0 0
Process 1(2) 1 0 0 0 0
Others and - 24 6 5 1 1
No Date

3.1.4 Classroom intervention and teaching periods

With respect to the length of the classroom intervention, 25 identified
studies had GBA lesson interventions that lasted one semester; the second-
longest duration for GBA teaching interventions was half a semester (e.g., 7 or
8 weeks). The shortest GBA teaching period was one week. However, 37 studies
did not mention the teaching intervention duration explicitly.

3.1.5 Varieties of data

In the research papers related to SFL GBA writing, specific data were
collected for analysis (see Table 2). For example, pre- and post-essays (n = 60)
were the most common types of data in papers on SFL GBA writing. Interview
data as supplementary data (n = 24) and questionnaire data (n = 19) were also
frequently applied in the SFL GBA writing research. Twenty-six studies
analysed only one type of data (i.e., essay data written by language learners).
There were 38 studies that analysed more than one dataset, such as pre- and
post-essays, surveys, and classroom observations. Of these, the following two
combinations of data were frequently incorporated: pre- and post-essays and
interview data (n = 11), and pre- and post-essays, classroom observations, and

interviews (n = 7).
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Table 2

Collected Data

Data n
Pre- and post-essays 60
Interview data as supplement 24
Surveys (included pre-, mid-, post-) 19
Classroom observation (included recording and field notes) 17
Coding interview data 14
Coding of learners' self-reflection on their learning/learning 9
portfolios

Learners’ diaries

Teachers’ verbal and written feedback on students’ essays from
Teachers’ diaries

Blog data

Others* -

NN L

Note. Others* = Online discussion, peer feedback, TOEFL writing tests.

3.1.6 Frequently analysed data sets and data coding

This section explores the results of the data coding section of the SFL
GBA writing research, the types of data analysed and coded, and how these data
sets were analysed (see Table 3). Thirty-two studies applied the following
coding method, the rubric to analyse and evaluate essays and the three
metacognitive dimensions of SFL: ideational meaning, interpersonal meaning,
and textual meaning. This assessment method is not a score-based evaluation.
Twenty-seven studies used data coding to analyse lexicogrammatical resources
at the word, sentence, and the whole text levels of tenor, field, and mode of the
SFL theory within the students’ essays. Analysing the statistical change in
students’ overall essay scores was also abundantly applied in the SFL GBA
writing research (n = 13). Thirteen other studies focused on learners’ writing
improvement in terms of their understanding of theme and rheme and theme
development, which was related to coherence and cohesion of the whole text.
Twelve studies specifically identified vocabularies in learners’ essays, which
were related to SFL’s three metafunctions and scored these lexicogrammatical
resources statistically. The other focused analysis included counting and/or
highlighting the number of lexicogrammatical features and resources, such as
auxiliary verbs and noun phrases in learners’ essays (n = 12).
In summary, SFL rubrics, some of the criterion related to the SFL framework,
and scored and unscored data, were acceptable methods used by the researchers
to analyse SFL’s three metacognitive features (ideational, interpersonal, and
textual meaning) in students’ essays, to identify theme development and
highlight SFL lexicogrammatical features. However, assessing students’
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compositions using non-SFL criteria was also highly accepted.

Table 3

Results of Frequently Collected Data Sets and How These Data Sets Were

Analysed
Data coding n
1 Evaluation of the three metacognitive features (not score-based 32
evaluation)
2 Analysis of Tenor, Field, and Mode 27
3 Analysis of changes in overall essay scores (statistics) 13
4 Identification of different theme patterns and theme development 13
5 Assessment of students’ understanding of vocabularies, which 12
are related to SFL’s three metafunctions (scored/statistics)
6 Counting/highlighting the number of lexicogrammatical features 12

and resources, such as auxiliary verbs and noun phrases in
learners’ essays

7 Statistical analysis of length, lexical richness, syntactic 12
complexity, and discourse structures in learners’ essays

8 SFL Multi-layered Appraisal analysis applied for the essay 11

analysis

9 Comparison of the frequency of occurrence of each rhetorical 5
effect cluster (cluster analysis) in essays

10 Identification of grammatical errors in lexicogrammatical 4
features such as verb form, sentence fragment in essays

11 Others *

Note. Others * = to analyse processes (SFL)/verbs

3.1.7 Assessment and data coding for pre-post essays

The results in Table 4 explain that pre- and post-essays were the most
frequently used data (n = 60). I examined how researchers assessed and
evaluated their writing data. Many authors used the SFL criteria rubric(s) for
data coding (n = 15). Moreover, after they assessed students’ essays using the
particular SFL rubric, feedback and comments were provided to learners (n =
11). Some researchers used software to assess students’ essays.

Even though 26 studies used the SFL criteria rubric to assess essays, this
number is still limited. Although the SFL GBA framework for classroom writing
interventions has been incorporated, some studies used a different type of
assessment code to grade the data. Additionally, some research papers did not
clearly state which criteria were used for the assessments; hence, the replication

of the study could not be ensured.
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Table 4

Assessment and Data Coding Methods for Essays

Methods of accessing students’ essays n
SFL criteria rubric(s) (including 3 x 3, 4 x 4 literacy toolkit) 15
SFL criteria rubric(s) and sharing feedback with students; 11

students wrote/revised their essays based on the feedback
TOEFL rubric criteria

CLAN (Computerized Language Analysis)

Using DocuScope as the criteria for essays

CHAT (Codes for the Human Analysis of Transcripts)
Qualitative coding software

The assessment criteria by Hyland (2003)

e N

3.2 Analysis 2

This study examines the current trends and complexities in the GBA with
an SFL framework for writing research published from 2005 to 2020. One
hundred research articles were closely examined and further analysed according
to the following dimensions: approaches and data sets. The findings showed that
comparing intervention and comparison groups’ pre- and post-essay data and
case study were the most frequently employed approaches. Other frequently
applied approaches were: design-based research-acollaborative research
between SFL specialists and teachers who taught languages and subjects (n =
11), descriptive corpus research, grounded theory approach. Furthermore, this
study identified that pre- and post-essay scoring and non-scored methods,
interviews, observations, surveys, and learning reflection analysis were
frequently used. Students’ pre- and post-essays were analysed to evaluate the
three metacognitive features (not score-based evaluation)—Field, Tenor, and
Mode—and to follow the changes in overall scores (statistics) for essays.
Overall, the results of the study indicate a tendency to use certain approaches
and methods in the GBA of writing research more than others. Some research
has focused on intervention and comparison group analysis of pre- and post-
essays and case studies to understand the depth of the GBA in writing.

3.2.1 Scoring and statistics

Research articles on SFLL. GBA writing can be categorised into specific
approaches, research frameworks, and research purposes (see Figure 2). In 15
studies, the sample was divided into intervention and comparison groups to
explore students’ improvement in writing proficiency. The case study approach
was used in 15 other research articles. Collaboration between specialists of SFL

researchers and language teachers was used in 11 research articles. The
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grounded theory approach was applied in two research articles.

The most common data for the research framework ‘the intervention group
and comparison group’ were pre- and post-essays. Thereafter, the relationship
between studies using only pre- and post-essay data and analysis purposes was
explored; the pre- and post-essay data were used for three major reasons: (1) to
measure numeric metacognitive development, (2) to generate statistical data,

and (3) to measure overall essay score improvement.

Figure 2

Results of approach and research framework 1

Measure the improvement of metacognition
in the cssay (statistics) (n = 2)

Statistics on Length Lexical richness Syntactic
complexily Discourse Siructure {n = 2)

To monitor overall score improvement l

(n=2)
Pre- and post essay (n = 8)
Count on key words + to monitor overall
Pre- and post essay + Supplemental data scorc improvement (n = 1)

of Interview data + Surveys (n=2)

Tenor, Ficld, Mode and three metafucntions
(non-scored)
+ to monitor overall score improvement

(n=1)

Pre- and post essay + Coding
Interview data + Surveys {n=2)

Intervention group and
comparison group (n =15) Supplemental data of Interview data
+ classroom observations (n = 1)

e (e,
—

Case study (n=13) Supplemental data of Interview data

=1

Collaboration (n= 11}
Pre- and post cssay + Surveys (n=1)

Corpus (n=4)

GTA(n=2)

ESPGA (n=2)

Approaches and research Why did researchers analyse pre- and post
frameworks. essay?

3.2.2 Summary of relevant previous research articles for Figure 1 (Scored)

The studies included in the review mainly included SFL and GBA lesson
interventions, intervention and comparison groups, and pre- and post-essays that
were scored and statistically processed. According to Ellis and Shintani (2014),
the following six criteria are needed in a research framework to measure the
writing proficiency of English language learners in terms of L2 acquisition.
These include: (1) pre- and post-tests, (2) a control group, (3) observation of
process features, (4) the same teacher, (5) balanced tests, and (6) individual
differences.

The following studies are summarised as they cover many of the
requirements mentioned above; for instance, use of both pre- and post-tests, and
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a control and experimental group. Many studies related to L2 writing based on
the SFL and GBA research did not include a control group; however, the studies
included below did. First, a 16-week course of the SFL GBA to L2 writing
lessons was introduced to university students in China (n = 64) (Wang, 2013), to
examine whether 16 weeks of these lessons improved Chinese EFL writers’
genre awareness and writing skills. EFL learners in Class 1 (the control group)
learned how to write essays using a traditional approach, while EFL learners in
Class 2 (the experimental group) learned with SFL GBA writing (Wang, 2013).
Pre-and post-essays (genre texts of apology letters), questionnaires, and
interviews were analysed as scores. (Wang, 2013). The SFL GBA of L2 writing
was effective in improving the overall writing quality (Wang, 2013).

Second, GBA L2 writing sessions were conducted over a period of eight
days for 79 second-year university students at Payame-Noor University in Iran
(Khodabandeh, 2014). The experimental group received an explicit approach
based on genre, the control group was implicitly supervised, and the self-study
group received no supervision (khodabandeh, 2014). This study included Ellis
and Shintani’s (2014) criterion regarding SLA writing research, namely pre- and
post-tests, and a control group. However, a limitation of this study was that the
duration of the classroom intervention was insufficient.

In Assadi (2018), 60 Iranian EFL learners were randomly divided into an
experimental and a control group. The experimental group received genre-based
writing instruction; the SFL GBA L2 writing with the TLC class consisted of 16
consecutive sessions (Assadi, 2018). A comparison of the pre- and post-test
scores revealed that the learners in the experimental group performed better
than those in the control group (Assadi, 2018). From this, it was concluded that
the GBA instruction worked well (Assadi, 2018). In this study, experimental and
control groups, as well as pre- and post-test and essay data were included;
however, the study did not provide a detailed explanation of the SFL GBA

intervention’s lesson content and tasks.

3.2.3 Case studies

The case study approach was identified in 13 research articles and the most
common data for the case study were pre- and post-essays (n = 8; Figure 2).
Interview data as supplemental data (n = 6), classroom observation (n = 6), and
learners’ learning reflection data (n = 4) were also introduced in their research.
Additionally, the pre- and post-essay data were used for three major reasons: (1) to
identify the improvement or learners’ understanding of field, tenor, mode, and the
three metafunctions of SFL with non-scored methods; (2) to identify the
improvement and understanding of the three metafunctions and theme development
with non-scored methods; and (3) to measure essay score improvement (Figure 3).
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Figure 3

Results of approach and research framework 2

and Mode non-scored + Three metafunctions
improvement non-scored (n = 4}

To identify the improvemnt of Field. Tenor,
Pre- and post-essay (n = 8)

Supplemental data of interview data ]

26 Three metafucntions norscored + Theme
(n = development (n =2)
Int G 4 Classroom observation {n = &) ]
ntervention group an . ) _
comparison group (n =15) ] Score improvement (n=1) ]

Learners' reflections (n = 4)

Casc study (n = 13)

Coding interview data (n=2)

Collaboration (n=11)

Feedback from teachers (n=1) ]

Corpus (n=4) Surveys (n=1)

GTA (n=2)

ESPGA(n=2)

Approaches and research Data. Why did researchers analyse pre- and post-
framcworks cssays?

3.2.4 Summary of relevant previous research articles for Figure 2 (Case
studies)

Studies were specifically selected based on the following criteria: SFL
GBA writing studies, case studies, and both pre- and post-essays were included
in the analysed data. The common denominator of these research approaches is
that, unlike in Figure 1, no statistical treatment was used.

Seven university students studying Spanish took the SFL GBA with the
TLC framework Spanish writing and reading classes for a certain period
(Achugar & Tardio, 2020). The target genre for these students was a film review
in Spanish, and these students wrote two essays in the same genre in the middle
and at the end of the semester. Achugar and Tardio (2020) analysed the texts’
lexical density and language complexity, and identified the lexicogrammatical
features of SFL, such as social actors, processes, and circumstances. Achugar
and Tardio(2020) explored the lexical choices and semantics of the text.
Achugar and Tardio(2020) concluded that owing to the integration of essay
content and language in the curriculum, language learners had a better
understanding of both the content of the essays and the language resources used
in the essays and text structures. This SFL GBA and TLC framework in writing
curriculum design enables teachers to use linguistic evidence to explain
student’s learning outcomes (Achugar & Tardio, 2020).
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In Almacioglu and Okan (2018), a GBA with the TLC framework of L2
writing class was conducted with first-year undergraduates (n = 110) in the
Department of English Language and Literature at a national university in
Turkey for a total of three hours per week over 28 weeks (Almacioglu & Okan,
2018). These students experienced reading-based writing and concentrated on
analysing literary texts (Almacioglu & Okan, 2018). In the second semester,
students studied sample texts in different genres, focused on analysing different
literary works, and wrote student essays (Almacioglu & Okan, 2018). The
following data were analysed: (1) classroom observations and teachers’ diaries,
(2) students’ written work (portfolios; essays), (3) students’ diaries, and (4)
interviews (Almacioglu & Okan, 2018). At the end of the second semester, the
first and last essays in 14 students’ portfolios were analysed to understand the
impact of metacognitive genre awareness on students’ textual analysis and
writing performance (Almacioglu & Okan, 2018). An ESL composition profile
was added to the assessment criteria for the portfolio essays (Almacioglu &
Okan, 2018). The analysis results indicated that at the beginning of the study,
students had limited understanding of the target genre; however, their
understanding of how the texts were formed and structured had improved
(Almacioglu & Okan, 2018). However, students’ lack of knowledge about text
types, such as linguistic and textual features, meant that they did not know how
to put their ideas into clear texts (Almacioglu & Okan, 2018). Almacioglu and
Okan (2018) concluded that introducing a number of well-written sample
reading texts into a classroom, that contain features of particular text types, is
important.

