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Abstract

This study presents and evaluates a 15-week hybrid English education model designed to foster global
communicative competence and Intercultural Communicative Competence (ICC) in 12 Japanese
university students. The pedagogical model leveraged a suite of intelligent technologies for structured
knowledge management (NotebookLM), adaptive practice (English Central), and performance analytics
(Progos Speaking Test), complemented by authentic human interaction through five one-on-one
conversation sessions with native speakers. This dual approach yielded significant gains, with quantitative
and qualitative results demonstrating measurable linguistic proficiency; the majority of students achieved
a one-level increase on the CEFR scale in the Progos Speaking Test. Furthermore, post-course
questionnaires revealed significant affective and cognitive growth, as 90% of participants noted a positive
shift in cross-cultural sensitivity and 80% reported an expanded worldview and spiritual perspective. This
study demonstrates that the hybrid framework, which successfully combines the structured support and
scalable, personalized feedback of Al with the nuanced, authentic practice of human interaction, provides

a potent, replicable model for cultivating globally competent communicators.
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1.!" Introduction

The integration of artificial intelligence (Al) into
education requires delineating its role in augmenting rather
than replacing human capability (Kim & Lee, 2020). While
Al excels at structured tasks, it lacks the capacity for empathy
and nuanced expression. This study explores a pedagogical
model that preserves the depth of human interaction while

responsibly leveraging Al to foster cross-cultural competence.

2.!' Theoretical Framework
The curriculum rests on three pillars:
1. Socio-Cultural Theory: Following Vygotsky
(1978), knowledge is constructed through social

interaction, making authentic dialogue indispensable.

2.!' Intercultural Competence: Using Hall’s (1976)
Iceberg Model, the course engaged students with
"Deep Culture" (values and worldviews).

3. Philosophical Frameworks: Inspired by Rom
Harre and Prof. John Lennox, the study encouraged
exploring unobservable phenomena (e.g., spiritual
values) to deepen intercultural understanding.

The strategic integration of artificial intelligence (Al) into
modern education demands a clear delineation of its role in
augmenting, rather than replacing, human capability. This
study addresses the core pedagogical challenge of balancing
Al's logical efficiency with the irreplaceable elements of
human communication. While Al excels at structured tasks, it
fundamentally lacks the capacity for nuanced expression; as
has been noted, “Al cannot express humor, the beauty of
humility, or the subtlety of irony and sarcasm.” This research
therefore explores a pedagogical model that integrates Al
tools responsibly while preserving the depth of human
interaction (Obari, 2024).

The study was guided by the following primary research
questions:

o/ What are the distinct roles of human teachers and Al
in EFL instruction?

o/ Does Al help students to develop cross-cultural
competence?

3.] Methodology: The 15-Week Hybrid Model

The study’s design systematically integrated
technological tools, authentic interaction, and phased learning
objectives to evaluate the hybrid model's effectiveness in a
real-world educational setting. This section details the
participants, curriculum structure, and assessment protocols.

3.1 Participants and Setting

The core case study was conducted with a cohort of 12
Japanese university students at Globiz Professional
University (GPU) over a 15-week academic term from April
to July 2025. The statistical analysis presented in Section 5.1
incorporates data from an expanded group of 18 participants
who completed the same pre- and post-course assessments.

3.2 Curriculum Structure
The 15-week program followed a structured, phased
approach to build skills progressively:

1. Weeks 1-4 (Foundational Leadership): The initial
phase focused on foundational concepts, including
cross-cultural IQ, global leadership principles, and
ethics.

2.! Weeks 5-8 (Cultural Interaction): This phase
centered on practical application through five one-
on-one conversations with native English speakers
to foster spontaneous speech and cultural
adaptability.

3. Weeks 9-12 (Advanced Concepts & Practice):
Students engaged with more complex topics,
exploring diverse worldviews and refining their
presentation and discussion skills.

4.! Weeks 13-15 (Final Presentation): The program
culminated in a final presentation, where students
applied the full range of linguistic, intercultural, and
technical skills acquired throughout the course.



3.3! Integrated Technologies

The program incorporates a range of advanced tools to
enhance learning and assessment. NotebookLLM supports
knowledge management and idea structuring, helping
learners organize and refine their thoughts. English Central
provides adaptive speaking and listening practice tailored to
individual needs. Progos Speaking Test delivers real-time
Al-driven analytics for speaking performance. CASEC is
used for pre- and post-course assessments to measure
progress accurately. Finally, PeerEval offers a digital
platform for structured peer feedback on student presentations,
making evaluations efficient, transparent, and data-driven.

4. Results
4.1 Quantitative Analysis: Proficiency Gains

Paired T-Tests were conducted on data from 18
participants (N = 18) to compare pre- and post-course scores
from the Progos Speaking Test and the CASEC assessment.
As shown in Table 1, the Progos test revealed statistically
significant improvements (oo = 0.05) in Range, CEFR
(Overall), Accuracy, and Fluency. Improvement in Phonology
was not found to be statistically significant.

Table 1: Progos Speaking Test Paired T-Test Results (N =18)

ltem Mean - | Significance (o0 =
Difference statistic [value |0.05)

Range 1.44 3.363 10.0018[Significant

(C(;EVF;;H) 0.61 2650 [0.0084 Significant

Accuracy 0.72 2.496 10.0116 [Significant

Fluency 1.06 2.078 |0.0266 |Significant

Phonology  [0.61 1.571 0.0673 |Not Significant

The CASEC results, displayed in Table 2, also showed statistically
significant gains in Total Score, Section 2, Section 4, and the TOEIC
and TOEFL equivalent scores. Improvements in Section 1 and
Section 3 were not statistically significant.

Table 2: CASEC Paired T-Test Results (V=18

in English. These findings suggest that the hybrid
model fostered not only linguistic improvement but
also significant personal and intercultural
development.

5. Conclusion and Pedagogical Implications

This study demonstrates that a hybrid framework that
strategically combines Al's structured support with the
authentic communication of human interaction can
effectively cultivate globally competent communicators. The
central finding is that Al and human instruction are not
competing forces but complementary components of a
powerful pedagogical ecosystem.

For educators and curriculum designers operating in the
Al era, the key pedagogical implications are threefold:

o Coexistence with Al: Educators must design
learning experiences that treat Al as a powerful tool
to augment and enhance, not replace, unique human
skills.

e Development of AI Literacy: Curricula must
explicitly teach core competencies such as technical
proficiency, ethical awareness, critical thinking to
evaluate Al outputs, and strategies to mitigate Al
hallucinations through source verification.

e Emphasis on High-Quality Interaction: As Al
handles routine tasks, the premium on uniquely
human strengths—creativity, emotional intelligence,
and adaptability—will increase. Learning activities
must prioritize authentic human interaction to foster
an “inquisitive mind” and build the deep cultural
competence that machines cannot replicate.
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%9 <0.05, *p < 0.01

4.2! Qualitative Analysis: Affective and Cognitive Growth

Post-course questionnaires revealed substantial growth in
affective and cognitive domains. These findings align with the
overall post-course questionnaire cited in the abstract, where
80% of participants reported an expanded worldview and
90% noted a positive shift in cross-cultural sensitivity. A
specific questionnaire on June 26, 2025, provided a more
detailed result:

e Change in Worldview: 87% of students agreed that
their interactions with exchange students had
changed their worldview and values.

e Increased Confidence: 83.9% of students reported
gaining confidence in their ability to express their
thoughts in English.

e Enjoyment of Conversation: 90.3% of students
stated that they now enjoy engaging in conversations

Score Ttem Pre-test Post-test t- . p-value
Mean Mean statistic Technology, 23(1), 45-63.
Total Score 472.33 538.33 -3.006 [0.008**
Section 1 117.17 137.72 -1.535 [0.143
Section 2 114.06 134.94 -3.064 [0.007**
Section 3 127.28 127.33 -0.008 [0.994
Section 4 113.83 138.33 -3.164 [0.006**
TOEIC Equivalent |427.50 493.33 -2.752 [0.014*
TOEFL Equivalent |413.83 439.94 -3.012  |0.008%** https://researchmap.jp/read0044220




Beyond Active Learning:
Adapting the Case Method in English Learning Classes

Yaeko Hori* and May Oo Khin**

*Nagoya University of Business and Commerce
yaeko_hori@nucba.ac.jp

**Nagoya University of Business and Commerce
mayoo_khin@nucba.ac.jp

Abstract

This study examines the pedagogical potential of adapting the Harvard Case Method for English language
instruction in Japanese higher education. Despite national policy initiatives promoting active learning,
English classrooms often remain teacher-centered and test-oriented. To address this gap, a three-year
action research project was initiated at Nagoya University of Commerce and Business, with the first cycle
conducted in Fall 2025. The study focused on beginner-level students enrolled in TOEIC preparation and
English communication courses, exploring their perceptions of case-based instruction and associated
linguistic, cognitive, and motivational changes. Case materials were based on authentic, contextually
relevant scenarios, including grammatical misunderstandings and everyday decision-making tasks. Data
were collected through informal interviews, classroom and written reflections. Findings indicate
increased student engagement, improved retention of vocabulary and grammar, and greater willingness
to express ideas independently. Additionally, students demonstrated an enhanced reflective awareness of
their personal goals and the real-life applications of English. The results suggest that a case-based
approach within an active learning framework can support language development while fostering critical

thinking and learner autonomy in Japanese EFL contexts.

Keywords: active learning, case method, action research, English language learning

1. Introduction

Active learning has been strongly promoted in Japanese
higher education to enhance students’ critical thinking,
communication skills, and learner autonomy (MEXT, 2012).
Despite these policy initiatives, many EFL classrooms,
particularly those related to the TOEIC, continue to rely on
teacher-centered and examination-focused instruction (Sato
& Oyanedel, 2019). The case method, originally developed at
Harvard Business School, emphasizes experiential active
learning through discussion of authentic problem situations
(Christensen et al., 1991). Although widely used in business
education, its application in Japanese EFL contexts remains
underexplored. This study investigates the use of an adapted
case method in beginner-level English communication and
TOEIC-related courses at Nagoya University of Commerce
and Business (NUCB), an AACSB-accredited institution with
a diverse International Studies program representing students
from 75 countries.

2. Literature Review

Active learning engages learners through collaboration,
problem-solving, and reflection, promoting higher-order
cognitive processes essential for language development
(Devira, 2020). However, research indicates that Japanese
university EFL classrooms continue to favor lecture-based
instruction despite policy support for active learning (MEXT,
2021; Sato et al., 2020). Among alternative approaches, the
case method has been shown to foster critical thinking, learner
autonomy, and real-world application of knowledge (Hou,
2019). Studies in EFL and ESL contexts suggest that case-
based and problem-based learning can enhance
communicative competence and critical thinking by
encouraging contextualized language use and collaborative
inquiry (Hmelo-Silver, 2004; Nae, 2019). Nevertheless,
empirical research on adapting the case method for beginner-

level Japanese EFL learners remains limited.

3. Methodology

This study adopts a qualitative action research design
to examine the implementation of an adapted case method in
English communication and TOEIC-related courses at NUCB.
The research follows a cyclical process of planning, acting,
observing, and reflecting over three years (Creswell & Poth,
2018). Preparatory work is conducted in Fall 2025, followed
by two intervention phases in the 2026 and 2027 academic
years. Data collection for the Fall 2025 includes informal
interviews, classroom and written reflections; for the
following years, classroom observations, fieldnotes, student
reflections, questionnaires, interviews, and group discussions.
Data are analyzed through thematic qualitative analysis,
supplemented by descriptive quantitative measures to
examine changes in learner engagement, language use, and
communicative competence across research cycles.

4. Research Context, Research Participants, and Case
Materials

The current preparatory research was conducted in two
types of courses for the initial cycle: TOEIC Test Preparation
(beginner-level)  (hereafter, the TOEIC class) and
Communication (beginner-level) (the Communication class).
Class sizes ranged from 20 to 30 students. Participants were
students enrolled in these classes. Three cases are generally
used in a term (seven weeks or fourteen weeks). Students
complete pre-class readings and respond to questions,
followed by group discussions and collaborative tasks in class.
Two adapted examples (initially created by our colleagues)
include: “Lost in Translation: Prepositions and Spatial
Thinking; Understanding Prepositions of Place,” which
addresses a common learning challenge regarding the uses of
prepositions. A protagonist, Kenta, a Japanese first-year



student, and his American friend tried to meet but encountered
a misunderstanding caused by differences between “at the
station” and “in the station.” Another case used in the
Communication class was an article titled, “Using E-books
and Paper Books in Japan.” This case explores technological
and cultural factors in the contemporary world in which Al
technology is increasingly embedded in our lives. After the
discussion, “APA style” was introduced as part of academic
literacy to find information and cite it appropriately.

5. Research Findings and Discussion

In this section, we share some of the students’
comments and reflections and discuss their implications. In
the case of the TOEIC class, instead of teaching prepositions
through isolated grammar drills, we embedded them in a real-
life interaction between Kenta and Mike. The
misunderstanding about where to meet seemed to have
stimulated the students’ perception shifts. One student said,
“At first, I didn’t understand why we needed the case method.
It’s not useful for the TOEIC test. But gradually, I found I
could memorize new vocabulary more easily after doing the
case.” This suggests potential SLA benefits as learners
recycle input through meaningful tasks. Another student
commented, “Toward the end of the term, I started to see the
class differently. I want to find a job I truly want—and I want
to become a better person.” This shows a shift in perception
from “getting a good score” to thinking about one’s own life
goals. Another student said, “The case method is beneficial to
envision what comes after the TOEIC score.” This indicates
broader motivational and identity-related effects, even in a
test-focused environment.

In the case of the Communication class, the students
examined the real-world trend shifting from paper books to e-
books by comparing the advantages and disadvantages of
each type of book. This theme is familiar enough for
beginners but conceptually rich enough to support meaningful
discussion. One student expressed, “I want to learn how to
articulate what I think so I can discuss the case more actively.”
Another said, “I want to do more! I love it!” These comments
show increased engagement. There were some students who
noticed skill-development benefits. One student mentioned,
“I need more vocabulary to make arguments.” Another said,
“I was glad to learn how to search good information to
support my ideas; the APA style is very helpful for my thesis
writing.” These reflections highlight the potential of the case
method to nurture not only language skills but also academic
literacy, confidence, and argumentation skills—all within a
beginner English class.

6. Conclusion

The current study is an initial cycle of action research
positioned as a preparatory stage. Thus, there have not been
enough data to draw definitive conclusions regarding the
effect of adapting the case method in the English learning
classes. Nevertheless, some significant findings emerged.

(1) Increased engagement and linguistic understanding

Even in a beginner TOEIC class, the case method enabled
students to move beyond memorization and motivated them
to articulate their understanding in their own words—an
essential component of active learning.

(2) Perspective-broadening and personal reflection
The cases encouraged students to reflect on broader issues
beyond language learning. Several students noted that

engaging with real-world scenarios prompted them to think
about their career goals and personal values, indicating that
the case method supported deeper personal insight.

(3) Enhanced motivation and academic literacy

Particularly in the Communication class, the data
demonstrated how case-based tasks can support academic
literacy development alongside communicative competence.