4. Conclusion

This study indicated that the number of GBA research articles on writing
has increased in the last two decades. Although categorising and clarifying the
types of approaches and methods is not simple, the findings demonstrated
general trends in recent GBA, namely SFL and the complex nature of writing
research. According to the findings, most previous writing studies using SFL
GBA as a framework incorporated pre- and post-tests in their studies. The
limitation of this research was that it only examined SFL-based GBA writing
research. Analysing a wider range of frameworks, including Swale’s GBA, and
involving a comparison of Swale’s GBA to the SFL framework of GBA, may
provide a clearer picture of L2 writing research in language teaching and
learning.

In future studies, it will be necessary to examine the contexts of classroom
teaching interventions in studies of writing using the SFL GBA framework. To
assess whether SFL GBA-framed writing instruction increases English learners’

88



Recent Contributions of the Genre-Based Approach to Teaching Second Language Writing Research

writing proficiency, improvements in lesson design and research frameworks are
needed. Furthermore, to assess the improvement of English learners’ writing
proficiency, it is necessary to include the following features: pre- and post-tests,
observation of the process features, teaching by the same teachers, balanced
tests, and controlling for differences among individual learners (Ellis &
Shintani, 2014).
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Abstract

This research investigated whether multiword expressions (MWEs) are
acquired in implicit knowledge when learned deliberately in paired-association
flashcard learning. In SLA research, it is widely believed that there is little
crossover from such deliberate learning to implicit knowledge, but the current
study investigated whether this holds for MWE acquisition. A self-paced reading
task measured both formulaic sequencing and semantic association gains. In self-
paced reading, when an MWE has formulaic sequencing gains, its constituent
words are read faster than when they are met as individual words. Semantic
association gains were measured in an innovative priming paradigm, attempting
to show that the meanings of the MWEs facilitated the processing of related words
that followed within the same sentence. Results were analyzed in a repeated
measures linear mixed-effects model with participants and items as crossed
random effects. The primary independent variable was learning condition:
participants studied half of the critical MWEs but did not see the other half until
the testing phase. The secondary independent variable was MWE composition
(either literal or figurative according to their transparency). Results of the
experiment confirmed difficulties that learners have acquiring figurative

expressions.

Keywords: deliberate learning, multiword expressions, implicit knowledge,
self-paced reading

1. Introduction

Multiword expressions (MWESs) is a term used to broadly cover what SLA
researchers refer to as collocations, conventional expressions, chunks, idioms,
formulaic sequences, or other such terms. Many researchers have explored how
MWEs are acquired and processed. A particular concern has been whether they
are retrieved from memory as whole singular units like individual words are
because this would mean they are not analyzed grammatically (e.g., Schmitt,
2004; Wray, 2002). In a recent review, Siyanova-Chanturia and Martinez (2015)
argued that although MWEs are processed faster than novel language and seem to
be represented in the mental lexicon, it cannot be assumed that MWEs are
retrieved as wholes. They referred to real-time language processing investigations
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using methodologies such as eye-tracking, rejecting the notion of holistic
processing and explaining that the formulaicity of MWEs is driven by complex
factors such as frequency and compositionality. The experiment reported in this
current article focused on this issue of compositionality, or the degree to which
the meaning of each word that comprises an MWE is related to its whole meaning.
A large portion of English MWEs are figurative, so the meanings of the individual
words differ from the meanings of expressions as wholes. Compositionality is a
crucial issue for second language learners because even when learners know the
meaning of a figurative expression, they strongly favor processing the individual
words literally (Cie$licka, 2012). The experiment this article explains compares
the effects of learning figurative expressions with literal expressions, which have
transparent meanings. In a self-paced reading task, the investigation focused on
implicit knowledge development, which was operationalized by analyzing reading

times on critical words.

1.1 Multiword Expressions and Compositionality

Nattinger and DeCarrico (1992) were the first to show that MWEs are
ubiquitous in language use, and subsequent research has confirmed this. Erman
and Warren (2000) calculated that MWEs of various types made up 58.6% of the
spoken English discourse they analyzed and 52.3% of the written texts. Foster
(2001) found that MWEs comprised 32.3% of the unplanned native speech she
analyzed. Biber, Conrad, and Cortes (2004) found that around 30% of the words
in their spoken corpus consisted of collocations and about 21% of their written
academic corpus. Howarth (1998) looked at frequent verbs in an academic corpus
and found that they occurred in collocations over 30% of the time. These studies
clarify that MWEs are an integral part of language use that L2 learners should
learn.

Collocation dictionaries (e.g., Kjellmer, 1994; Sinclair, 1995) contain
thousands of entries and serve as valuable references for looking them up and
seeing examples of their use. However, these guides lack crucial information for
second language learners regarding MWE frequency and transparency. To address
this gap, vocabulary acquisition researchers have compiled lists concerned with
L2 learners' needs. Corpus analyses aimed at making useful lists for learners
require careful hands-on attention, human inspection, and strict criteria that
define the purpose of including each entry. Two notable lists designed to help
learners get a grasp on MWEs are a list for elementary learners by Shin and Nation
(2008) and a list for advanced learners that encompasses more academic phrases
and those used in written text by Martinez and Schmitt (2012).

Shin and Nation (2008) investigated the British National Corpus (BNC)
Spoken Section using the 1,000 most frequent spoken word types as pivot words.
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They applied six criteria to arrive at a list of the most useful spoken MWEs for
elementary learners of English. Their criteria reflect the focus on beginning
learners of English. For example, each pivot word was a word type. That is, the
different word forms, book and books were treated as different pivot words and
investigated separately rather than treating book and books as one word family.
They justified focusing on word types rather than lemmas or word families
because learners should use high-frequency collocations both productively and
receptively. Different types of the same word family often have different
collocates. Shin and Nation (2008) found 308 collocations that occurred more
than 320 times in the 10 million word BNC, the same frequency at which the
lowest frequency of the most frequent 2000 words of English occur. They stressed
that these frequent MWEs, such as you know, I think, thank you, and in fact,
deserve high priority in teaching and learning because of their usefulness.

Similarly, Martinez and Schmitt (2012) made the PHRASE List for upper-
level learners. They focused their analysis on the crucial issue of learnability, and
their central criterion was compositionality. If a phrase is compositional, learners
can decode it with literal reading and less difficulty. On the other hand, if an
expression is not compositional, individual words do not match the MWE's
meaning, leaving learners perplexed. They exemplify this by showing how the
different phrases at all times, at all costs, and at all vary widely in their
compositionality. The least compositional expression, at all (as in, Did you study
at all?) is the most difficult of the three for learners to interpret correctly.
However, its constituent words, at and a/l, are among the most accessible and
most frequent words in the English language.

In other research categorizing MWEs by their compositionality, Grant and
Bauer (2004) considered how the individual constituent words related to the
meaning of each whole MWE. Their two primary compositional categories were
literal expressions and figurative expressions, which differ greatly in the ways
they generate meaning. While the meanings of literal expressions are derived
directly from the words they comprise, the meanings of figurative expressions
come from a metaphor or image created by the phrase as a whole. For example,
the words know and better are closely connected to the overall meaning of the
MWE know better. Thus, it is classified as a literal expression because the
meanings of the constituent words make up the whole. When a person says
somebody should know better, it means their knowledge of proper behavior should
be better than some action in question.

For figurative expressions, the constituent words combine to make a new
symbolic meaning. For example, the meaning of the phrase can of worms has no
direct connection with can or worms. When someone says they have opened up a

can of worms, it means they have created a tangled, messy, and complicated
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situation, not that they have opened up an actual can with worms in it. In this way,
meaning is generated differently for figurative MWEs than for literal MWEs.

This current research focused on investigating differences in the acquisition
of literal and figurative MWEs. While understanding literal MWEs involves
thinking logically about the words themselves, the meaning must be derived from
the metaphors of figurative MWEs. Deriving metaphorical meanings is
problematic for L2 learners (Boers et al., 2006; 2007). As their meanings are
derived so differently, their acquisition and retrieval are likely to involve
different processes. The experiment explained below clarified how these two
MWE types are learned and processed in reading.

1.2 Deliberate Learning with Multiword Expression Flashcards

Deliberate paired-associate vocabulary learning involving the repeated
retrieval of words and their meanings using single-word flashcards is a well-
established type of explicit learning. Such paired-associate learning has long been
a favorite method for language learners to connect L1 meanings with new L2
vocabulary. Learners can remember vast numbers of paired associates in a short
amount of time. Early educational psychology research on flashcard learning was
conducted in an ambitious experiment by Thorndike (1908), in which 22 adult
participants learned the English meanings of 1,200 words in 30 hours of study
plus 8 hours of testing. Participants retained 1,030 pairs for three days and 620
pairs for 42 days. Considering how quickly the connections were formed, he
concluded that their persistence in memory was remarkable. From two to five
repetitions of study of the 1,200 words, 20 of the 22 participants learned 90% or
more of the entire set.

Learning from single-word flashcards is a valuable and efficient process for
deliberately focusing on target words and then committing them to memory
through systematically repeated retrieval (Nation, 2001, pp. 296-316). Deliberate
vocabulary learning is beneficial both at the initial stages of word learning and
for consolidating previously met vocabulary (Hunt & Beglar, 2005). Learners put
the L2 target word form on one side of the card and the L1 meaning on the other.
When practicing, they look at the L1 meanings and retrieve the L2 target. Unlike
simple repetition or recognition, as is done with word lists, retrieval makes word
card learning a more efficient and focused way to practice. Retrieval supports the
development of more robust and durable associations. Another reason single-word
flashcards are more efficient than lists is that learners do not need to waste their
time practicing paired associates that they know; they can remove the cards they
know and focus on the ones that need practice. Table 1 shows the aspects of word
knowledge benefitted by practicing with single-word flashcards and compares
them with the kind of learning this study investigates, MWE flashcard learning.
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Table 1

Comparison of Aspects of Word Knowledge Dealt with by Learning with
Single-word Flashcards Versus Learning with Multiword Expression
Cards

Single-word MWE
R
Spoken P
Form Written R o0 o0
P 00 feXe)
R
Word parts
P
. R 00 fe¥e)
Form and meaning
P feXe) feXe)
. R feXe)
Meaning Concept and referents
P o) feXe)
Associations R ©
P o
Grammatical functions R © ©
P o o
Use Collocations R o0
P feXe)
. R o
Constraints on use
P o

Note. Adapted from Learning Vocabulary in Another Language, by P. Nation,
2001, p. 300. Copyright 2001 by Cambridge University Press. “In column 3, R =
receptive knowledge; P = productive knowledge. PIn column 4, oo = dealt with;

o = partially dealt with.

Single-word flashcard learning helps with three of Nation's nine aspects involved
in knowing a word: learning the written form of the word, learning the concept of the
word, and making the connection between form and meaning (Nation, 2001, p. 301). A
learner can also derive its part of speech from the first language translation, so Table 1
indicates that this knowledge is partially dealt with when practicing with single-word
flashcards. The evidence mentioned earlier that MWEs are represented in the mental
lexicon and are processed formulaically leads to the conclusion that deliberately
learning phrases and sentences is likely helpful. Whereas memorizing word-to-meaning
pairs connects the target word to its meaning, MWE-to-meaning pairs enhance the
exercise by dealing with other aspects such as subtleties of word meanings, examples
of use, clarification of concept and referents, and collocations. Applying this learning
strategy to MWESs is a promising way to promote L2 acquisition further.

As stated above, flashcard learning is highly effective. However, one major
criticism in SLA research is that this type of learning is decontextualized,

deliberate, and does not develop implicit knowledge or communicative language
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ability. This assertion is related to the non-interface hypothesis made most
famously by Krashen (1985), asserting that explicit learning develops explicit
knowledge only and does not interface with implicit knowledge development.
However, in a breakthrough experiment, Elgort (2011) showed that for deliberate
decontextualized learning of individual words, features of the knowledge
developed could be characterized as implicit. In her experiments, implicit word
knowledge was immediately developed through deliberate, repeated retrieval
practice using flashcards. Her experiment involved learning pseudowords, which
robustly primed formal and semantic associations. This priming was evidence of
the acquisition of implicit knowledge. That is, the pseudowords her participants
learned became subconsciously, automatically, and fluently accessible.

Priming experiments such as the ones used in Elgort (2011) demonstrate the
existence of a relevant set of neural processing subsystems and distinguish their
functions in language knowledge and acquisition. Priming is relevant to second
language learning because subconscious processes support all kinds of natural
use, such as form processing, grammatical sequencing, meaning interpretation,
and lexical associations. When a word, MWE, or construction is learned so well
that it primes, this means that the language learner has strong, well-integrated
knowledge that can be accessed automatically. This automaticity signifies the
quality of the knowledge, and the priming shows the development of connections
to implicit knowledge needed in subsequent processing.

The basis of this current study is the hypothesis that deliberately learning
MWEs can contribute to implicit knowledge development similar to the way
individual word learning does. In the experiment explained below, the processing
of MWEs learned using flashcards is compared with that of control MWEs that
were not studied. Learning with flashcards was selected as the experimental
treatment for this research because it is a beneficial learning strategy for L2
learners and teachers. They can systematically organize their studies and move
toward lexical learning goals. Furthermore, the extensive repetition and retrieval
that it affords learners were hypothesized to enhance implicit knowledge
development.

The dichotomy between explicit learning and implicit knowledge
development has been investigated extensively concerning grammar acquisition,
but aside from Elgort (2011), investigations of implicit lexical acquisition are
rare. Sonbul and Schmitt (2013) aimed to address this gap by investigating the
implicit knowledge development of MWEs. They conducted a priming experiment
in which they set the first words of MWEs as primes and the final words as targets.
Their lexical decision experiment did not reveal significant implicit knowledge
gains, despite evidence of explicit knowledge gains that their other measures
showed. In the current research, a self-paced reading task was chosen instead of
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a lexical decision task format because self-paced reading is more similar to
natural language use. The investigation explained below regarding formulaic
sequence gains echoed Sonbul and Shmitt's (2013) experiment because faster
reading times for final MWE words would show that they were primed by the
constituent words that preceded them, demonstrating this implicit formulaicity.
The experiment is explained in greater detail in the following sections. Regarding
the investigation of the semantic association gains, this paradigm was first
validated by Obermeier and Elgort (2021) and is explained in detail below.

2. Methodology

The experiment was designed to investigate two research questions to
understand whether deliberate flashcard learning affects the implicit knowledge
development of MWEs. Two aspects of implicit MWE knowledge were
operationalized in the self-paced reading task: formulaic sequencing and semantic
processing. Although lexical decision tasks are the most common priming
experiments, they are very decontextualized. Therefore, performing another
decontextualized task at the testing phase seemed inappropriate because the
experimental treatment, flashcard learning, was also decontextualized. That is,
self-paced reading was deemed the best way to investigate implicit processing
during actual language use. If MWEs are processed formulaically, constituent
words are recognized and read faster than if read word by word. Research
Question 1 addressed this issue: When MWEs are learned with flashcards and
then read in a self-paced reading task, do compositionality or learning conditions
affect the reading times on their final words? If flashcard learning facilitates
formulaic sequencing, then reading the first words of a learned MWE would result
in faster reading times for their final words. These faster reading times of the
final words would serve as evidence that implicit knowledge of the MWEs has
developed because it would mean that the beginning words of the MWEs primed
their final words.

The second research question focused on semantic processing. If flashcard
learning resulted in the acquisition of semantic representations, then the learned
MWEs would prime semantic associates that appeared later in sentences. This
innovative methodology was recently validated in a similar self-paced reading
experiment with 60 native speakers by Obermeier and Elgort (2021), in which the
semantic associates of figurative MWEs resulted in robust semantic priming and
a small but reliable effect (r = 3.55, p < .001, d = .086). Specifically, Research
Question 2 was stated as follows: When MWEs are learned with flashcards and
then read in a self-paced reading task, do their compositionality or learning
conditions affect reading times on semantic associate words read later in
sentences?
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To address these two questions, participants learned MWEs deliberately
using flashcards, and their reading times (RTs) for the above critical words were
compared with MWEs that were not learned. Furthermore, the effects of learning

on literal and figurative expressions were also compared.

2.1 Participants and Materials

The participants (N = 43) were 21 male and 22 female students at a small national
teacher training university in Japan. Their ages ranged from 19 to 22. They were
enrolled in either their first or second year of studies in the English Education
Department, training to become elementary, junior high, or high school English teachers.
Participants were in two intact classes, 26 in one class, 28 in the other (a convenience
sample of 54). Being a teacher training university, students often needed to be absent
from class for practicum training in a public school. For this reason, 11 students had to
miss one or more classes during the experiment and were excluded from the data
analysis. Their average total score on the Global Test of English Communication
(GTEC) was 623 (SD = 71.89), which, according to the GTEC instructional materials,
classified them as Advanced Learners, the second-highest category of the test. Mean
reading scores were 241 (SD = 29.32), earning them a level of assessment at which
"reading a newspaper article with the occasional support of a dictionary is possible."
The GTEC's accompanying materials also state that the approximate TOEIC equivalent
is 600, the approximate paper-based TOEFL equivalent is 480, and the approximate iBT
is 60. Thirteen of the participants had studied English abroad for four weeks or more.
In general, the participants' motivation to learn English was high because most will use
English in their careers as teachers.

Before the experiment, the researcher explained the following three points
verbally in English, and then in writing in Japanese: (a) their participation in the study
was optional; (b) their participation or lack of participation would have no effect on
their grade; (¢) no personal information will ever be shared. They participated willingly
in all of the experimental tasks. After they finished the experiment, they were debriefed
on the purposes of the investigation and preliminary findings. Participants were also

given a small gift as a token of appreciation and acknowledgment of their efforts.

2.2 Procedures

The experiment was conducted once weekly over six sessions. The primary
experimental condition, deliberate learning, was counterbalanced across the two groups
of participants. All experimental contrasts were made on the items within participants.
For the primary experimental condition, deliberate learning, if participants in one group
learned an MWE, the other group did not. In this way, participants were tested on
identical items under reversed learning conditions. The two levels of MWE composition

(figurative or literal) were counterbalanced within the learned or not-learned conditions
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in the self-paced reading task. Weeks 1 and 2 were preparatory, introducing the
experiment and three association strengthening exercises. The experiment began in
Week 3 with the pretest. The deliberate learning treatment followed in Week 4, and the
posttest was administered in Week 5. After the experiment was finished, participants
were debriefed and thanked in Week 6. The overall schedule of the experiment is
outlined in Table 2.

Table 2
Overall Schedule of the Experiment
Duration
Session (minutes) Activity
Week 1 20 Semantic Association Strengthening Exercise 1 (Productive)
Semantic Association Strengthening Exercise 2 (Receptive)
Week 2 10 Semantic Association Strengthening Exercise 3 (Recognition)
Introduction to the experiment
Verbal request for consent
Week 3 30 Self-paced Reading Pretest
Week 4 40 Experimental Treatment: English MWE/Japanese Flashcards
Assigned Individual Word Card Practice
Week 5 30 Self-paced Reading Posttest
Week 6 15 Debriefing

2.2.1 Learning Materials

All experimental materials and instruments were derived from a list of 48
MWEs, 24 figurative and 24 literal (please see the Appendix). The MWEs were
selected by validating the literal/figurative construct with native speakers and
revising the list used in the pilot studies. Next, the MWEs were matched with the
Japanese word participants most frequently associated them to. After that, each
Japanese meaning was piloted with English learners of a similar level but not
participants in the experiment to find another English word they most commonly
associated with it. In this way, English target words were selected and are referred
to in this paper as semantic associates. Each MWE was grouped with a Japanese

meaning and a semantic associate to form a three-part set, for example:

next door [74) neighbor
(MWE) (semantic associate)

Participants learned the MWE/Japanese paired-associates in the

experimental treatment (i.e., next door «— [#®). The semantic associates were

never explicitly taught but were processed three times in the weeks before the
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experiment in the semantic association strengthening exercises mentioned in
Table 2. In these exercises, productive association involved seeing the Japanese
translation and producing the semantic associate (the first letter was given as a
hint to urge them to produce the target word); receptive association involved
seeing the English semantic associate and writing the Japanese translation;
recognition involved seeing the Japanese and selecting the semantic associate
from a list. In this way, the semantic associates were processed three times, three
weeks before the experimental posttest. They were never actually taught, but the
aim was for participants to process them before the experiment began. They were
then placed as targets within the sentences of the self-paced reading task. A partial
list of MWEs, Japanese meanings, and semantic associates is shown in the
Appendix.

2.2.2 Testing Instrumentation

The experiment was conducted in a computer lab containing 48 Hewlett
Packard Compaq® dc7700 desktop computers, with 2.13 GHz Intel Core Duo®
processors, displayed on 21.5-inch Iodata® liquid crystal display monitors. On
the self-paced reading task, RTs were measured on two key target words to
investigate (1) formulaic sequencing effects; and (2) semantic association
priming effects. Counterbalanced experimental conditions on items were
compared. The SPR was created using E-prime®, software for developing
psychological experiments (Schneider, Eschman, & Zuccolotto, 2002).

Figure 1 shows the format of the self-paced reading task. First, participants
saw a completely blank screen, except for small underlines to represent the
letters of each word in the sentences. The blank underlines provided a focal point
for participants who otherwise would have had a completely blank screen. In
this example, the final word of the MWE (door) and the semantic associate
(neighbor) were the focus of the analysis of RTs.
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Figure 1
The Self-paced reading task.

Blanks before the task:

------------- m=== ==== == ==me- -m= --- ---- - ---- neighbor ---

Complete Sentence (never actually appears):
Samantha lives next door to Sally and has been a good neighbor for
twenty years.

Follow-up Question (shown after participants finish each sentence):
Does Samantha live near Sally?

After each button push, the next word in the sentence appeared. After
finishing each sentence, participants answered a simple YES/NO question about
it. These follow-up questions were added to the design to motivate readers to read
the sentences attentively and also to give the experimenter a confirmation of
whether participants were actually reading and not merely pressing the buttons.
The questions were straightforward and were answered correctly 99% of the time.
Other examples of SPR sentences and follow-up questions are shown in the
Appendix.

3. Results
3.1 Analysis of Formulaic sequencing Gains.

The statistical analyses were conducted using the Imer function in the Ime4
package in R (Bates, 2012). In a linear mixed-effects model, RTs of words with
different learning and compositionality conditions were compared. The learning
condition contrasted MWEs that were learned with those that were not learned.
The first analysis investigated whether this learning affected the formulaic
sequencing of the literal and figurative MWEs differently. These comparisons
focused on contrasts of the RTs of the final words of the MWEs. The fixed effects
were specified to investigate the interaction between pretest and posttest Learning
Condition and MWE Composition. The model included random intercepts for
participants and items and random slopes for participants by trial order. The
model was built step by step, beginning with the basic fixed and random effects
structures, adding one random slope at a time to confirm model improvement, and

finally testing the interaction of interest as shown in the equation below.
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Fixed Effects: RT ~ LearningCondition*MWE Composition
Random Effects: (I + Order + LearningCondition | Participant) + (1|Word)

The hypothesis tested by this model was that the two posttest learning
conditions (learned or not-learned) would have different effects on literal or
figurative MWEs. The results for the model are shown in Table 3, including
random intercepts for participants and items, as well as random slopes for
participants by trial order. The variances and standard deviations for the random
effects structure are shown at the top of the table. Below the random effects, the
fixed effects of learning condition and MWE composition are listed with their g
estimates, standard deviations, degrees of freedom, ¢ values, and p values. Effect
sizes were calculated using the formula for Cohen's d explained in Brysbaert and
Stevens (2018). Table 3 shows that the main effects of learning conditions and
MWE composition are significant. Most importantly, the interaction between the
not-learned condition and MWE composition is significant as well (8 = .10; ¢t =
2.85;d =.10).

Table 3

Linear Mixed-Effects Model for the RTs of Final MWE Words
Random Effects

Variance SD Correlation of Random Effects

Word (Intercept) 0.07 0.27
Participant (Intercept) 0.36 0.59
Trial order (Slope) 0.08 0.29 -0.01
Learned (Slope) 0.25 0.50 -0.13  0.49
Not-learned (Slope) 0.25 0.50 -0.27 0.50 0.96
Residual 0.45 0.67
Fixed Effects

B d SE t value
Intercept (Pretest) -2.05 0.11 -19.11***
Learned -0.37 .52 0.08 -4 75FF*
Not-learned -0.36 .39 0.08 -4.67%*
MWE Composition (Literal) -0.19 21 0.06 -3.14%*
Learned x MWE Composition -0.00 .02 0.05 0.08
Not-learned x MWE Composition 0.15 .10 0.05 2.85%*

Note: *p < .05. ¥**p < .01. ***p < .001

Figure 2 is a visual representation of the model that illustrates the
significant interaction between learning conditions and MWE composition. The
lines connecting the dots are provided to assist in interpreting the interaction
between the variables at pretest and posttest. The large difference between the
Pretest and Not-learned (Posttest) RTs was caused by testing effects from doing
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the self-paced reading task on the pretest. For literal MWEs, processing gains are
made sequentially, as expected. On the other hand, processing gains are not as
systematic for the figurative MWEs. For the figurative MWEs, both the learned
and not-learned conditions have almost equal RTs, showing that learning did not
help to facilitate processing them.

Figure 2
The effects of deliberate learning and MWE composition on the
RTs of the final MWE words in the self-paced reading task.

460
1

Pretest
[e]

Response Time (ms)

420
I

—___————Net-learned (Posttest) _

400

Learned (Posttest) R

380
I

Figurative Literal

To summarize the analysis of formulaic sequencing gains, testing effects
from the pretest had the most substantial overall effect, as both the not-learned
and learned trials had reductions in RTs. The literal MWEs were read faster than
the figurative MWEs in every condition. The interaction between learning
conditions and MWE composition was significant as deliberate learning resulted
in faster processing for literal MWEs but no change for figurative MWEs.

3.2 Analysis of Semantic Association Gains

Next, the hypothesis that deliberate learning has different effects on semantic
associates following the literal and figurative MWEs in sentences was tested. For this
analysis, the levels of learning condition were contrasted on the RTs of the semantic
associates to investigate the interaction between Ilearning condition and MWE
composition. The random slope specified for Learning Condition improved the model,
and the following model was set to test the interaction:

Fixed Effects: RT ~ Learning Condition x MWE Composition

Random Effects: (1 + Order + LearningCondion | Participant) + (1|Word)
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The interaction of interest between LearningCondition and MWE Composition
was not significant, so the final model, including only significant main effects,
was specified.

Fixed Effects: RT ~ LearningCondition + MWE Composition
Random Effects: (1+ Order + LearningCondition | Participant) + (1|Word)

In this model, all the main effects are significant, making it the most accurate
representation of the trends in the data. The variances and standard deviations for
the random effects of items, participants, and the random slopes for the
LearningCondigion factor and trial order are shown in Table 4, as are the
estimates for the fixed effects.

Table 4
Mixed Effects Model for RTs of Semantic Associates in the Self-Paced Reading

Task
Random Effects

Variance SD Correlation of Random Effects

Word (Intercept) 0.11 0.33
Participant (Intercept) 0.36 0.60
Learned (Slope) 0.27 0.52 -0.24
Not-learned (Slope) 0.32 0.57 -0.27 0.97
Trial Order (Slope) 0.29 0.54 -0.24 0.33 0.39
Residual 0.51 0.72
Fixed Effects

4 d SE t value
Intercept (Pretest) -2.05 0.11 -15.49%**
Learned -0.37 .50 0.08 -6 15%**
Not-learned -0.36 .39 0.08 -4.86%%
MWE Composition (Literal) -0.19 .10 0.06 -2.02%

Note: *p < .05. **p < .01. ***p < 001

Figure 3 shows the effects of deliberate learning on the semantic
associates following literal and figurative MWEs. On the pretest, RTs for
semantic associates following literal MWEs are significantly faster than RTs for
those following figurative MWEs, and this difference remains constant at
posttest. In other words, the effects of the deliberate learning treatment were
not different for literal or figurative MWEs.
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Figure 3
The effects of deliberate learning on semantic associates of
literal and figurative MWEs.
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Although the crucial interaction between learning conditions and MWE
composition was not significant, the analysis of the semantic associates reveals
an important finding. The semantic associates that followed literal MWEs were
significantly faster than those that followed figurative MWEs at pretest and
posttest. In other words, the literal MWEs primed relevant semantic
representations and thus facilitated the processing of the semantic associates that
followed them later in sentences. Literal MWEs are more thoroughly integrated
into the mental lexicon than figurative MWEs initially, and deliberate flashcard
learning did not seem to have a strong effect to help with the acquisition of
figurative expressions.