Therefore, as the next steps in the action research, we
plan to expand and refine the approach. The underlined
elements—such as decision-making, real-world application,
and perspective-taking—will guide further development of
the case-method curriculum. In this way, we aim to achieve
our long-term goal, which is to explore how active learning
can be meaningfully implemented in English language
classrooms in Japan and how case-based instruction may
contribute to students’ broader growth as individuals in an
increasingly complex global environment.
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Abstract

Large Language Models (LLMs) often provide default corrective feedback that focuses on surface-level
errors, fostering cognitive dependency rather than critical thinking. This paper introduces “rhetorical
scaffolding,” a framework for designing LLM prompts that helps writers bridge the “gulf of
envisioning,” the gap between communicative intentions and the ability to articulate effective prompts.
Validated through a corpus analysis of 215 prompts and comparative testing across three leading models,
the study finds that rhetorically informed prompts generate feedback of significantly higher quality,
improving rhetorical relevance and pedagogical engagement. This approach transforms the writer-LLM
interaction from a corrective monologue into a collaborative dialogue, cultivating writer agency and

critical Al literacy.

Keywords: Large Language Models (LLMs), LLM-Assisted Writing, Rhetorical Scaffolding, Prompt

Design, Writer’s Agency

1.!" Introduction

Writing is a fundamental component of second
language (L2) acquisition, serving not just as a medium of
communication but as a cognitive process for internalizing
language intricacies. However, L2 argumentative writing
imposes a high cognitive load, requiring learners to navigate
both linguistic norms and complex reasoning. While LLMs
offer scalable, immediate support, their default function
often mimics a “24/7 correction tool.” When writers offload
the cognitive labor of grammar and organization to an LLM,
they risk bypassing the essential problem-solving processes
required for growth.

This issue is compounded by the “gulf of envisioning”
in Human-Computer Interaction (HCI), which describes the
gap between a user’s high-level goal and their ability to
formulate a prompt that elicits a desired output. For L2
writers, this manifests in three gaps: a Capability Gap
(uncertainty about LLM functions), an Instruction Gap
(difficulty articulating needs), and an Intentionality Gap
(inability to evaluate output quality). Consequently, learners
often retreat to vague prompts like “fix my grammar,”
resulting in surface-level feedback that reinforces passivity.
This paper argues that a rhetorically informed approach to
prompt design can bridge this gulf, shifting the LLM’s role
from a corrector to a dialogic partner.

2.! Theoretical Foundations: Cognition, Pedagogy, and
Rhetoric in AI Interaction

The proposed solution is grounded in Rhetorical
Genre Studies (RGS), which views writing as typified social
action. The “Rhetorical Scaffolding” framework (Figure 1)
adapts the classic rhetorical situation, comprising Exigence,
Audience, Purpose, Genre, Context, and Constraints, into a
specification tool for LLMs.

By making these rhetorical elements explicit in a
prompt, the writer provides the “specifications” missing
from under-defined writing tasks. This constrains the LLM’s
probabilistic output to the specific communicative context,

allowing it to generate a “fitting response” that addresses
higher-order concerns (HOCs) such as argumentation and
logic rather than just lower-order concerns (LOCs) like
syntax.

3. Methodology

This study employed a two-phase qualitative design to
investigate how prompt engineering influences feedback
quality.!

Phase 1: A corpus of 215 publicly available LLM
prompts for writing feedback was compiled and categorized.
Prompts were coded as Baseline (generic, low-context, e.g.,
“Improve this”) or Rhetorically-Informed (explicitly defined
audience, purpose, or role).

Phase 2: Using an A/B testing design, L2
argumentative essays (IELTS Task 2 samples, Band <6)
were submitted to three LLMs: Claude 3.5 Sonnet, Gemini
1.5 Pro, and ChatGPT-40. Each text was processed using
both a Baseline prompt and a Rhetorically-Informed prompt.
The outputs were evaluated using a five-dimensional rubric
adapted from the CAF (Complexity, Accuracy, Fluency)
model, adding dimensions for Rhetorical Relevance and
Pedagogical Engagement.
|
4.! Results: The Impact of Rhetorical Grounding on

Feedback Quality

Analysis of the 215-prompt corpus revealed a heavy
reliance on generic prompting. 83.3% of prompts were
Baseline, focusing primarily on correction and fluency,
while only 16.7% were Rhetorically-Informed. This
confirms that despite the potential of LLMs, common
practice prioritizes surface-level remediation.!



Figure 1
Distribution of Prompt Types in the Corpus (N=215)

Rhetorically-
Informed Prompts —f T
(n=36)
Total Prompts
Baseline Prompts
n=179)
!
!
Comparative testing demonstrated a significant

disparity in feedback quality. While Baseline prompts
produced accurate and fluent text (scoring 4.2 and 4.4,
respectively), they failed to engage with the writer’s
arguments, scoring extremely low on Rhetorical Relevance
(1.5) and Pedagogical Engagement (1.8).

In contrast, Rhetorically-Informed prompts yielded
substantial gains. As shown in Table 1, these prompts
transformed the output, increasing Complexity by +2.5 and
Rhetorical Relevance by +3.4 points.

Table 1

Mean Scores of LLM-Generated Feedback Quality by Prompt Type
(1-5 Scale)!

Evaluation Baseline Rhetorically-In  Difference
Dimension Prompt formed Prompt
(Mean Score)  (Mean Score)
Complexity 2.1 4.6 +2.5
Accuracy 4.2 4.7 +0.5
Flow & 4.4 4.8 +0.4
Readability
Rhetorical 1.5 4.9 +3.4
Relevance
Pedagogical 1.8 4.7 +2.9
Engagement
!
Qualitative analysis confirmed that

Rhetorically-Informed prompts successfully constrained the
LLM from rewriting text directly. Instead, the models
adopted Socratic questioning strategies, prompting the writer
to clarify vague claims and consider counterarguments,
thereby fostering metacognition.

I

5.! Discussion: Bridging the Gulf with Rhetorical

Scaffolding

The study identifies that effective prompts
operationalize rhetorical theory into actionable instructions.
Table 2 outlines five key strategies derived from the
high-performing prompts in the study.

These strategies address the intentionality gap by
forcing the writer to define their goals before seeking
feedback, and the instruction gap by providing a clear
structure for the LLM interaction.

Table 2
Five Practical Strategies for Rhetorical Scaffolding

Strategic Prompt Envisioning Gap

. Pedagogical Function
Design Targeted

Moves beyond simple wording to rhetorical positioning. Forces

Instruction, . . h
i the writer to evaluate which feedback best address their revison

Claim Refinement

Intentionality
needs.
Evidence Simulates a Socratic dialogue. Scaffolds the thinking process of
. Intentionality connecting evidence to claims, a key failure point for LLMs in
Interrogation .
under-specified tasks.
. Forces the writer to anticipate and address opposition, moving
Counterargument Capability, . e .
. ) . . beyond a one-sided argument. Develops critical evaluation and
Simulation Intentionality R i
synthesis sKills.
Instruction. Makes the abstract concept of "audience" concrete. Helps the
Audience Adaptation Intenti l" writer identify jargon and assumptions, bridging the gap
ntentionalif - .
v between their understanding and the reader's.
- Shifts focus from sentence-level to essay-level structure,
Structural Coherence Capability, . Lo o .
. 3 addressing a key limitation of LLM feedback that often misses the
Check Intentionality =

global context of the text.

6.! Conclusion

This research highlights that the pedagogical value of
LLMs in writing instruction is not inherent to the technology
but is contingent upon how it is directed. Default
interactions tend to widen the gulf of envisioning,
encouraging passive dependency. However, by employing
rhetorical scaffolding, educators and students can transform
LLMs into partners that foster agency and critical thinking.
Future educational interfaces should act as “prompt
prompters,” actively guiding users to specify rhetorical
context, thereby embedding critical Al literacy directly into
the writing process.
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Abstract

This paper discusses the possibility of applying a statistical keyword analysis, which is a text analytic
technique widely used in corpus linguistics, to English Language Teaching in Japan. It also introduces the
English/Japanese Text Keyword Analyser (EJTKAN), which the author recently released, and showcases
how it can be used to find out features of English writings by L1 Japanese and L1 English students. The
case study has shown that L1 Japanese students’ writing is characterised by significant overuse of first-
person pronouns, expressions highlighting the cause-effect relations, and “I agree/think...” type of

constructions.