4. Discussion

This study investigated the effects of deliberate MWE paired-associate
learning on their acquisition of implicit knowledge. Results showed that
participants did a lot of unintended incidental learning on the pretest, as effects
from this exposure to the MWEs overshadowed the impact of deliberate learning.
However, the experiment provides important insights. For figurative MWEs, the
form to meaning connection must be learned deliberately, so incidental learning
alone does not suffice. Although implicit knowledge of literal MWEs can be
incrementally acquired through incidental learning during natural processing,

deliberate learning also seems to foster automaticity. Learning MWEs using

110



The Effects of Learning Multiword Expressions Deliberately: Implications Regarding Implicit Knowledge Development

learner-focused lists such as those compiled by Shin and Nation (2005) and
Martinez and Schmitt (2011) should be part of a balanced approach to learning
English. This section discusses the research questions, and interpretations of the
findings are discussed in detail.

Regarding Research Question 1, formulaic sequencing gains were
investigated by comparing RTs on the final MWE words. For this investigation,
the focus of interest was the interaction between learning conditions and test time,
investigating whether the effects for the learned and not-learned conditions
differed at pretest and posttest. As was shown above in Table 3, the interaction
between MWE competition and learning was significant with a small effect size
(t value = 2.85, p < .01, d = .10). However, the strongest effect on the RTs of the
final MWE words was practice effects from seeing the MWEs on the pretest.

The presentation format is a crucial issue in self-paced reading tasks. In
this study, as the MWEs were presented one word at a time, the instrument may
not have adequately measured the gains made in processing the MWEs
formulaically. Recent research by Tremblay et al. (2011) compared RTs of critical
words from frequent MWEs (e.g., middle in in the middle of the) with different
yet plausible words in the same formulaic context (e.g., front in in the front of
the), and found that the words in the frequent MWEs were processed 13 ms faster
than those in the nonlexical bundles, and this effect was significant (¢ value =
2.8; p < .01). Their experimental design compared the RTs of words in formulaic
contexts with the RTs of words outside of formulaic contexts. However, they
varied the presentation format in their self-paced reading task with word by word,
chunk by chunk, and complete sentence presentation formats. All three formats
showed significantly faster processing in formulaic contexts. In future studies,
presenting the MWEs all at once rather than word by word may be a more effective
way to measure formulaic sequencing gains.

Regarding Research Question 2, learning gains were investigating the RTs
of semantic associates that were read a few words after in the sentences. As shown
in Figure 3, the lines representing pretest, not-learned, and learned are parallel
for the literal and figurative conditions. Table 4 shows that deliberate learning
significantly facilitated processing for the learned MWEs (¢ value = -6.15; p
< .001, d = .50), slightly more than the not-learned MWEs (¢ value = -4.83; p
< .01, d = .39), as compared to the intersect pretest. The significant ¢ value for
the not learned trials shows that testing effects were problematic. The significant
difference estimate and small effect for MWE composition (¢ value = -2.02; p
< .05; d = .10) shows that semantic associates that followed literal MWEs were
processed slightly faster than those that followed figurative MWEs. The non-
significant interaction between learning conditions and MWE composition means
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that the experimental treatment did not differently affect literal and figurative
MWEs.

For the investigation on the semantic associations, the fact that deliberate
learning did not have significantly different effects on figurative MWEs might be
due to the nature of figurative learning itself. Littlemore et al. (2011) discussed
second language learners' difficulties understanding figurative language. It is
difficult for them to understand the metaphorical meanings; they often do not
even know they are misinterpreting them. Boers and Lindstromberg (2012) review
an extensive array of studies conducted from three different learning perspectives
associated with learning MWEs: consciousness-raising, stimulating dictionary
and corpus use, and deliberate memorizing. They point out that proficiency with
MWEs has two main aspects: width and depth. Width refers to the sheer number
of MWEs known, and depth refers to how strong the knowledge of each MWE is.
They stress that teaching the etymological origins of figurative MWEs helps
learners deepen understanding and retain them better. Such deep learning is not
promoted by using flashcards, which develop integrated, automatic processing.
Facilitating faster retrieval for L2 learners is probably tricky for figurative

expressions if the meanings are not well understood.

5. Conclusion

This research investigated the effects of deliberate MWE learning using
flashcards by measuring and contrasting RTs on different learning and
compositionality conditions. The reviewed literature discussed a range of
research on MWEs. In particular, compositionality was addressed regarding how
literal and figurative MWEs are processed and learned. The literature review also
discussed previous studies on paired-associate learning. The experiment aimed to
clarify the processes involved in deliberately learning literal and figurative
MWEs. In the self-paced reading task, the interaction between learning and MWE
compositionality showed that deliberate learning led to progressive formulaic
sequencing gains for literal expressions but not figurative expressions. The non-
significant interaction for the semantic associates showed that deliberate learning
did not affect the processing differently for figurative meanings. In all, the
research revealed the difficulties that L2 learners have with processing figurative
MWE:s.

112



The Effects of Learning Multiword Expressions Deliberately: Implications Regarding Implicit Knowledge Development

References

Bates, D. M. (2012). Linear mixed model implementation in Ime4. https://cran.r-
project.org/web/packages/Ilme4/vignettes/Imer.pdf

Biber, D., Conrad, S., & Cortes, V. (2004). 'If you look at.": Lexical bundles in
university teaching and textbooks. Applied Linguistics, 25(3), 371-405.
doi:10.1093/applin/25.3.371

Boers, F., Eyckmans, J., & Stengers, H. (2007). Presenting figurative idioms with
a touch of etymology: More than mere mnemonics? Language Teaching
Research, 11(1), 43—62 . doi:10.1177/1362168806072460

Boers, F., & Lindstromberg, S. (2012). Experimental and Intervention Studies on
Formulaic Sequences in a Second Language. Annual Review of Applied
Linguistics, 32, 83-110. doi:10.1017/S0267190512000050

Brysbaert, M., & Stevens, M. (2018). Power Analysis and Effect Size in Mixed Effects
Models: A Tutorial. Journal of Cognition, 1, 9. doi.org/10.5334/joc.10

Cies$licka, A. (2012). Do non-native language speakers chew the fat and spill the beans
with different brain hemispheres? Investigating idiom decomposability with the
divided visual field paradigm. Journal of Psycholinguistic Research.
https://doi.org/10.1007/s10936-012-9232-4

Elgort, 1. (2011). Deliberate learning and vocabulary acquisition in a second
language. Language Learning, 61(2), 367-413. doi:10.1111/1ang.2011.61.issue-2

Ellis, N. (2005). At the interface: Dynamic interactions of explicit and implicit
language knowledge. Studies in Second Language Acquisition, 27(02), 305—
352.

Erman, B., & Warren, B. (2000). The idiom principle and the open choice
principle. Text, 20(1), 29-62.

Foster, P. (2001). Rules and routines: A consideration of their role in the task-
based language production of native and non-native speakers. In M. Bygate,
P. Skehan, & M. Swain (Eds.), Researching pedagogic tasks: Second
language learning, teaching, and testing (pp. 75-94). Longman.

Grant, L., & Bauer, L. (2004). Criteria for re-defining idioms: Are we barking up
the wrong tree? Applied Linguistics, 25(1), 38—61.

Howarth, P. (1998). The phraseology of learners' academic writing. In A. Cowie
(Ed.), Phraseology: Theory, analysis, and application (pp. 161-186).
Oxford University Press.

Hulstijn, J. (2005). Theoretical and empirical issues in the study of implicit and
explicit second-language learning: Introduction. Studies in second language
acquisition, 27(02), 129-140. Retrieved from
http://journals.cambridge.org/abstract S0272263105050084

Hunt, A., & Beglar, D. (2005). A framework for developing EFL reading
vocabulary. Reading in a Foreign Language, 17(1), 23-59.

113



OBERMEIER, Andrew

Kjellmer, G. (1994). A dictionary of English collocations: Based on the Brown
Corpus. Clarendon Press.

Krashen, S. (1985). The input hypothesis: Issues and implications. London:
Longman.

Littlemore, J., Chen, P. T., Koester, A., & Barnden, J. (2011). Difficulties in
metaphor comprehension faced by international students whose first
language is not English. Applied Linguistics, 32(4), 408-429.
doi:10.1093/applin/amr009

Martinez, R., & Schmitt, N. (2012). A phrasal expressions list. Applied
Linguistics, 33(3), 299-320. doi:10.1093/applin/ams010

Nation, P. (2001). Learning vocabulary in another language. Cambridge
University Press.

Nattinger, J. R., & DeCarrico, J. S. (1992). Lexical phrases and language
teaching. Oxford University Press.

Obermeier, A., & Elgort, I. (2021). Deliberate and contextual learning of L2
idioms: The effect of learning conditions on online processing. System, 97,
102428. https://doi.org/10.1016/j.system.2020.102428

Schmitt, N. (2004). Formulaic sequences. Benjamins.

Schmitt, N., & Underwood, G. (2004). Exploring the processing of formulaic
sequences through a self-paced reading task. In N. Schmidt (Ed.),
Formulaic sequences (pp. 173—189). Benjamins.

Schneider, W., Eschman, A., & Zuccolotto, A. (2002). E-Prime reference guide.
Psychology Software Tools.

Shin, D., & Nation, P. (2008). Beyond single words: The most frequent
collocations in  spoken  English. ELT  Journal, 62(4), 339.
doi:10.1093/elt/ccm091

Sinclair, J. M. (1995). COBUILD English Collocations. London: Harper Collins.

Siyanova-Chanturia, A., & Martinez, R. (2015). The idiom principle revisited.
Applied Linguistics, 36(5), 549-569. https://doi.org/10.1093/applin/amt054

Sonbul, S., & Schmitt, N. (2013). Explicit and implicit lexical knowledge:
Acquisition of collocations under different input conditions. Language
Learning, 63(1), 121-159. https://doi.org/10.1111/].1467-9922.2012.00730.x

Thorndike, E. L. (1908). Memory for paired associates. Psychological Review,
15(2), 122.

Tremblay, A., Derwing, B., Libben, G., & Westbury, C. (2011). Processing
advantages of lexical bundles: Evidence from self-paced reading and
sentence  recall tasks. Language  Learning, 61(2), 569-613.
doi:10.1111/lang.2011.61.issue-2

Wray, A. (2002). Formulaic language and the lexicon. Cambridge University
Press.

114



The Effects of Learning Multiword Expressions Deliberately: Implications Regarding Implicit Knowledge Development

Appendix
Figurative MWEs Used in the Experiment
set out; black sheep; blow smoke; right away, walk on air; sinking ship,; dog eat
dog, drag feet; fat cat; when pigs fly; green light; play hardball; high handed;
cold feet; piece of cake; home and dry,; nest egg, can of worms, pull strings, hats

off to; carry on, turn down, riding high;, make waves

Literal MWEs Used in the Experiment

above all; next door,; each and every; fall back on; fifty fifty; stay away, get the
idea; full account; happy medium,; know best; on the road; take place; deal with,
look after; get through, well known, all the time; feel like; get together; hard

time; break up; hold back;, make sure; take it easy

Examples from the Counterbalanced List of Multiword Expressions, Japanese
Meanings, and Semantic Associates used in the experiment

Composition MWE Japanese Semantic associate
Learned Literal above all 54 most
by Literal stay away BELT % avoid
Group A Literal take place 2D happen
Learned Literal deal with $5 treat
by Literal feel like AL want
Group B Literal take it easy DY T % relax
Learned Figurative set out hE S start
by Figurative sinking ship fii=z) hopeless
Group A Figurative play hardball EL A serious
Learned Figurative high handed TBE Yy aggressive
by Figurative can of worms 154 complex
Group B Figurative make waves Ly trouble

Examples of Items for the Self-paced Reading Task

Figurative MWEs
The hikers set out at daybreak and STARTED climbing before breakfast.
Follow-up question: Did the hikers begin in the afternoon?

Literal MWEs
The soccer player was above all thankful and MOSTLY to his parents and coach.

Follow-up question: Was the soccer player thankful?

(Note: For clarity, here MWEs are underlined, and semantic associates are ALL
CAPITAL. They were not emphasized in the actual experiment.)

115



JACET Kansai Journal, 24, 116-131. (2022) ©JACET Kansai Chapter
ISSN 1880-2281 Printed in JAPAN.

Motivating University Students in CLIL in the Japanese Context:
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Abstract
The current study focuses on how students’ intrinsic motivation, future possible
self, and intensity in learning English may be affected over time through the
implementation of CLIL (Content and Language Integrated Learning). 278
students aged between 19 and 21 years old, including 168 students in Spring
2019, and 110 in Fall 2019, participated in the current study. Findings suggested
that students showed increasing tendencies in intrinsic motivation (knowledge,
accomplishment, stimulation) in CLIL, effort, ought-to L2 self, and English
learning motivation in CLIL. This result supports the previous empirical
research that was conducted in the European context (Lasagabaster, 2011;
Lasagabaster & Sierra, 2009; Thompson & Sylvén, 2019). The implementation
of CLIL, therefore, seemed to enhance students’ motivation in language and

content learning, as well as motivational intensity in the Japanese context.
Keywords: motivation, CLIL, university students, longitudinal study

1. Introduction

1.1 English Education in Japan

As the effects of globalization become ever more prevalent, and greater
numbers of people move around the world, English is becoming even more
widely used as a common language. In these circumstances, with calls from the
Ministry of Education, Culture, Sports, Science and Technology (MEXT) (2008)
for improvements in students’ English capabilities corresponding to “The
English Education Reform Plan Responding to Rapid Globalization”, students
from elementary schools to university level are expected to be motivated to
learn English and to acquire a high proficiency in the language (MEXT, 2008).
Taking these circumstances, Japanese universities have shown a considerable
interest in CLIL (e.g, Irie, 2019; Watanabe, lkeda, & Izumi, 2011). The current
study, therefore, focuses on how students’ intrinsic motivation, future possible
self, and intensity in learning English may be affected over time through the

implementation of CLIL (Content and Language Integrated Learning).
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1.2 Previous Studies
1.2.1 Development of CLIL in Japan

Content and Language Integrated Learning, known as CLIL, is “a dual-
focused educational approach in which an additional language is used for the
learning and teaching of both content and language” (Coyle, Hood, & Marsh,
2010, p.1). CLIL is widely spread in Europe, and in 2005 the European Council
recommended that CLIL should be adopted across the entire European continent
(Coyle, Hood, & Marsh, 2010, p.8). According to Colye, Hood and Marsh
(2010), CLIL contains the principles of the “4Cs” — Content, Communication,
Cognition, Community/Culture — and these are organically integrated in CLIL
practice. Japan shows a considerable interest in CLIL. This is partly due to the
new reformation plan by MEXT (2014) called “The English Education Reform
Plan Responding to Rapid Globalization” which was launched in 2020. MEXT’s
intention is that Japanese people should reach the highest level of English
proficiency in the Asian context. At the tertiary level, to correspond to the
reformation plan, universities’ programs and courses are promoting English as a
means of instruction. Additionally, Global 30 (G30) was implemented in 13
universities in Japan by MEXT (2008) in order to increase to 30,000 the number
of international students in Japan and also establish a university network for
internationalization. Accordingly, as international students are able to complete
their degrees in English in Japan, universities are focusing on strategic
international cooperation, meaning recruiting international faculty and
expanding international students’ programs through inter-university exchange
agreements (MEXT, 2008). Due to the rapid expansion of internationalization at
the universities, the integration of content and language has been encouraged by
MEXT (2014), and many Japanese institutions have begun to implement CLIL
and now offer CLIL courses (Sugita McEown ef a/, 2017). In response to the
G30 programs, as the number of international students has increased, there has
been growing interest in content-related classes in Japan. Osaka University has,
for example, started to offer several degree and credit courses in English for
undergraduate programs such as the “Chemistry-Biology Combined Major
Program”, the “Human Sciences International Undergraduate Degree Program”,
and graduate courses such as “Special Integrated Science Courses” and
“International Physics Courses”. The proliferation of such programs and courses
in universities around Japan corresponds to the rapid increase of
internationalization on campus.

As indicated above, Japan has shown a considerable interest in CLIL, and
CLIL has been implemented at the university level (e.g, Irie, 2019; Watanabe,
Ikeda, & Izumi, 2011), as well as in high schools, junior high schools, and
elementary schools according to Japan CLIL Pedagogy Association. As
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empirical studies in CLIL and motivation are still limited in number in Japan,
further investigations need to be carried out as CLIL has a potential positive
effect and is receiving increasing attention in the Japanese context, therefore,
the impact of CLIL in the Japanese context needs to be investigated further.

1.2.2 Intrinsic Motivation and Noels’ Language Learning Orientation Scale

In the present study, intrinsic motivation in CLIL was measured to see
how students’ intrinsic motivation would change over time through the
intervention of CLIL. Self-Determination Theory, proposed by Deci and Ryan
(1985, 2002), which focuses on intrinsic motivation and extrinsic motivation, is
known to be an influential theory in motivational psychology. Intrinsic
motivation refers to the feelings of pleasure that are believed to derive from the
sense that one has freely chosen to be involved in and perform a task or an
activity in which one can develop a sense of competence. In addition, that
engagement in a task or activity can be supported by classmates, teachers and/or
significant others. Extrinsic motivation, on the other hand, focuses on
individual behavior that relates to external forces or reward, and also avoids
punishment (Deci & Ryan, 1985; 2002). It can be said that intrisic motivation
therefore is a strong form of motivation. In previous studies, empirical research
supports these claims as intrinsically motivated and highly self-determined
students tend to become more persistent in learning, and tend to exhibit greater
motivational intensity in language learning (e.g., Noels, 2001; Noels, Clément
and Pelletier, 1999; Ramage, 1990). Based upon SDT, Noels et al. (1999, 2000)
developed the Language Learning Orientation Scale (LLOS), a Japanese version
of which was later was developed by Yashima et al. (2009). The LLOS
conceptualized the three subscales of intrinsic motivation: 1) intrinsic
motivation-knowledge (IMK), 2) intrinsic motivation-accomplishment (IMA), 3)
intrinsic motivation-stimulation (IMS). Using the LLOS, Noels et al. (1999,
2000) revealed that students’ intrinsic motivation was highly related to language
learning outcomes and that these students showed greater motivational intensity
and higher perceived competence in language learning.

As the present study is part of a larger study which has been in progress
since 2012, IMK, IMA, and IMS of CLIL will be investigated to see how these
factors can be influenced by CLIL in a Japanese context. In the present study,
also English learning motivation, the intensity to learn English, and L2
Motivation Self System were measured to see how it would be influenced by
CLIL interventions.

1.2.3 L2 Motivation Self System (L2MSS)
In the field of motivation, the concept of future possible selves has been
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proposed by Dornyei (2005), and this psychology of possible selves can
represent “individuals’ ideal of what they might become, what they would like
to become and what they are afraid of becoming” (Ushioda & Dorneyi, 2009,
p.3). Possible selves then were conceptualized in a new motivational theory,
“the L2 motivational Self system (L2MSS)” based on Higgins’s Self-
Discrepancy Theory (1987). The central feature of L2MSS is based on “ideal L2
self”, “ought-to L2 self”, and “L2 learning experience”. Ideal L2 self refers to
what someone hopes and wishes to become and “ought to L2 self” refers to what
someone feels obligated to become in the future. In addition to ideal L2 self and
ought-to L2 self, L2 learning experience represents L2MSS. According to the
theory, when someone has a clear vision of the future, the more vivid and
elaborative the views of possible selves that an individual has, the more these
views are in turn expected to influence his or her motivation. Based upon the
theory, a series of studies have been conducted in and outside Japan to find the
relationship between ideal L2 self and ought-to L2 self with other psychological
factors and/or L2 learning experience in language learning (e.g., Nishida, 2013;
Noels, 2009; Ryan, 2009; Yashima, 2009). Although CLIL is known to be a
powerful motivator in language learning (Thompson & Sylvén, 2019), it also
places emphasis on global education and encouraging active participation in the
world as a global citizen, and to motivating students to participate in the
globalizing world in English. It would be fruitful to investigate how the
intervention of CLIL in the Japanese context can influence L2MSS in students’
language learning. In the Japanese context, a series of studies have been
conducted using the framework of the L2MSS; so far, a positive relationship
between students’ ideal L2 selves and language learning motivation in English
has been observed (Maekawa & Yashima, 2012; Nishida, 2013: Ryan, 2009).

2.Research Questions
The present study therefore focused on the LLOS, the L2MMS, and
English learning motivation to see the effects of the intervention of CLIL, as
the study of these constructs in CLIL in the Japanese context is still thin. The

current study hence includes the following research questions:

1) To explore how Japanese university students’ intrinsic motivation (IMK, IMS,
IMA), future possible self, and English learning motivation would change
during one semester of implementation of CLIL,

2) To investigate the predictable factors that can influence English learning
motivation and ideal L2 self among Japanese university students after the
implementation of CLIL,

3) To find the relationships between intrinsic motivation (IMK, IMS, IMA),
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future possible self, and English learning motivation among Japanese

university students after the implementation of CLIL.

3. Methodology

3.1 Procedures

The present study forms part of a larger part of a longitudinal study'
which started in 2012. The implementation of CLIL and/or content-related
methods were applied since 2012, and since then a series of studies have been
conducted (e.g., Nishida, 2019; Nishida, 2021; Nishida, in press). The current
study was carried out during the school year of 2019 —2020, extending over a
year including Spring 2019 and Fall 2019. In the present study, a questionnaire
was administered to the students which included the Language Learning
Orientation Scale (LLOS) (Noels et al., 1999, 2000: Yashima et al., 2009), the
L2 Motivation Self System (Dornyei, 2005; 2009) including ideal L2 self and
effort (Ryan, 2009), and ought-to L2 self (Taguchi, Magid & Papi, 2009), and
English learning motivation (Kojima & Yashima, 2017). Students were asked to
fill out the questionnaires on Week 1, Week 8 and Week 15 during the semester,
and of these, Week 1 indicates the baseline, and Week 8 and Week 15 indicate

the CLIL project interventions.

3.2 Participants

278 students aged between 19 and 21 years old, including 168 students in
the spring semester and 110 in the fall semester, participated in the current
study. Five classes were chosen to participate in Spring 2019, and four classes
were chosen in Fall 20192, In regards to the Schools, in Spring 2019, one class
was from the School of Medicine, one class was from the School of Engineering,
two classes were from the School of Engineering Science, and one class was
from a combined group of Literature, Law and Economics students. In Fall 2019,
one class was from the School of Engineering, two classes were from the School
of Engineering Science and one class was from the combined group of
Literature, Law and Economics students. Different syllabi were based upon
students’ specialties, though all were designed in a similar manner, and the
content-related objectives were differentiated among Schools. The syllabi for
Schools represented subject-specific and content-related characteristics based
upon students’ expertise and knowledge.

3.3 CLIL for Undergraduate Courses

To fulfill the undergraduate requirement for English courses, credit
courses are offered to students. Of these English courses, CLIL has been offered
for the first and the second year undergraduate students in order for them to
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fulfill their undergraduate requirement. In order to implement CLIL, four main
objectives based upon CLIL’s 4Cs frame were focused on students. Firstly, to
learn content- and subject-related topics, students were expected to learn and
understand the content and also were expected to acquire English at the same
time. Secondly, in order to develop students’ cognition, they were expected to
develop their critical thinking and learning skills, as well as the ability to think
clearly and rationally about the content-related topics and the ability to engage
in independent thinking. Thirdly, to develop students’ communication abilities,
they were expected to develop their communicative competences, and improve
their English skills. Lastly, they were expected to expand their perspectives to
include the globalizing world and see themselves as global citizens, while also
cultivating their communication ability to work collaboratively with other
students and/or people around them. They were expected to take a global
perspective and visualize their future self and future career in their field in
roles such as teachers, nurses, doctors, dentists, pharmacists, engineers, lawyers,
or scientists. For example, for medical students, the content-related topics
included cancer patients and treatment, HIV patients and treatment, DNA testing,
epidemiology including determinants of health and disease situations in certain
populations, and also team medicine to think about collaborative work between
specialists. The topics for the School of Engineering included the use of Al in
the automobile industry and/or other industries, Al and our future society,
ethical considerations in Al, and possible Smartphone applications in the future.
All these materials were taken from the textbooks as well as authentic materials
including Internet resources. In order to deepen students’ understanding of
subject knowledge, content materials were integrated into standard classroom
lessons as indicated and students were also required to conduct two research
projects in their subject. In addition to the content matter for standard
classroom lessons, the two CLIL research projects were assessed for the mid-
term and the final term assessment. They aimed at enhancing the students’
knowledge and understanding of their subject area, and were based on students’
knowledge of their subject and their degree programs. These projects were
collaborative, requiring students to work in groups and give a group
presentation on their research.

As shown in Table 1, in a set of fifteen weeks in one semester, two CLIL
research projects were also included. The projects were intentionally designed
in order to allow students to enhance their collaborative working skills with
other students, to focus on the development of critical perspectives, and also to
motivate students’ learning in the language class. They were expected to work
collaboratively, make group research presentations, and also discuss their own
ideas with other students in order to develop critical perspectives.
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Table 1

Syllabus and Research Schedule

Week 1 Orientation Time 1: Questionnaire
Week 2—-6 Standard CLIL Class

Week 7-8 CLIL Research Project/ Presentation Time 2: Questionnaire
Week 9-13 Standard CLIL Class

Week 14-15 CLIL Research Project/ Presentation Time 3: Questoinnaire

3.4 Ethical Considerations

The author was responsible for the supervision of ethical considerations of
the current study. Students were asked to participate in the study voluntarily,
and could withdraw from the study anytime, and a concent agreement was made
between students and the author. Students were promised that the participation
of the questionnaire will not be part of their assessment and will not affect their

final grades. Students’ confidentiality was preserved.

3.5 Materials

A questionnaire was administered to students. A six-point Likert Scale was
used for the questionnaire ranging from 1 (strongly disagree) to 6 (strongly
agree). For the statistical analysis, SPSS ver.24 was used to conduct
multivariate analysis. Cronbach’s Alphas were highly maintained. The LLOS
(Yashima et al., 2009; Noels et al., 1999; 2000) included IMK (3 items: a. 80—
a.83: e.g., “For the satisfied feeling I get in finding out new things™), IMA (3
items: o. 84-0.90: e.g., “For the pleasure I experience when surpassing myself
in my second language studies”), IMS (3 items: a. 88-0.91: e.g., “For the ‘high’
feeling that I experience while speaking in the second language”). Cronbach’s
Alphas were high in ideal L2 self from Ryan (2009) (6 items: a. 87-a.89: e.g.,
“I often imagine myself as someone who is able to speak English™), effort from
Ryan (2009) (5 items: a. 81-0.82: e.g., “I'm working hard at ‘learning’
English”), and ought-to L2 self from Taguchi, Magid and Papi, (2009) (6 items:
a. 80-a.86: e.g., “Hardly anybody really cares whether I learn English or not.”),
and English learning motivation from Kojima and Yashima (2017) (5 items: a.
79-0.87: e.g., “If English were not taught in school, I would try to go to English
classes somewhere else”). Of note, in Week 1, as a baseline, students were
asked about English class in general, and in Week 8 and Week 15, students were
asked to focus on their CLIL class.

4. Results
In order to explore how Japanese university students’ intrinsic motivation
(IMK, IMA, IMS), future possible self, and English learning motivation would
change during one semester of implementation of CLIL, descriptive statistics
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and repeated measurement of analysis of variance (ANOVA) were used for
statistical analysis. As shown in Table 2, except for ideal L2 self, intrinsic
motivation (IMK, IMA, IMS), effort, ought-to L2 self, and English learning

motivation, showed increasing tendencies over time.