Keywords: keyword analysis, EJTKAN, comparison of target/reference datasets

1.!" Introduction

Bondi (2010) states that “[I]exical items enjoy equal
status in the lexicon of a given language, but their importance
varies from the point of view of text. Each individual word
form contributes to the construction of meaning in text, but
only some words are key-words, i.e. words that play a role in
identifying important elements of the text” (p. 1).

Statistical keyword analysis is a text analysis technique
that compares the frequencies of words occurring in the target
and reference texts to identify the words occurring
characteristically in the target texts. In a broader sense, they
include both “positive keywords” that occur significantly
more in the target but “negative keywords” that occur
significantly less in the target. As a keyness measure, basic
statistics such as chi-squared values and log-likelihood ratios
(LLR) are usually adopted, and the calculation of these
statistics “is repeated for every single type in the text... until
all word-forms have been examined” (Scott, 2010, p. 48).

Statistical keyword analysis is a simple and powerful
method to summarise features of a target text (or a target text
set). It enables researchers to find out not only the content-
based ‘“aboutness keywords,” many of which can be
intuitively expected, but also the “style keywords,” which are
often beyond one’s expectations. As an example, when
comparing economic news articles with ordinary news
articles, one would find out the keywords such as “finance,”
“money,” and “economy,” which represent aboutness of the
text, but they might also find out the keywords such as “the,”
“for,” and “was,” which represent a description style of a text.

Keyword analysis is regarded as one of the most basic
analytic methods in corpus linguistics, and it could also be
beneficial in many of the research fields, including English
Language Teaching (ELT). However, due to the need for
complex statistical computation, this technique has not been
sufficiently used outside of corpus linguistics.

2.! ETTKAN

In order to spread a keyword analysis technique more
widely among those teaching English to L1 Japanese students,
one would need a tool that can process English and Japanese
texts and output keyword lists with sufficient statistical
information. A bilingual text processing function enables
teachers to analyse students’ L2 writing and also their
reflection comments written in L1.

Thus, the author recently released a new online
keyword analysis tool, the English/Japanese Text Keyword
Analyser (EJTKAN; Ishikawa, 2025). EITKAN is an online
program working on the Google Collaboratory platform, and
anyone with their own Google account can use it free of
charge.

Figure 1
EJTKAN Webpage
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The interface is simple and easy to use. What users
should do is just upload the target and reference texts, both of
which should have been saved as UTF-8 plain text files.
When the data is uploaded, the tool automatically conducts
the following processing: (1) morphologically analysing
uploaded texts, (2) identifying words (or equivalent lexical
units), (3) counting the frequencies of all the words appearing
in target and reference texts, (4) comparing the frequencies of
each word in target and reference texts, (5) computing a set of
statistics, (6) excluding the words whose frequencies do not
differ significantly between two kinds of texts, and finally (7)
listing all the remaining words as positive and negative
keywords in descending order of a particular statistic.

When discussing statistical keywords, one needs to
determine what statistics to use and how to define words.
Regarding the former, EITKAN computes four kinds of test
statistics (chi-square value [X?], long-likelihood ratio based
on two terms [LLR-2], LLR based on four terms [LLR-4], and
Bayesian factor) and five kinds of effect size measures (odds
ratio, risk ratio, frequency difference, log ratio, and effect size
for LLR). LLR-4 is adopted as a default statistic.

In hypothetical testing, one needs to see not only p-
values, which are obtained from test statistics, but also the
effect sizes. The former represents statistical significance,



namely, the existence of an effect, while the latter represents
practical significance, namely, the degree of an effect. In
keyword analysis, one usually uses an effect size measure to
eliminate the “weak” keywords showing only a small effect
size, though the threshold values are not clearly fixed, unlike
in the case of test statistics.

Figure 2
A Sample of the Statistic Values Shown in the Output File
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Regarding the definition of words, EJTKAN produces
the keyword lists based on five kinds of lexical units: word
forms (or shojikei for Japanese), wordforms with parts-of-
speech (POS), lemmas (or goiso for Japanese), lemmas with
POS, and POS only.

If choosing lemmas, wordforms of “play,” “plays,”
“played,” and “playing” are all treated as a single lemma of
PLAY, for instance, and the total number of keywords
naturally decreases. Which to choose between wordforms and
lemmas, however, depends on the user’s research interest. If
a teacher is interested in what students write about, choosing
lemmas would be more reasonable. Meanwhile, if they are
interested in how they write, choosing wordforms would be
more suitable. Wordform-based analysis might discover that
students significantly overuse singular nouns and underuse
past-tense verbs, for instance.
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3.l A Case Study

To show an example of using the EJTKAN in L2
writing instruction, the author compared the essays of L1
Japanese college students at A2 level (target) and those of L1
English students (reference), which were taken from the
International Corpus Network of Asian Learners of English,
Written Essay Module V2.6 (ICNALE: Ishikawa, 2023). The
topic (“It is important for college students to have a part-time
job”), the time for writing (20-40 minutes), and the essay
length (200-300 words) were common to both writer groups.

Table 1 shows the top 30 positive keywords (word
forms: WF) and the positive key POS for the L1 Japanese and
L1 English groups. The differences in frequency are all
significant (p<.05, without Bonferroni correction).

L1 Japanese learners are characterised by the overuse
of a variety of nouns (incl. pronouns, proper nouns, and
numerals) and verbs. Overused words also include first
person pronouns (“we,” “I,” “our”), thought-verbs, which
often collocate with I (“I agree/think/know”), expressions to
emphasise the relationship between cause and effect (“[the]
first/second reason is...”, “but,” “so”), and boosting auxiliary
verbs (“must”).

Meanwhile, L1 English students are characterised by
the overuse of determiners that enhance cohesion in the text,
adjectives and adverbs to describe the things in greater detail,
and adpositions (incl. prepositions and postpositions) to
combine words into complex phrases. Overused words also
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include plural nouns (“kids,” “studies,” “grades,” “benefits,”
“internships™) to generalise a discussion, hedges (“a bit,”
“would’’) and boosters (“just,” “really,
speaker’s stance.

Table 1!

99 ¢

simply”’) to adjust a

Keywords and Key POS for L1 Japanese and L1 English Writers
Keys for L1 English

Keys for L1 Japanese

students students
WF we, money, society, any, as, find, bit, focus,
agree, think, must, great, that, well, career,
second, get, they, job, kids, out, studies,
useful, reason, earn, enough, would, grades,
various, importance, my, major, extra,

study, collage, I, know,
club, our, first,
important, is, but, so,
hard, statement, high,
need

POS PRON, NOUN,
PROPN, NUM, VERB

schedule, just, their,
benefits, really, re, the,
no, simply, internships,
way, a

DET, ADJ, ADV, ADP

4.! Summary

As exemplified above, the EITKAN helps teachers to
easily find out the features of learner essays and native
speaker essays. They could introduce these statistically
extracted gaps to students so that they can brush up on their
own writing. What should be noted here is that the reference
data does not need to be limited to native speaker writing. It
could be the essays of advanced learners, teachers, and even
the models produced by generative Als. Using diversified
data as a reference makes it possible to analyse features of
learner essays from a broader angle.
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Abstract

This study investigates differences between L2 English learners’ drafts and final texts after receiving
peer and Al feedback, using multiple writing metrics. The participants were 55 first- and second-year
students from three writing classes at a women’s university in Japan, with CEFR B1-B2 English
proficiency. During the fall semester of the 2024 academic year, they completed multiple writing
assignments using a process writing approach. The data for this study consisted of drafts and final
versions of their fourth assignment. Texts were analyzed for text length and lexical diversity, and
differences between drafts and final texts were examined for statistical significance. Vocabulary levels
were also analyzed using the New Word Level Checker based on the CEFR-J word list. For textual
features, the results showed significant increases in text length, sentence length, and the use of longer
words after revision, with some differences among classes. For vocabulary characteristics, the
proportion of CEFR-J Al words decreased significantly, while A2, B1, and B2 words and proper nouns
increased. The findings generally support the learners’ perceptions and behaviors reported in the

researcher’s previous study.

Keywords: academic writing, L2 writing, peer feedback, Al feedback, ChatGPT

1.!" Introduction

The benefits of peer feedback (PF) for L2 writers have
been widely acknowledged, including increased audience
awareness, a focus on content, and enhanced noticing (Liu &
Edwards, 2018). By reading peers’ writing and reflecting on
it, reviewers can also notice their own weaknesses and feel
inspired and motivated. However, PF is not without
drawbacks, such as mistrust of peers’ feedback, its
time-consuming nature, and reviewers’ reluctance to give
critical feedback (Liu & Edwards, 2018).

ChatGPT-generated feedback, which excels at
linguistic features (Cao & Zhong, 2023), shows a strong
correlation with human accuracy ratings (Mizumoto et al.,
2024). It is recognized for its rapid feedback
(Guardia-Paniura et al., 2025) and detailed feedback (Dai et
al., 2023) and is claimed to maximize its benefits when
combined with human feedback (Guardia-Paniura et al.,
2025).

This study builds on the researcher’s previous study
based on L2 learners’ reflection texts (Hatakeyama, 2025),
which examined (a) the characteristics of PF and Al
feedback, (b) learners’ noticing from Al feedback, and (c)
their revision behavior. PF centered on content and learning
outcomes, while ChatGPT generated extensive feedback on
expressions and grammar. Many learners were found to have
positive attitudes toward ChatGPT feedback, to have
reflected on it, and to have deepened their understanding of
their texts. Learners also reported using both ChatGPT and
PF for revisions.

This study addresses the following research questions:
RQ1: How do learners’ drafts and final texts differ in textual
characteristics?

RQ2: How do they differ in vocabulary characteristics?
RQ3: Are there any differences among learner groups (i.c.,
English proficiency and types of writing tasks)?

2. Methods
2.1! Classes and Participants

The research was conducted in three classes during the
fall semester of the 2024 academic year, which focused on
essay or paragraph writing, depending on the class. Each
class included multiple writing assignments that followed
the process writing approach. The participants were 55
undergraduate students at a women’s university in Japan:
first- and second-year students from the above classes with
CEFR B1-B2 English proficiency.

2.2! Class Procedure and Data Collection

The data for this study were drawn from the learners’
fourth writing assignments: an opinion essay or a
cause-and-effect paragraph. After prewriting, drafting,
grammar checking with Grammarly, and PF, learners
received ChatGPT feedback for the first time in class using a
prompt provided by the teacher. In PF, a checklist covering
general writing points and the unit’s learning outcomes was
provided, and learners could freely comment on their
partners’ written texts. For ChatGPT feedback, learners used
a teacher-provided prompt specifying the CEFR level and
submitted final versions with reflections. All data were
collected with informed consent and approval by university.

2.3! Data Analysis

The main texts, excluding titles and references, were
used for analysis. Drafts and final texts were compared from
two perspectives: textual features and vocabulary features.
For textual features, the number of sentences, words (tokens),
unique words (types), syllables, words per sentence,
syllables per word, and unique words per 100 words were
examined. For vocabulary features, the ratios of CEFR-J A1,
A2, Bl1, and B2 words and proper nouns were examined
using the New Word Level Checker (Mizumoto, 2022) to
ascertain whether learners used more advanced vocabulary.

After data distribution was checked in SPSS 27, most
variables were found not to be normally distributed;
therefore, a nonparametric test, the Wilcoxon signed-rank
test, was used to assess statistical significance.



3. Results and Discussion
3.1! Differences in Textual Features

As shown in Table 1, many textual features showed
statistically significant improvement. The number of
sentences, words, unique words, syllables, and words per
sentence increased significantly from drafts to final texts.
Although syllables per word showed a statistically
significant difference, the change was minimal. No
significant difference was observed in the number of unique
words per 100 words.

Table 1

Writing Metrics Comparison Between Drafts and Finals

Number Mean (SD)

Drafts (n = 55) Finals (n = 55) F-D

Sentences 20.00 (5.88) 21.47 (5.50) 1.47%%*
Words 297.55 (105.30) 318.47 (94.61)  20.92**
Uuw 155.84 (46.27) 169.42 (42.08) 13.58%**
Syllables 448.47 (172.24) 529.95 (164.84)  81.48%**
W/Sent 14.86 (3.33) 16.56 (5.67) 1.70%**
Syll/'W 1.67 (0.43) 1.66 (0.14) -0.01**
UW Ratio 54.09 (7.21) 54.44 (6.38) 0.35

Note. UW = unique words; W/Sent = words per sentence; Syll/W =
syllables per word; UW ratio = unique words per 100 words. F-D =
Finals — Drafts.

*p <.05. ¥*p <.01. ¥**p < .001.

3.2! Differences in Vocabulary Features

The ratio of CEFR-J Al vocabulary decreased
significantly, while those of A2, B1, B2, and proper nouns
increased significantly. These results indicate that learners
used more advanced and formal vocabulary appropriate to
their target English proficiency level in their revised texts.

Table 2
Vocabulary Ratio Comparison Between Drafts and Finals
Ratio Mean (SD)

Drafts (n = 55) Finals (n = 55) F-D
Al .66 (.083) .64 (.083) - Q3HHk
A2 .14 (.031) 14 (.033) .00*
Bl .11 (.044) A1 (043) .00%*
B2 .03 (.021) .04 (.021) .01*
P. Noun .02 (.026) .03 (.023) 01%*

Note. P. Noun = proper nouns. F — D = Final — Draft. *p <.05. **p
<.01. ***p <.001.

3.3! Differences by Class

Differences in the degree of change in textual features
were observed across classes. Among the three classes—the
B2 essay class, the Bl essay class, and the B1 paragraph
class—the changes between drafts and final texts were more
robust in the two Bl classes than in the B2 class. While four
or five metrics improved significantly in the B1 classes, only
one metric showed a significant increase in the B2 class.
This may suggest that learners in the B2 class had already
produced relatively sophisticated texts, that the feedback
activities benefited the Bl classes more, and that further
refinement of the instructional scheme may be needed to
better address the needs of B2 learners.
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4.! Conclusion

This study has provided empirical support for L2
learners’ positive perceptions of using both PF and Al
feedback by examining changes in their writing metrics after
revision. As for limitations, the narrow participant
demographic in terms of gender and proficiency may limit
the generalizability of the findings. Another limitation is that
this study addressed fluency- and vocabulary-related
features, but not accuracy or complexity. In addition,
because the learners’ texts included in-text citations, the
effects of which were not isolated, the observed changes
may have been overestimated.
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Abstract

Open-book examinations (OBEs) have been widely discussed in assessment research across disciplines,
yet they remain under-examined in TEFL/TESOL contexts. This paper reports a classroom-based
investigation of students’ responses to a restricted open-book examination—one that permits the use of
paper-based materials such as textbooks and handwritten notes while prohibiting electronic devices and
internet access—implemented in a compulsory first-year university EFL reading course in Japan.
Originally adopted during emergency remote teaching, the OBE format was subsequently retained in face-
to-face classes to examine perceived effects on test anxiety, motivation, learner autonomy, and learning
orientation. Data were collected through anonymous post-exam questionnaires administered after
students completed one or two OBEs. Rather than presenting detailed numerical results, this proceedings
paper highlights overall tendencies and recurring themes in students’ responses, with further analysis to
be reported in a separate full-length paper. The findings suggest broad acceptance of the restricted OBE
format, a general reduction in test-related anxiety, and indications of a shift away from rote memorization
toward meaning-focused review and preparation. The paper concludes by discussing practical
implications for the design of restricted OBEs in EFL reading courses.