Table 2

Descriptive Statistics for Motivational Factors in CLIL over time

N M sd Skewness Kutosis
IMK 278 3.55 0.95 -0.06 0.21
IMA 278 343 1.10 -0.18 -0.17
MS 278 3.42 1.15 -0.04 -0.34
Timel Ideal L2 Self 278 3.82 0.98 0.04 -0.49
Effort 278 3.45 0.86 -0.02 0.03
Ought-to L2 Self 278 2.92 0.89 0.08 -0.27
English Motivation 278 3.15 0.77 -0.15 0.63
IMK 278 3.77 0.96 -0.31 0.37
IMA 278 3.59 1.05 -0.33 -0.01
MS 278 3.77 1.12 -0.20 -0.17
Time 2 Ideal L2 Self 278 3.87 1.01 -0.13 -0.08
Effort 278 3.57 0.83 -0.08 0.12
Ought-to L2 Self 278 3.11 0.93 0.12 -0.11
English Motivation 278 3.29 0.84 -0.14 0.27
IMK 278 3.79 0.93 -0.22 0.26
IMA 278 3.66 1.05 -0.37 0.08
IMS 278 3.83 1.06 -0.24 0.01
Time 3 Ideal L2 Self 278 3.90 0.97 -0.05 -0.10
Effort 278 3.60 0.81 -0.26 0.46
Ought-to L2 Self 278 3.24 0.89 -0.12 -0.11
English Motivation 278 3.37 0.84 -0.33 0.17
Table 3
Repeated Measurement of ANOVA in Motivational Factors in CLIL
Type 111 Mean
Square df Square F p 7’
IMK 10.022 1.957, 542.116 5.121 11.898 0.000 0.041
IMA 7.556 2,554 3.778 7.347 0.001 0.026
IMS 27.269  1.863, 516.091 14.636 30.956 0.000 0.101
Ideal L2 self 0.894 1.904, 527.452 0.470 1.760 0.175 0.006
Effort 3.422 1.895, 524.828 1.806 6.355 0.002 0.022
Ought-to L2 self 14.470  1.896, 525.186 7.632 19.722 0.000 0.066
English Motivation 7.194 1.800, 498.712 3.996 12.443 0.000 0.043

In order to conduct the repeated measurement of analysis of variance
(ANOVA), Maunchly’s test was confirmed to see sphericity. Statistical

significance was assumed when sphericity was p>.01, and it was not an issue for
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IMA. The Greenhouse-Geisser was used for IMK, IMS, ideal L2 self, effort and
ought-to L2 self. As shown in Tables 2 — 3, the results showed increasing
tendencies and statistical significance in IMK: F(1.957, 542.116)=11.898, p<.01,
n’=.041, IMA: F(2,554)=7.347, p<.01, n°=.026, IMS: F(1.863, 516.091)=30.956,
p<.01, °=.101, effort: F(1.895, 524.828)=6.355, p<.01, #°=.022, ought-to L2
self: F(1.869, 525.186)=19.722, p<.01, #°=.066, English learning motivation:
F(1.800, 498.712)=12.443, p<.01, n°=.043 (Table 3).

To investigate what the predictable factors can be for English learning
motivation and ideal L2 self after the implemtnation of CLIL, multiple
regression analysis was conducted in a stepwise fashion. Dependent variables
were IMK, IMA and IMS, ideal L2 self, effort, and ought-to L2 self. The
strongest predictor variable for English learning motivation after the
implementation of CLIL was effort: p=.774 for Time 3 (Table 4). In addition,
the strongest predictor variables for ideal L2 self were effort: p=.563 (p<.01),
and IMS: f=.239 (p<.01) after the implementation of CLIL (Table 5).

Table 4
Results of Multiple Regression Analysis Predicting English Learning Motivation
after the Implementation of CLIL

Unstandardized Standardized

Standard
Model B Error B t P
Time 3 Effort 0.807 0.040 0.774 20.281 0.000

R’ 0.6
Dependent Variable: English Learning Motivation

Table 5
Results of Multiple Regression Analysis Predicting Ideal L2 Self after the
Implementation of CLIL

Unstandardized Standardized

Standard
Model B Error B t P
Time 3 Effort 0.675 0.058 0.563 11.718 0.000
MS 0.217 0.044 0.239 4.978

R’ 0.5
Dependent Variable: Ideal L2 Self

To explore the third research question and to find out the relationship
between intrinsic motivation (IMK, IMA, IMS) in CLIL, future possible self,
and English learning motivation after the implementation of CLIL, correlation
analysis was estimated to investigate the relationship between these variables in
Time 3 (Table 6). In Time 3, strong correlations were observed. In particular,
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IMK was strongly correlated with IMA (r=.686, p<.01) and effort (r=.620,
p<.01). A strong correlation was also observed between ideal L2 self and effort
(r=.673, p<.01), and between ideal L2 self and English learning motivation
(r=.614, p<.01). English learning motivation and effort showed a strong
correlation (r=.774, p<.01). In Time 3, after the implementation of CLIL

courses, strong correlations were observed.

Table 6
Time 3: Correlations between Motivational Factors in CLIL

IMK IMA IMS Ideal Effort Ought

IMA 686"

IMS 5387 4317

Ideal 4547 3227 4977

Effort 620" 5957 4577 673

Ought 405" 503" 3237 348" 504"

EM 5797 5717 483 6147 7747 5297
% p<]

* P<05

4. Discussion

In the present study, a number of findings concerning intrinsic motivation
(IMK, IMA, IMS) in CLIL, future possible self, and intensity to learn English in
CLIL were found. Findings suggested that students showed increasing
tendencies in intrinsic motivation (IMK, IMA, IMS) in CLIL, effort, ought-to
L2 self, and English learning motivation in CLIL. This result supports the
previous empirical research that was conducted in the European context
(Lasagabaster, 2011; Lasagabaster & Sierra, 2009; Thompson & Sylvén, 2019) ,
and also with Nishida (2021), similar results for intrinsic motivation in CLIL
were obtained over time. In particular, in the present study, IMS in CLIL
showed increasing tendencies after intervening CLIL, and this means that
students were stimulated by content in English courses. One possible reason for
this improvement could be the numerous opportunities given to students in
CLIL to learn content which focuses on students’ expertise, thinking critically
and expressing themselves in the standard CLIL class as well as CLIL research
projects. Also, in CLIL, authentic materials from Internet resources and
textbooks were often used in order to stimulate and induce students’ curiosity in
their field of study. The further study needs to clarify this point, but as content
materials in CLIL were related to students’ specialties, students’ motivation to
learn knowledge in language learning might have been enhanced. In the present
study, CLIL was subject-specific and content-related characteristic, while the
other Non-CLIL or EFL courses is not specified in subject-specific and content-
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related. In CLIL, content is focused on students’ interest so that content-related
characteristic might have enhanced students’ IMK in the present study. In
addition, students’ sense of accomplishment seemed to have enhanced. By
conducting the CLIL research projects, as students are required to work in a
group and do the presentation in front of the class, students might have
developed a sense of accomplishment. Making a goal, working with other
students in the class, and working on the CLIL research project with other
students perhaps made students feel closer and motivated in the class.
Accomplishment and perceived relatedness are subscales of intrinsic motivation
as indicated in Noels et. al.(2000), and Vallerand (1997) for accomplishment,
and Deci and Ryan (1985) for perceived relatedness. Also, other motivational
factors including effort, and ought-to self seemed to have increased toward the
end of the semester. In the CLIL class, students were given topics related to
their expertise and expected to visualize their future jobs. They were also were
given topics which encouraged them to think widely and promoted a more open
attitude towards the world.

Secondly, the study investigated the prediction of English learning
motivation and ideal L2 self after the implemetation of CLIL. In this study, the
predicting factor for English learning motivation was effort in learning English
after the implementation of CLIL. Similarly, past studies indicated effort can
become a key player in motivating Japanese university students. In Kojima and
Yashima (2017), English learning motivation and attitude toward learning
English showed a high correlation (r=.72, p<.01). Also, Ryan (2008) indicated
that intended learning effort was highly correlated with ideal L2 self (r=.77,
p<.01), and effort can be a major factor to realize ideal L2 self. With these
results, effort was a key factor, although further investigation is needed to see
how long students studied outside the class, and how much effort they made
during the semester. Moreover, regression analysis indicated that the predictor
variable for ideal L2 self in CLIL was effort and intrinsic motivation (IMS).
Making an effort in learning English, and receiving stimulating content in CLIL
may lead to visualization of the ideal L2 self in the future, and thus CLIL may
be one of the vital factors for Japanese university students’ motivation in
language learning.

In addition, the relationship between intrinsic motivation (IMK, IMA,
IMS) of CLIL, future possible self, and English learning motivation in CLIL
was analyzed, and correlation analysis was estimated to investigate the
relationship between these variables (See Table 6). In Time 3, after the
intervention of CLIL, most of the factors revealed strong correlations.
Specifically, having a stronger intrinsic motivation in knowledge was strongly

correlated with intrinsic motivation in accomplishment and effort to learn in
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CLIL. Having a stronger ideal L2 self was also related to effort to learn and
English learning motivation in CLIL, while having a stronger English learning
motivation was strongly linked to effort in CLIL. With these results, a causal
relationship cannot be claimed, and as there is no control group so that it is
difficult to assess the reasons for these results from the CLIL implementations.
The implications, however, are important as strong correlations were observed
in Time 3 after the implementation of CLIL. The present study adds to similar
results in previous research (Maekawa & Yashima, 2013; Nishida, 2013; Ryan,
2009) that includes the positive relationship between students’ ideal selves and
language learning motivation in English.

Before concluding the present study, the importance of the pedagogical
implications of CLIL in the Japanese context and also limitations of the present
study will be discussed. The implementation of CLIL seemed to enhance
students’ motivation in language and content learning, as well as motivational
intensity. In particular, CLIL methodology enhances the 4Cs, integrating content,
communication, cognition and culture/ collaboration, and the integral
connection of the 4Cs seems to sustain and enhance students’ motivation in
language learning. CLIL, however, needs elaborative teaching plans, and the
elaborative work played a crucial role in the success of CLIL for Japanese
tertiary students. Before conducting CLIL, teaching materials were carefully
assessed and eclaborative teaching plans were organized. The preparation for
CLIL class however, can place a burden on practitioners. Appropriate
educational resources including teaching materials, authentic materials, and
textbooks, therefore, need to be created and developed. This means that CLIL
teachers’ workload for preparing one lesson is heavier than other English
lessons. Therefore, CLIL textbooks appropriate to students’ linguistic
proficiency for university students, primary schools, secondary schools and high
schools are in need in the Japanese context. Although elaborative teaching
plans need to be organized, in CLIL, students seem to develop their motivation,
as well as their global and critical perspectives, thus further broadening their
perspectives in language learning.

The limitation of the present study needs to be discussed. In this present
study, as the study was not an experimental design, there was no control group.
It is therefore difficult to confirm that students’ motivation seemed to have
increased solely based on CLIL implementations. In order to avoid this problem,
the further study is needed in comparing with CLIL and Non-CLIL in the
Japanese EFL context. In addition, the future possible study will be to explore
how Japanese university students’ motivation can be changed in a semester
course, specifically, to see their change on Week 1, Week 8 and Week 15. The
further study needs to clarify why students’ motivation has increased between
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Week 1 and Week 8, and between Week 8 and Week 15. Moreover, if possible,
the study needs to to identify what is happening to them every single week. In
order to clarify this point, qualitative study will be needed for further study to
identify students’ motivational changes every week throughout the semester.

5. Conclusion

To conclude this study, as indicated earlier, due to the impact of rapid
globalization and internationalization in and outside Japan, English is
unavoidable in the present era. English therefore has been prioritized in
educational settings. CLIL is one way to open up the doors to the world, as it
focuses on subject knowledge in English which may connect to future career
paths. Students are expected to develop their critical thinking skills and the
ability to engage in independent thinking, to develop the ability to communicate
in English, develop their communication competences and improve their English
skills. They are also expected to open their minds to the globalizing world and
adopt the perspective of global citizens, as well as cultivating their
communication ability to work collaboratively with people around them. As
indicated earlier, CLIL is flexible and embodies variety. CLIL is adoptable and
can be implemented flexibly in a variety of specific educational contexts from
elementary school to university level. Overall, I believe that CLIL is one way to
empower and open up students’ minds, equipping them with both the language
skills and subjective knowledge necessary for future careers in a globalized

world.

Notes

1 The study has been in progress since 2012, and it is a long-lasting study.
Over 1000 students participated in the study in different semesters since
2012. For some years, variables in the quesionniares were replicated, while
other years not. It is therefore difficult to combine everything into one
piece of paper. In the individual papers, I use the different dataset,
different research designs, and also conduct different analyses in order to
capture a whole picture of CLIL in the Japanese context.

2 Students’ proficiency level is approximately 510 in TOEFL-ITP.
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FoSAVITIFANKBY—LEFRLE
BEHZRIBENFE MID (AXFMHRESR)

Creation of an MTD (My Translation Database)
as an Autonomous Out-of-Class Activity Utilizing an Online File-Sharing Tool

TAEAT UL E T
eV NEE N

Abstract
The author has been assigning an out-of-class activity, called “MTD (My Translation Database)”,
to her EFL classes to promote greater autonomy in her students. With this activity, they collect
Japanese-English equivalent expressions of their own choosing from movies, dramas, songs, etc.
that they watch or listen to outside of class and enter them on their own spreadsheet. In the previous
years, the learners recorded their work individually in an Excel file and submitted it twice a
semester. However, for various reasons, this did not provide the results expected, so the author
decided to improve on the activity by adding more control by the teacher, as well as two elements
that are deemed to be quite effective for improving learner autonomy: sharing and visualization.
For this practice, the participants were assigned the same activity, but this time using a shared
Google Spreadsheet over a period of one semester. As a result, more than 6,000 expressions
(133/136 expressions per learner) were gathered by each class. After analyzing the quantitative and
qualitative data for both classes, the author concluded that from the students’ perspective this

practice could well be considered quite effective in promoting greater learner autonomy.
¥F—U— R BENFE, RBE, BHEM, H, Google Spreadsheet

1. XC®HIC

ICT O &R EIT L0 kA BRSO ik a2 FRICAFTE 2R RICR o7,
AEFEARBICB N TS, FRIZ, TR T OFEM & 72055 HFM OB ITESIZH
D, FENESLHFELZRINT HHBHAEREFAFICH-EL L NAEMNEEOLMFL &
L5 (Doérnyei, 2001) Z LD, T ONRWLAE G L X, FEFIEL, K4 EFL #EFIC,
M 2T RO RENFEHHE TMTD (My Translation Database) = [ ¢ 45 fff 35 #1 4 |
ERAEMMOFEmL TE -, ZOMETE, FEHENREIMTH Y TEA TR B H-<CRH
WTeERIp EDDIEATEHEXIIREBE, MAORT Ly Ro— MIEL TV, i
X, e OBERE R T ORRIIEY — N TFHRAE D) b v MOOVEESEISHLE
LOT, BIRAEY &1L, BECIToTEHREA Ny 7 LEMHAT Y —LTHD, 20
MGHE L TCAT Ly Ry — N CIERR L7 HEMNREZTEH T 2HRE L 2V,
ARFEEIINERD MTD OXERT, URTHT=Z L7 7 A Vv EFA L, MBI ERBEZ
ERE - R ST, FHoF M &M ROFURNICEE T EF 22 EMT LA L