Keywords: open-book examination, EFL reading, motivation, autonomy, assessment

1.!" Introduction

Open-book examinations (OBEs) have a substantial
research base in disciplines such as medical and professional
education, where they are often associated with reduced
emphasis on rote memorization and a greater focus on
understanding, reasoning, and application. In contrast,
empirical classroom-based reports from TEFL/TESOL
contexts remain limited, particularly with respect to routine
assessment practices. This study addresses this gap by
examining students’ responses to a restricted OBE
implemented in a first-year university EFL intensive reading
course in Japan, with particular attention to perceived anxiety,
motivation, autonomy, and learning orientation.
2.!' Course Context and Assessment Design

The study was conducted in a compulsory first-year
intensive reading course enrolling approximately 25-30
students per class. Classes met weekly for 90 minutes over a
nine-week term and used an authentic, content-based
academic reading textbook focusing on academic vocabulary.
Instruction followed a flipped-learning orientation,
combining pre-class preparation with in-class discussion,
collaborative learning activities, presentations, and short
writing tasks. The final assessment comprised two
components: a closed-book vocabulary quiz and a
comprehension-oriented writing task administered as a
restricted open-book examination. In the OBE section,
students were permitted to consult the textbook, self-
handwritten notes, and a paper dictionary, while electronic
devices and internet access were prohibited. Examination
prompts were designed to elicit explanation and application
rather than verbatim recall.
3. Method

After completing one or two restricted open-book
examinations, students responded to an anonymous post-
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exam questionnaire. The survey included closed items
addressing overall preference, perceived anxiety and stress,
motivation, study behavior, and perceived performance, as
well as open-ended prompts inviting explanatory comments.
Responses were collected across multiple cohorts over
several academic years. For the purposes of this proceedings
paper, analysis focuses on general patterns and recurring
themes.

4.! Results

Overall, students expressed strong acceptance of the
restricted OBE format. Many reported that access to materials
reduced test-related anxiety and enabled them to concentrate
more fully on understanding questions and structuring their
responses. Importantly, students frequently noted that prior
review remained necessary in order to use the permitted
materials effectively. With regard to learning orientation,
qualitative comments suggested a shift away from rote
memorization toward meaning-focused review and strategic
note-taking, with several students noting that the restricted
OBE was more engaging and intellectually rewarding than
memory-based tests.

5.! Discussion and Implications

The findings indicate that restricted OBEs can function
not only as an assessment method but also as a pedagogical
tool in EFL reading courses. Reduced test anxiety emerged as
a salient benefit, while the restricted format appeared to
support learner autonomy without undermining academic
rigor. For classroom practice, three design principles are
suggested: limiting access to paper-based materials,
constructing prompts that require explanation and application,
and adopting scoring criteria that reward paraphrasing and
reasoning rather than reproduction of text. When
implemented carefully, restricted OBEs may encourage study
behaviors that extend beyond short-term test preparation.



6.! Conclusion
This study suggests that restricted open-book
examinations are widely accepted by students in a first-year
university EFL reading course and are perceived as reducing
test anxiety while fostering more meaning-focused
approaches to learning. In addition, they appear to support
learner motivation, autonomy, and a sense of achievement by
encouraging purposeful preparation and engagement with
course content. Appropriately designed OBEs therefore have
the potential to enrich assessment practices in TEFL/TESOL
by aligning evaluation with instructional goals that emphasize
understanding, learner agency, and transferable learning skills.!
!
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Abstract

In the 21st century, language educators seek ways to develop global citizens. This study explores how a
university English course can integrate global citizenship issues (Liitge et al., 2022) with topic-related
vocabulary building through a social media project. Students were assigned to post about global topics
in English on Instagram by using hashtags other than English to reach international audiences.
Instructions on hashtags, which function as searchable keywords, were based on the involvement load
hypothesis: ILH (Nation, 2017). Accordingly, this study examines how the use of plurilingual hashtags
influences students’ global awareness. Students selected global issues of personal interest, identified
relevant target audiences, and translated key hashtags into the languages those audiences use. They
posted their English-language content accompanied by plurilingual hashtags. Data was collected from
students’ project work and from a survey. As a result, analysis of their hashtag choices showed that
students became able to select the target languages and keywords. Survey results, based on OECD’s
(2018) PISA framework for global competence, indicated that students developed awareness of global
issues and linguistic diversity. The findings suggest that incorporating plurilingual hashtags into
language education may enhance students’ engagement with both vocabulary and global citizenship.
Future research may further investigate how the activity of selecting hashtag languages in the Instagram

posting project can expand students’ opportunities to explore regional topics as well as global topics.

Keywords: Instagram hashtag, global citizenship, plurilingual education

1.!" Introduction

Global citizenship education (GCED) has been
promoted by the Japanese National Commission for
UNESCO linked in MEXT as Reference no.5 (MEXT,
2015) in Japan. Though global competence is regarded
implicit in every part of the curriculum (Liitge et al., 2022;
OECD, 2018), I have struggled to find enough classroom
ideas to implement GCED for various university courses in
Japan. Therefore, this study represents an ongoing attempt to
design a practical university classroom project that
integrates GCED with English language teaching.

Assessing the effects of the project on global
competence are conducted based on OECD (2018) by
evaluating their global awareness (GA), while assessing
language skills are based on Involvement Load Hypothesis
(Nation, 2017).

The goal of global awareness (GA) is to create global
citizens who understand the interconnected world around
them (UNC, 2025). In this study, a project focusing on
discussions of global issues was designed. As a platform to
express their discussions, Instagram, a popular platform for
university students, was implemented because of its
potential for authentic language output (Yoshieda, 2022).

A hashtag is a component of Instagram which enables
users to search for and join relevant communities
(Tribalmedia, 2025). A hashtag choosing activity for
Instagram posts would promote students’ ability to examine
their content and find relevant English words. In this study,
the use of plurilingual hashtags (searchable words in
languages other than English) was assigned to students with
the aim of encouraging them to identify their target
audiences, explore what languages those audiences use, and
translate their hashtags into those languages.
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2.!" Methods

University students in Japan enrolled in elective
liberal arts English courses (N = 40) for 16 weeks in 2025
participated in this research after providing written consent.
As a group project, students selected a global topic, created
Instagram pages, and posted their work in English together
with hashtags (Yoshieda, 2022). A plurilingual hashtag was
assigned to use in this study. The data consisted of the
project work and a student survey that examined changes in
GA in week 15. The six global topics assessed were: 1)
climate change, 2) global health, 3) international conflicts,
4) hunger and malnutrition, 5) causes of poverty, 6) equality
between gender (OECD, 2018).
3. Results and Discussion

A total of three group posts appeared in the Instagram
hashtag pages, which indicated that the posts joined online
communities related to the meanings of the hashtags. Figure
1A shows the front page of a group post, and Figure 1B
displays that the same post appeared in a Chinese hashtag
community meaning “ozone layer”. By using languages
other than English, students were able to participate in new
communities that they could not have joined without using
plurilingual hashtags such as in Chinese, German, or
Korean.



Figure 1

Students Work on Instagram (4) and Its Hashtag Community (B)

A

Q.Why is the 13th of the SDGs Climate Action?

A. global worming is progressing.

Iy 7“\
G4

LSMREERE

The list of plurilingual hashtags students chose as part of
their Instagram posts is shown in Table 1. Overall, students
selected a total of nine languages when posting about global

topics.

Table 1

Global Topics and Their Plurilingual Hashtags

Group Plurilingual hashtags Meanings

topics

Rhino’s HELZY Herb (Chinese) Kruger

Day #krugernasionalepark ~ national park (Afrikaans)
#paraumfuturomelhor ~ For a better future

(Portuguese)
SDG 13 #H #REE electricity, ozone layer
(Chinese)

Bearsin  #kkODADE, Green desert

town ALY acorn (Japanese)

Smartpho  #1lFFE, Educational standard

ne use HAPEES smartphone addiction
#4518 7o) Sleep disorder (Korean)

Kintsugi #nachhaltigkeit Sustainability (German)
A E kintsugi (Japanese)

Sports HFN- Peace (Chinese), sports
#cr[opT (Russian)
# Stay active through sports
AEZZESEA Y (Korean)

Al #technologia Technology (Latin), problem

progress #resolverproblemas solving (Spanish)
#société Society (French), lack of
#manquedejugement judgement (German)

Virtual #aguavirtual Virtual water (French)

Water #aguaparatodos (Spanish)

Note. Students’ choice of hashtags in different languages

Students rated their global awareness on the six global topics
(OECD, 2018) on a four-point scale in the survey. Figure 2
suggests increased global awareness across all six topics.
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Figure 2
Changes in Students’ Global Awareness (N = 38)
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Note. ((74)=~10.87, p < .001

In conclusion, the use of plurilingual hashtag in the
Instagram project suggests that students enhanced global
awareness across a wide range of global issues. The task of
choosing languages for Instagram hashtags provided
opportunities to examine and elaborate vocabulary relevant
to global topics in several languages. This Instagram project
on global topics would be an example of how language
education and global citizenship education can be integrated
in a university classroom in Japan.
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Abstract

This study, part of a Japan—Taiwan Society 5.0 project, examines cross-national online English classes
delivered by undergraduate student teachers from Japan to primary pupils in Taiwan. Focusing on a hybrid
approach linking online lessons with offline whole-class learning, a 17-item questionnaire survey,
measuring perceptions of ICT use, hybrid education, and motivation, was administered to 84 sixth-grade
pupils. The results revealed positive evaluations of ICT-mediated learning and hybrid participation, along
with consistently high motivation. Pupils particularly valued typing and chat-based interaction for
communication and making learning visible, suggesting implications for ICT-enhanced primary EFL.

Keywords: Society 5.0, online, hybrid education, primary EFL

1.! Introduction

This study examined online EFL learning within Japan’s
Society 5.0 agenda, focusing on digital literacy and continuity
across the primary—secondary transition (age 11+). It
analysed Taiwanese pupils’ reflections on online English
lessons delivered by undergraduate student teachers from
Japan to inform ICT-enhanced English education. Research
Question: How do primary EFL pupils, aged 11+, in Taiwan
reflect on their online English lessons conducted in Japan?
2.I' Schools in Society 5.0

Japan’s Society 5.0, within the Digital Transformation
(DX) agenda, envisions a human-centred society integrating
cyberspace and physical space to balance economic growth
with solutions to social problems (Tokiwa, 2021).

2.1! Japan and Taiwan

Japan’s schooling aligns with Society 5.0 through ICT-
driven digitalisation. The Course of Study for English
promotes ICT across primary and secondary education to
support four-skill learning (MEXT, 2017). Recent guidance
emphasises teachers’ capacity for synchronous online
teaching and the use of ICT-based materials—including Al-
supported tools—to strengthen continuity across educational
stages (Central Council for Education, 2021).

In Taiwan, schooling has been shaped by policies
promoting digital infrastructure, e-learning, and, more
recently, Al integration, led by the Ministry of Education
(MOE) and the Ministry of Science and Technology (MOST).
Key initiatives include early digital archives and e-learning
programmes (2002-2003), and the Bilingual Nation 2030
Policy (2018). The MOE’s Digital Learning Enhancement
Plan (2022-2025) and 2024 Guidance and Initiatives on
Generative Al signal a shift towards Al-enabled schooling.

3.! Conceptual Frameworks

Taiwan was selected based on Kachru’s (1986) ‘World
Englishes framework’: Japan and Taiwan share a similar
status of English use, enabling cross-national teaching and
learning mediated primarily through English, rather than a
shared first language (L1).

Further, hybridity is conceptualised as a reconfiguration
that blurs online/offline, synchronous/asynchronous, and
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digital/analogue divides (Gil et al., 2022; Nergéard, 2021),
requiring negotiation and presence and shifting attention
towards planning, materials, and technology-mediated
decision-making. Both settings support an analysis of how
primary pupils in Taiwan and undergraduate student teachers
in Japan negotiate meaning and classroom routines.

4.! Methods

Online lessons were delivered in March (designated as
Times 1 and 2) by Japanese undergraduate student teachers
via Google Meet (JST/UTC+09:00; Taiwan/UTC+08:00) in a
hybrid format; pupils stayed in an offline whole-class
classroom whilst joining individually on personal PCs.
Consistently, this study deals with data collected at Time 3
(April-May) from 84 sixth-grade EFL pupils aged 11+ in
Kaohsiung, Taiwan (42 boys, 39 girls, 3 NB). The pupils
completed a bilingual (English/Chinese) 5-point Likert-scale
questionnaire on ICT use, hybrid education, and motivation
(Keller, 2010; Norgérd, 2021; Stanley, 2015). Reliability was
acceptable to high (o =.785-.940). Data were analysed using
SPSS v31, for descriptive statistics and mean analyses.

5.!' Results

The pupils reported positive attitudes towards online
lessons compared to face-to-face classes: online classes were
easy to attend, preferred overall, and perceived as supporting
teacher—pupil communication and comprehension. Visual
access to teachers was relatively weaker, whilst technical and
interactional difficulties were generally low (Table 1).

Table 1
Using ICT
Items Mean SD
1. It is easy for you to attend online classes. 4.19 1.29
2. It is easier to attend online than face-to-
face classes. 4.12 1.28
3. It is easier to talk with teachers online
than in face-to-face classes, both in your
mother tongue and English. 4.07 1.29

4. It is easier to understand what teachers




are saying in online classes, both in your
mother tongue and English, than in face-

to-face classes. 4.10 1.21
5. It is easier to see what teachers are doing
online than in face-to-face classes. 3.90 1.38
6. It is difficult to use the camera in online
classes. 2.01 1.49
7. It is difficult to use the microphone in
online classes. 2.07 1.49
8. It is difficult to show my written tasks to
the teacher in online classes. 2.15 1.45
9. It is difficult to discuss with my
neighbours in online classes. 2.02 1.46

Note. N = 84.

The pupils’ reflections on hybrid education were strongly
positive, indicating perceived gains in typing, improved
communication with teachers (especially via the chatbox),
and greater ease in demonstrating learning online than face-
to-face (Table 2).

Table 2
Hybrid education
Items Mean SD
1. I can type words and phrases faster than
I could before taking these online English
lessons. 4.13 1.17
2. Using the chat box, I can communicate
with my teacher in English more easily
than before taking these online English
lessons. 4.10 1.24
3. Using the microphone, I can
communicate with my teacher in English
more easily than before taking these
online English lessons. 4.00 1.29
4. I can demonstrate my learning more
easily online than in face-to-face classes. 4.10 1.23
Note. N = 84.
Motivation-related responses were also consistently high in
enjoyment, engagement, comprehension, and overall
satisfaction.
Table 3
Motivation
Items Mean SD
1. I enjoyed today's online English lesson. 4.20 1.30
2. 1 could study a lot in today's online
English lesson. 4.17 1.30
3. I could understand today's online
English lesson well. 4.11 1.35
4. I am satisfied with this online English
course. 4.27 1.24
Note. N = 84.
6.! Conclusion