132



FrIA T 7 ANKEY = VR L B 2 S IR3EI 8 MTD  (H 335 f#314E)

THHRPBH AN THDLIEEAT, /A~&52%, BHEOEEEE=2) 7T 57k
E, EHIZHMONARRERL LRB IR, ZRICMA, SEOERETIE, HAELARE
fbe o8-S IZA%) (Dornyei, 2001) & IdHFiELEML, A F7A4 07740
H Y — /D Google Spreadsheet % i - 7=tk BAR OFRE Y, FEH O B AR HECEHK
ST S D % FREE LTz,

2. BATHRSE . BEEEZRTFEE

ICT BNHEL, FEFITXEFRERE FRICAFTELORHFRIZR o7z, ZHUTHEY, #
Fo&EENL, T#H2 51 6 HE) ~EET 2 & F5bhit (1WA, 2020), T#H#EE) 20T
R TR | (77 VT —2— [ x &2 — ] [HEEEE ] 7 Ox BN R
LA ELEDLNLTWS (HEH, 2005), ICT OIEFMIIAEEREE 0K S T 2 LS
LHEVWHIHESLHY (Adolphs et al., 2018), T FHMOA L T4 U REOFEEL —KH &7
D, BENNFE~OICTIERAITE T EIIETEE59, khbRENFEE LV Z
1, BEOTHOMGEE WV o TR HAT D O RIZES S KEHl 2B E NS (KH - fEH,
2011), LU, EMTH—C T 4 v 7 REFEA 7y b FEMITHN D REEFEFITE
RENBWVHAEA D D (A, 2016) WO MELH DL b, FEHHAOBEMEICHEE
LN EBICIBERDODEBE 6N D,

HAEMZMR I, xR FEREDTHLESONTHEN, EARERIDIE, FH
NEXCHIEEZBERTIHHESZEEAFICEL-ZE S 2L TH D (Holec, 1981; Dornyei,
2001), ZDIEh, EEO AL, FEEROLE, M EOHZEVLCEOE VLB S
FIZHETH D & D (Dérnyei, 2001), A OEZRZE LT, kil (2012) 1%, FEHFIX
HIZESMTE RO DEARH Y, BHOUSNOFEEOHFEEZ AL T 52 & TFEER
LSRN EZEL, FEIEBOEE S TN IS LRI TN S,

3. EERFE

AREEOSINE L, AEFROBRPUZEZBET DHEBEHEL (FICHGE) ORPE
EFL 28 # 2-4 FA4 94 N (27 T A :45/49 \) T, BIEEKIL TOEIC550 mLL b, 55
DOEBPEIL T CEFRBL L)L Th o7z, REHEIE, SEHGEMRLRIE) & L TiEMT
HBILTHEY, BIROZAF v ETE R RE NN EAZERAME LTS, YZOEESN
FEZ, 1M 14 BEO S 5 12 B8ETHRTE,

Google Spreadsheet # VT4 27 7 A2 1 DDA Ly Ro—bhaERL (K1), &%
BEIIZ L ODOY— b E2FID YT, HEHY =L, MBEICHSHPANLEZLD 2%
B HIBRSND LW ERMER D D72, KFEHIE T — M2 RE] OFREL v,
HBorD v — MOMEMHREB Y EHMOALITHRESEZ, A7y Fv— AT, o
FEZEDO— MIRMETERVWRHET D Z LIXWRETH D,

Hr— MaiE, RELE-HEMOREE, 24 by, HARGER (FHARLY), JiE, FEFE
REOFEPRAEETLASYE, BHO/ V2RI 10EE L, ERIFIARLE LA, #ANT
BEOMB ORI, £REELZTF = v 7 LIERFEONEZ 272,

FEEBITRRA - HERERO 7 v 7 — &7, EFEE#EEIC OV THN LT,
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X 1

FEEZDPIERK L 7= MTD D p)

No. Source Title BB English Note
1 TEDxTalk How to sound smart in your TEDx | & & CARICAD %9, I'm going to really beckon. beckon.. FBE. AET 2
wk2 1 Talk Will Stephen TED x New York
2 5 1oL LI ON—RERELET, [And now I'm going to slow things |slow things down .. N—2% %&£ 9 (C Z CRED R
down a litle bit. E-FEZETEWSERTEDNTVSA, BT
#% Ethings DES & XKBRIC & > THIKT 35 DHE
(5118-24) 2 HPoTW3, )
3 AE>TESEDBIAND AL, Life's a roller coaster. NEBEABCRERESNLD, EAENSENE
HoTER D, Iy hI-RF—D&>TH
3 BEHTIDLSBERDEPNT NS,
4 4 Queen Bohemian Rhapsody BITRESTHVWWT ERAL. Doesn't really matter to me. matter. BEETH2%
5|5 BORUCHEREDFT Put a gun against his head
66 % Sends shivers down my spine Shivers. Bz _Spine. #. Bt
7 [z Movie TSI EREBR BECBSATI R, [You're replacing yourself.
8 [MpBh-tez ks 2b. I will pretend you did not just ask me
8 that.
9o E>ETHRLIIY &, not to mention a legend not to mention... & 5 £ C /&<
10 ZORBICHL T > 25/ THT 5> TLNS |Amilion girls would Kill for this job. _[Killfor..~ D7 &7 > 7 5 CHF &
10 ZOFHNAEAEVWBD,
n [N RN EBD, She's on her way.
1212 SRBEESIEHHT | Gird your loins! loins...
wks 1 [13 TEDxTak AR LREREBEIE BHIICRBETI B [And to you unbeknownst to.. LG A Flc, MENTI
14 BETETEY Your heart might be pounding pound(EB)F)DMBEE LT, throbZEHH#IFS N
612531) 2 %
15 | Video from Youtube [iPhone Keynote 2007 by Steve | &50D ¢9 1a, [Are you getting it?
3 Jobs.
4 [16 TEDxTalk |7« 77— IDNEMS T DIV LA NIRT TP TR, She came in totally defeated.
5 [ 17 T TRWBNEAMC P BVATT, I'm not supposed to be here. be supposed to. J BRI e, THTEBTNS
18 7;?)[;'(“’95&?_‘?0)'{‘137&( (7Y %L TP |Don't fake it till you make it.
6 9%
7 [T ErEETTre e [Fmprr———
FE 3 gno- an- &12- aB3- B14- &15- B17- G166~ 1B B19- B20- >

T

4. REEE

41 NELRHOK

AEETAT Ly Ry— MIE LIZRIAOKER LITR LI, 27T 2D b= L%
7T AN 6,127, 7T A2M6,503 Thole, DFD, W27 T X 6,000 %2 5HRINA
STV TARKOEHRENTEIZLEVWI Z LT D, MBHIELME XX, BOET TIER
SHFENRLELIZRALF—U - N THETILENTE, A7y Fr— 2R E2HESH
RAETVDOEIICHE) ZENARETH D, EHEREAOEE T4 12 B /v~ 120 {E#IZ
)L, Mz I7AELEL /v EBLZ, TOEGIEEH LB, 77 A 1122005 % 5
FEEBENS AN, 7T A0 THhoTn, £ T, FRHEHEDLZFZEHEN VDG E,
DL BEEZEDOESITICHERS L0 ENVIHET, DzEiroiz,

#1

MTD #5758 — JREE L = KB D H

Max 200 1
n M SD  Min . Total (class)
LLLE (n)
77 A1 45 1362 494 13 240 5 6,127
77 A2 49 1327 278 0 182 0 6,503
77 A1+2 94 1344 395 0 240 5

A 12BEO V=T 120 {H

FPTE, FICHEIZEEPONITEBIZEETINC O N ToONMT5 &, £1 Tids
T A1 DFNFEENIFEND, 27T ADENGHEN /2L, 7T A 1 OFFPIERERZEITILN
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FrIA T 7 ANKEY = VR L B 2 S IR3EI 8 MTD  (H 335 f#314E)

DRBHDHZ LMD, ERHLDL LIS ARV, 2 TIE, Z77A1DOHIZ ) V<Ll FO%
BENL NN, 77 ARENRICEE FEEICEBISNEZDIT TR0 E NS 2
EWRbnb, T, WL, Zo28FED ) Vv RERELRE, £H AT,

#2

MTD #5582 — 2~ 3k L 7= A #
n SANLE (m) A~ ELF (m) 200 L (n)

75 A1 45 34 (75.6%) 11 (24.4%) 5
75 A2 49 43 (87.8%) 6 (12.2%) 0
75 A 142 94 77 (81.9%) 17 (18.1%) 5

3L, /INVEERLEFEFEOLOEHTH DL, FITHESZFEEEDZ NI TR
I OB 0 FHREND, EEFRZEOME S &<, 200 UL EOFRREE > 72 5 AR FY
ZEFTHWHLEEZLNLDT, 205 NERWEEF LITo (R4, TOME, 77
A1 E2OFHI N 0IEL R, My T AEL, FHEN v ERELS BRI,

KEDOZBEZFN )N~ EER L, FHAR ) V~x2 KRELSBZIZ2 LD, FEFILRE
S B & LT MTD 2 BEMICIE 2, BMIICID AL EBZ b D, ZOREN,
WHIZEHET 200, BEEZRTHRELS 2200 ERIET 5720, KIZ, EEHET v
g— &L,

#3

MTD 5 — RIE L KB DE : /e~ W LT FEH D*
n M SD  Min Max 200 L[ (n)

77 A1 34 1553 353 120 240 5
77 A2 43 1395 169 120 182 0
77 A1+2 77 1465 27.6 120 240 5

# 4

MTD i — IREL =B DF - 2~ FFEE L, 200 LT DEEEDHA
n M SD Min  Max
77 A1 29 1434 214 120 185
7T A2 43 1395 169 120 182
75 A 142 72 141.1  18.8 120 185

42 EBR®BT r— b
RO BN OESMITE LT, 4B MR CTRA-727 v 7 — FOREREFE ST/,
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FLATFY BT

FERBEORBAMEL TRIRT 2 2 ENEARL S5 (Holec, 1981; Dornyei, 2001) @Y, & 5
D13 DOLHITFEFIL, BOTEEHAREZRDDLZ LIZFEEBREE L TCWDE, iz,
AENEEE 10l 2 v~ZRDin, ZHICHEEMW, o, 70 FE TR TH MTD
RET T D FEEEN 3 @2L<b\71 WH DX, Ak BN THE

BEBEPHLBREOREY Z/F->THIFTIX, BHTH AMERNZREE ST R ARETE LT
T-D7E LR TE D,

ABOERKETHEAE—FE2HEIITHT-T, ZFHEPADOFEOET 2O FEEFIC
RoNB0EFFERNOTIERNNE NI LN D 5 72h, ThEBTTE L& 2585 1X
8.7% T, IFLAEDFEHENBHEVOFERR AT HLICHEENTHDL Z b,
STz, FT2, BRDO X YA ERNE N -T2 T A 1 OFR, HO%AED MID b /T
BT EEZEREENE NN (7T A 1:682%; 7T A 2:61.7%),

#*5

MTD #5Z — #RA T r— b (n=91)

(KZE) €I85

BfEMIiCoOWnT

. FEHITLHRBUIE D TEREONB NN 84 (92.3%)
2. FEILHIRBUIHEIH OO 52 bz 2n 79 (86.8%)
3. G205 X0VEASTRAERIOFNEZ TS 87 (95.6%)
4, RBEZELI LT CHLIGEZF TN D 63 (69.2%)
5. IR0 E VI RDENTZ I AR HDLONE o7z 77 (84.6%)
6. MTD %#<X°> T, Hii& Y EEITHEGEITAN DRI 2 72 80 (87.9%)
7. BREOFBE TR TH MTD ZHil 720 59 (64.8%)
8. MTD X HEFERENICN RN B - 7= 74 (81.3%)
H*EHITHOWNT

9. fthdFAED MTD WAL 42 2 OIXEETIX 20 o 7 84 (92.3%)
10. DA MTD & L CEE L= 59 (64.8%)
Y =T DN T

II.MTDERRICA T Ly Ry — &I DI VWWT A F 777 86 (94.5%)

BRI REZ S-S - 2585 - HEVZ S By - <2 ) Bbin

LT v — hTix, BfEEICET 20T, /AR H o7 TEBIZR DR
FTLERKEKXEONTZZ L, BOTHERLOEZRRLBELARNPLFEEHTEZE 0o
Tea A MBS o7, THAREZERANMMOBRETH TS 2 EEB L) TKRIZFECERIC

SoMICHAORENK U DN L, AN TRINT S Z & ORBRSCRLIE~ DK
DT bbb, BIEWILFEE~OBESITIc Rl L Bbh D,

HKHIZET20THE, MEOARRTHEINE THG~OEMLENEENT) Mo A

WCATTICEEAD ER-oTCT)EF_R—vardimowbhién)saxX sy vR3bot, T2
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FrIA T 7 ANKEY = VR L B 2 S IR3EI 8 MTD  (H 335 f#314E)

S EAMDAEENFER 200 CTEDTERILLEI &, MEOHL KR LOD L HITEL
L1l EnoaXxr bbby, HEZEBELEZFOEVWEEBA T, WEFEHE L TOEREREL R
THLOTHoT, 2OEFD, ERELAETCLELEEVICSWREE 7 7 A L 02T
AONTEBEICTED] [5FE TR 774V TTSICRZD ) Mo 2AED
HHERONALZEEHEVRVOTEHEERAAR] Loz, HHILWICTY—LELTO
HEHAZELT-ax My Ho T,

5. ¢

AREEROAKOMNTH S TWEMOMEN, FEHF OB RERESCEE ST IZhERN
HOHMN IZHONTIE, HERELHCERR, FE T nw2ordit, EAFL2E LLF20E
W EOEND, L OFERFTOBEEMESNEESTFICTHE LB LN, EN
bol-t =525, 7277 L, Google Spreadsheet Z#fJ O THEH L7z HENIZ LA LETH- T2
b, TOFBERLFIENMEN O HIK Ao CGIREICIY M7= 2 &b, HEMZRKIEG
D—=DTholtlbbEIAbND, LhL, SFETHAONELY EZONTLY LnoloxXHE)
7R FEICIEN TV D FEETEH, P AENICREICIRY M 2> Tk, B
HFIFE~OBKERF> TVD 2L b ARDOEK ThroTz, 72, RULREELZITTND
Pl E DB ZEV - TGV E VWO RT, WARBREDOT AT IXLEEL—FHE
ThbdLRMBETE,

ARERET, HHRE, FERE, 2HERE, PHEAGOBROFEMANL 5261 T
BV, BEMEEHLELTCOERIZLWMIELTWEDR, ETH-TZ0bERE -T2 L
EEZOND, KRYOBEWTORAENTEHARTIREL Ko ERIET 2709, HHEE
DBEMFAEIZL DT —FINELEHORELE Lz,

51 F TR

FRILE (2012). TRZBIEHTICR T 2 AEWEFEH EOHER L B [ RIERF RSB
il 36,197-206

At —(2016). TA R ARFAEDRENEEFEA LT T V—ITHT 05 Bawr
EATPNGd =

i FE - (2005) . [528 35 0 AN 2 B L 7o B AR 20— A28 T D #hl o2& EH—2 5
BT 2 AREE a—2ARBEOMEELKS ) [ &30t 12, 59-77.

WHEE-REE T.AT =7 (2011). TR RFEARFEZEST 20OV =27 v — b
[Learning How to Learn & B CLaFfli KD ERIC DWW T TEEB R FEEE® ¥ —#d
2 AR 1424

IWARLEHE (2020). [T W) Obhw ] T

Adolphs, S., Dérnyei, Z., Glover, T., Henry, A., Muir, C., Sanchez-Lozano, E., & Valstar, M. (2018).

&
H_

Digital innovation in L2 motivation: Harnessing the power of the Ideal L2 Self. System, 78,
173—185. https://doi.org/10.1016/j.system.2018.07.014
Dornyei, Z. (2003). Motivational strategies in the language classroom. Cambridge University Press.

Holec, H. (1981). Autonomy and foreign language learning. Pergamon.
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1. FIfTiBE
JACET BHVESCHRIISTR A BICHIERE DA ZRILL, b > TEOWIEEE D E i
B 5~ MRIEEZTITT 5,

2. HITHD AT
AieE o4 Mix [TACET BIPEZ##C %] (JACET Kansai Journal) &9 3, ¥, &5 31
ATFIFT X 0 ke & 9 2,

3. FliTHOARRE
[TACET BHVESZHRFCE] 12, fefmiliin i ORB Rt % 18 d 5,

4, REREZERDHRE
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5. HiTRRE
[TACET BHPESGERAC S ] o FIfT#EE X, JACET BAECE PR CRYU T 5,
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BRcb T &M & LTED 2,

7. REDHE
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JACET Kansai Journal Publication Policy
(Revised December 1, 2017)

1. Aims
JACET Kansai Chapter’s journal serves as a medium for publication of research by its

Chapter members and thus promotes research activities.

2. Journal title
The journal is entitled JACET Kansai Journal (JKJ).

3. Contents of Journal
JACET Kansai Journal (JKJ) publishes submitted papers, invited papers, and other works.

4. Establishment of the JKJ Editorial Committee
JACET Kansai Chapter establishes the JKJ Editorial Committee to publish JACET Kansai
Journal (JKJ).

5. Publication expenses
JACET Kansai Chapter bears publication expenses of JACET Kansai Journal (JKJ).

6. Submission guidelines
The JKJ Editorial Committee determines submission guidelines and procedures for JACET
Kansai Journal (JKJ).

7. Amendment
Amendment of this Publication Policy (Japanese version) will be subject to approval by the
JACET Kansai Chapter Executive Committee. The English version will conform to the

Japanese version.

Established December, 2008
Revised March 7, 2015
Revised December 1, 2017
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[JACET BfaXZB42 =] (JACET Kansai Journal) 1¥faE4E

(2019 4F 11 A 11 HIE)

Flx BRECEH

1IE % %R I 3 C JACET Bl B oA iR b s\,

20 777L, H2FEHUTIE, MSZEIcATET 3 JACET 28 TH-Tdh L,
3 HfMER L ELETE CHER2BORMNDE D 256, BRI IR0,

F2% BREROEH

13 fhEEicfmd b U < IMBES I 83580 & o [ 0 5ehm 13580 7 v,

2 F—A\%HE1EFE LT 2EBOEROERITFED R0,

3 FHEFRFTOMOH (FRE—) BRI ARIIEENR & 7528, FEiEKREICOHE
(F22—) REOFEEZ FHECTEHT b0 LT 2,

E3% BREROER
1 SfEERI, KPFICET 2 EERE S L 2 olES T b NADb D LT 3,
21 HRFERIE TR 4 EEHE 35,

(1) WFEaSC (RITETE D 2 478 ICBE 3 2 2 Aliamsl. BIM 3 2 et ic ko &, 8y 22t
FEEHWT, EFEYE 72 ZBEERICHT L WR AR 232 3 o)

(2) 557 — + (HTEHCTE® 2 2RI 219 AR . BE 3 2 efTifgticko%,
Y ge R 2 VT, EREW E 72 3HERIICHT L R R SRR M3 2 3 )

(3) EEGSL (KFEZHICH VT 2 WFEHE O FEMIE BT 2500 MEXESLH ) ¥ 27 LK
FREDOFERICOWT, SITHEHE 2 3mSR 2B A Mo L, B4R
Ao EEROTBRPEERIRR T LIC k), HEWELEEMEORBEICHEST
MR ZERMET 2D 0)

(4) FEEIE (KPEICH T 2 WEHE O EERWE)

72771, HFEkioUI) AEiids e Lk 1 FUUNICHE 2 iz JACET BIFECERAS
BIUEHBRACE T B (KA x—) %K, 73, FAEICE T 2 JACET B
HR T2 (SIG) TOMEBNCRIR T 2 WA ICED L b DIciR S,

A% BREROSE
1 BREEROTRIZLTO®EY &5,
(1) #FZEERC (20 ~— Y LI)
(2) WHge/ — b (10 ==Y LIH)
(3) FEEGSL (20 ~— T LIK)
(4) EEHE (6 ~—LLIN)
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210 HREfoEICE, 24 b, BE, ¥—-7—F, 50K, RERREZ2TTETD

DET D,
3 HKERERBDCIZ2EXAFOBIEER 2 LE X TEEZITIHAED, 1 HITED 2HIR
EHBRIEWC L ET D,

E5R BREROER

106 S IFRGEE 2T AARGE L 35,

21 BREROREICH > TE, KERERZBR0MERT 2 UHFEOKEH T 7L — 1
EEAL, 77— bR EFEAF 2 v 7V R POV NITEEICIES 2 T D (T
VL= RF v 7 ) A MICowTIE, JACET B Y = 794 + 250z &),

3 #FERICHEWT, ERFORALCHE, £/, RABSRIETE 25 HCKCHTE R &I
—YRiHE LA e L, TNOPAZRNEGFNCHAEREOZETEHAL TH L,

Fb6x BROFE

1IH R, Rk s, JACETBWNH Y = 794 F Lot v 74 v 7 +—24 X0
PDEHEE AL, %555,

20H #REEFIE, MR ¥ o, @QBEFEEFRMS Word 774 4) & (b)%2®D PDF 7 7 A A XN
OFEXF 2y 27— DF3 7 7 AL HERERBAEBRUICKRET 5,

3IH RIHTED 2%fE A — L0413 [JACET BP0 Ziiss « K% (B eE4) |
9%, i, A—AKKICKA - FTE WA - EREE - AT FLRAEWET 5,

FTx BREROZE

1 fERERER IR, BRI FimoBEFEF2MElL, LEIGU T, BIE - iz K
DLGEND B,

2IH BIEZR® bh8ih, B, HEiEE T 2 H E cicBEEfEs X B EREE %
T2, HIRICGEN 2G5 IRFREFERL2b 0 & Ak T,

3IH MEREZRBRIL, AISRICHES BEXIAN T2 TH 5 &HMT L 7= Kfiifn 2 A28 ke &
TLILNTE D,

EF8RX BRRERONEE

1IE fFgeimse, WFge/ — b, EEHSUCoWTIE, JHHlE LT3 4 oERRZHICL 2 EBHE2 (T
v, ZORIRESE AR, KEREZERCHL TR DY 21T 5

20 1HITED 2 FHEOEE CIRMERN QL 2 kD 256035 %,

31 1 HICED 2 FEOBR CHEBNRDEBIEZ KD 256035 5, o, #mEi, 1§
EINZH F CIBIEERME X MBEREE LIRS 5, HRICGEN 55 X8R % &
BLEbDEARART,

41 EERECOWTL, ARRRICL2EHIITOT, MEZESCELTRFEEF L AR
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DIERZ T, HEDOHW 21T

51 4ITHICED 2 NADTHERDOBEFECTHIEDBIEZ KD 255605 5,

LS
18

BRERROEFE

[TACET BAVESCERACEE] Icig# & Nz a0 FHFHE AR CRIE S 5,
238 B, [TACET BAFESGHHCE] 1

BRI NS OIAROEE - G - WAz {TH

7T LA, FHICAYROERREZITLILLT 5,

3IH

ATEIC & 0 JERS DR - Foll - DB ZAT 5 513, [ARGR X DO F NI — it ik AR5

EHEYRCRET S BTS20 LT 5,

478

BiEH OB T % KE%ss, [JACET BAVESTHACE ) B h-fim e L £ 1 )

FITPERL X5 925G, FHCAFRDERERZ T2 LT 5,

51H RIHDKED B - 7255ty
6 18

FI0% AEBEDHE
AREHOLBE I EREZBRICHTT I,

AL, FATHR1IFEUEREL 2 Dic oI L R
FU~DIEREZRD L L L L, REIT
BiRE X, SREERSRIR - gl I ngh, Lo 1H~4HE TRL 2L AR T,

R L v,

2005 4 6 AlE

2007 4 6 HeE

2008 ¢ 12 HeoE
2009 4F 7 A 25 HSUE
20114 6 A 5 HYUE
20144 3 H 8 HWE
2016 4F 2 H 24 HSGE
2017 4 12 A 1 HSUE
20184 5 H 5 HE
2019 4E 11 A 11 HE
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JACET Kansai Journal Submission Guidelines

(Revised November 11, 2019)

I. Requirements for contributors

1.
2.

Authors must be JACET members.

If the first author is a Kansai Chapter member, coauthors can be JACET members of other
chapters.

Manuscripts can be submitted by Kansai Chapter members in good standing who have paid

their dues for the current year.

. Requirements for manuscripts

All manuscripts must be original and must not have been published elsewhere, nor be under
consideration for publication (including overseas journals).

Only one manuscript can be submitted by each contributor as the first author.

If the research has been presented orally or as a poster and this is so indicated, the manuscript
can be considered for publication. However, presentation details (location, date, and name of

conference) must be included in the submission.

Ill. Manuscript type

1.

2.

Manuscripts should be related to research on English education at the tertiary or other levels.
Manuscripts regarding other relevant areas are also accepted.
Four types of manuscripts will be accepted for submission:

(1) Research Papers: Academic papers concerning any research field(s) stipulated in III-1,
which contain sufficient review of existing literature, employ appropriate research methods,
and provide new empirical or theoretical findings/insights;

(2) Research Notes: Short academic reports concerning any research field(s) stipulated in III-1,
which contain sufficient review of existing literature, employ appropriate research methods,
and provide new empirical or theoretical findings/insights;

(3) Practitioner Papers: Academic papers related to practical research on English education at
the tertiary or other levels, which contain sufficient information of theoretical background
or previous practice examples, offer innovative practices or provide concrete evidence to
help promote a deeper understanding of practices, and thereby contribute to educational
improvement and practical research development;

(4) Practitioner Reports: Reports on the content of an oral or poster presentation at a JACET
Kansai Chapter Convention or a JACET International Convention that was made within

one year of the submission deadline / Reports on activities undertaken at JACET Kansai
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SIGs which have occurred up to one year prior to the submission deadline.

IV. Manuscript length
1. Manuscript length should be as follows:
(1) Research Paper—no longer than 20 pages;
(2) Research Note—no longer than 10 pages;
(3) Practitioner Paper—no longer than 20 pages;
(4) Practitioner Report—no longer than 6 pages.
2. Manuscript length includes title, abstract, keywords, references, and any figures, tables, or
other materials.

3. Revised manuscripts cannot exceed the manuscript length stated above.

V. Manuscript formatting

1. Manuscripts can be written in either English or Japanese.

2. All manuscripts should be prepared using the current template and format checklists prepared
by the JACET Kansai Journal (JKJ) Editorial Committee (For the template and checklists,
please see the JACET Kansai website).

3. All manuscripts should be prepared without the author name(s), affiliation(s), or
Acknowledgments which might reveal personally identifiable information. Leave an

equivalent amount of space for adding the information later.

VI. Submission

1. All contributors must complete a submission form on the JACET Kansai website.

2. All contributors must send three files by email to the JKJ Editorial Committee office: (a) the
manuscript as an MS Word document, (b) an additional copy as a PDF, and (c) the format
checklist prepared by the JK]J Editorial Committee.

3. All contributors must use the following subject item template for the email message: Paper
submission to JACET Kansai Journal: Corresponding author name (corresponding author
affiliation). Also, the email message should include the following information: Author

name(s), author affiliation(s) and position(s), manuscript title, and author’s email address.

Vi

1. The JKJ Editorial Committee may request contributors to revise their manuscript.

. Acceptance of manuscripts

2. Contributors must submit their revised manuscripts along with revision notes by the deadline.
The JKJ Editorial Committee does not accept late submissions.
3. Failure to follow the JKJ Editorial Committee’s requirements could result in a rejection of the

submission.
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VIII. Review of manuscripts

1. Research Papers, Research Notes, and Practitioner Papers are subject to peer review by at
least three scholars. The JKJ Editorial Committee will decide approval of manuscripts based
upon the results of the peer review.

2. During the review process, the JKJ Editorial Committee reserves the right to request a change
in the manuscript type.

3. During the review process, the JK]J Editorial Committee reserves the right to request the
revision of manuscripts. Contributors’ failure to submit by the deadline will be considered a
withdrawal.

4. Practitioner Reports are not subject to peer review. However, the JKJ Editorial Committee
will ensure that all requirements are completed and that contents follow the JKJ standards.

5. During the process described in VIII-4, the JKJ Editorial Committee reserves the right to
request the revision of practitioner reports.

IX. Copyright

If the manuscript is accepted for publication in JACET Kansai Journal:

1. JACET will hold the copyright for all work(s) published in JACET Kansai Journal.

2. Anyone, including the author(s), who wishes to reproduce, reprint, or republish the work in
JACET Kansai Journal, must obtain permission from JACET.

3. Anyone, including the author(s), who wishes to reproduce, reprint, or republish the work in
JACET Kansai Journal, must clearly state that JACET holds the copyright.
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