This study demonstrates the pedagogical value of hybrid
classes for online primary EFL classes within Japan’s Society
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5.0 agenda. Primary pupils in Taiwan perceived online
lessons as accessible and supportive of teacher—pupil
communication, functioning as a sustainable learning space,
rather than a mere substitute for face-to-face instruction;
further, increased demands towards the end of T3 likely
reflected growing familiarity and expectations. The pupils
also exhibited progress in technology-mediated participation,
particularly through faster typing and effective use of the
chatbox to share ideas and make learning visible, alongside
camera-based sharing of handwritten work. Typing was often
preferred over speaking, suggesting reliance on visual and
auditory participation and indicating a need to refine hybrid
pedagogy to strengthen productive skills, especially oral
interaction. Motivation remained high, with strong enjoyment,
engagement, comprehension, and overall satisfaction.
Consequently, online primary EFL classes provided diverse
participation channels that enhanced interaction and learning
visibility, informing ICT-enhanced EFL design for Society
5.0
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Abstract

This study examines how anaphoric this + shell noun constructions, such as this finding, this assumption,
or this trend, organize expert academic discourse in applied linguistics. Drawing on a one-volume
corpus of 30 research articles from Applied Linguistics (Volume 40, 2019), I identified 443 tokens of
anaphoric this + shell noun within 1,560 four-word strings beginning with this. Combining Systemic
Functional Linguistics (SFL) and Cognitive Linguistics (CL), the study treats these patterns as
grammatical metaphors that repackage stretches of prior discourse into nominal “things,” and at the
same time as metonymic profiles that highlight different facets of that discourse (e.g. result, problem,
assumption, perspective, method). A qualitative analysis shows that this + shell noun constructions
cluster into a small set of functional types: packaging findings, problematizing premises, framing
concepts and contexts, and positioning methods and analytic categories. The study argues that focusing
on these tiny but powerful patterns can help EAP teachers and students work more directly at the
clause-discourse interface in advanced reading and writing.

Keywords: shell nouns, grammatical metaphor, metonymy, academic discourse, EAP

1. Introduction
Research on academic discourse has shown that expert
writers routinely compress complex meanings into compact
nominal groups. Systemic Functional Linguistics (SFL) has
described this phenomenon as grammatical metaphor, where
“congruent” clause-like wordings are replaced by more
“incongruent” nominalized forms (Halliday & Matthiessen,
1999, 2004). Cognitive Linguistics (CL) has, in parallel,
highlighted the role of metonymy, where one salient facet of
a complex scene (such as an assumption, a trend, or a
perspective) stands for the whole conceptual configuration
(Radden & Kdovecses, 1999; Panther & Thornburg, 2003).
This study brings these strands together by focusing
on anaphoric this + shell noun constructions in expert
Applied Linguistics writing, for example this finding, this

phenomenon, this assumption, this argument, this
perspective. Following Schmid (2000), shell nouns are
abstract, semantically underspecified nouns whose

referential content is supplied by the surrounding co-text.
Building on Benitez-Castro and Thompson’s (2015) critical
review of shell-noun research, I extend the focus from
sentence-internal cohesive functions to the clause-discourse
interface and to the intersection of grammatical metaphor
and metonymy.

The study asks: (1) How are anaphoric this + shell
noun constructions distributed in a volume of Applied
Linguistics? (2) What kinds of discourse chunks do they
reify, and which facets do different shell nouns profile? (3)
What recurrent rhetorical moves do they perform in their
immediate co-text? A secondary aim is to explore how these
patterns can be made pedagogically visible in English for
Academic Purposes (EAP).

2.! Literature Background

Schmid (2000) characterizes shell nouns such as fact,
idea, problem, and issue as “conceptual shells” that can
encapsulate complex stretches of discourse. Subsequent
work has shown that these nouns can support cohesion,
stance, and evaluation in academic writing (Aktas & Cortes,

17

2008; Thetela, 1997), but Benitez-Castro and Thompson
(2015) argue that research has often treated shell nouns as
discrete lexical items rather than as nodes where lexis,
grammar, and discourse meet.

In SFL, grammatical metaphor explains how
nominalizations such as this phenomenon, this trend, or this
assumption allow writers to turn processes, relations, or even
whole arguments into manipulable “things” that can serve as
clause participants and sites of evaluation (Halliday &
Matthiessen, 1999, 2004; Ryshina-Pankova, 2010).
Cognitive Linguistic work on metonymy complements this
view by showing how labels like assumption, trend, or
understanding profile specific facets (e.g. premises,
temporal trajectories, shared conceptualizations) of richer
situations (Barcelona, 2000; Benczes et al., 2011; Radden &
Kovecses, 1999). This study treats anaphoric this + shell
noun as a natural intersection of these perspectives.

3. Methods

The corpus consists of all 30 research articles
published in Volume 40 (2019) of Applied Linguistics
(Oxford University Press), a flagship journal in the field.
Using AntConc, 1 first generated all four-word strings
beginning with this (e.g. this phenomenon of, this trend
suggests, this assumption that), yielding 1,560 tokens. I then
manually identified 443 tokens in which this clearly referred
anaphorically to prior discourse and was followed by an
abstract shell noun (e.g. phenomenon, trend, assumption,
argument, understanding, configuration, perspective,
dimension).

For each token, I inspected the surrounding sentences
to answer three questions: (1) What stretch of prior
discourse is being reified by the this + shell noun phrase?
(2) Which facet of that complex configuration does the shell
noun metonymically highlight (e.g. result, problem, concept,
stance, method)? (3) What rhetorical move does the clause
containing this + shell noun perform (e.g. summarizing,
aligning, problematizing, framing, positioning)? This close
qualitative reading led to a functional clustering of the



tokens.
4.! Results and Discussion

Across the volume, this + shell noun constructions
occur in all major sections, but they are particularly dense in
Results/Analysis and Discussion/Conclusion. Four broad
functional types emerged.

First, many tokens package results and developmental
trajectories. Phrases such as this phenomenon, this trend, this
tendency, this equality, and this progression reify complex
findings into compact subjects that can “suggest,” “show,”
or “raise” implications. For example, after several sentences
describing how Francophone service workers in Montreal
quickly switch to English, one article labels the situation as
this phenomenon of over-accommodation, which “may
decrease the ability of newly arrived migrants to learn
French.” Here, the shell noun phenomenon acts as a
grammatical metaphor for a multi-clause description, while
also metonymically profiling the pattern-like aspect of a
wider sociolinguistic configuration.

Second, a substantial group of tokens problematize
premises, claims, or interpretations. Expressions such as this
assumption, this assertion, or this claim make implicit
premises explicit, so that they can become objects of critique
or restriction: “This assumption that a word in isolation is
the base unit of language ignores much contemporary
research...”. The shell noun assumption foregrounds the
theoretical-premise facet of a broader measurement practice,
enabling a classic construct-criticism move.

Third, many tokens frame concepts, perspectives, or
contexts. Phrases like this understanding, this perspective,
this configuration, this dimension, and this continuum
package theoretical stances and contextual ecologies as
manipulable objects: “This understanding of the
inseparability of L2 use and L2 learning has been
extended...,” or “This configuration allows the recruitment
of immigrants whose daily life takes place primarily in an
Anglophone setting...”. These labels both perform
grammatical metaphor (turning a complex stance or setting
into a nominal participant) and enact metonymy by profiling
specific facets such as way-of-seeing, arrangement of
contextual features, or under-researched component of a
construct.

Finally, a smaller but important cluster positions
methods and analytic categories. Shell-noun phrases such as
this approach, this focus, and this identification present
methodological choices and analytic practices as entities that
can be legitimized, compared, or problematized: “This focus
on microlevel change is consistent with complex dynamic
systems research...”. Here the shell noun focus
metonymically highlights the chosen analytic facet of a
larger theoretical framework.

5.!' Conclusion

This exploratory case study of 443 instances of
anaphoric this + shell noun in a single volume of Applied
Linguistics has clear limitations: the corpus is narrow, the
analysis is qualitative and interpretive, and the focus is
restricted to English expert writing. Nevertheless, the results
highlight the value of treating this + shell noun
constructions as sites where grammatical metaphor and
metonymy intersect. Future work could extend the analysis
to other disciplines and to learner corpora, tracing how
disciplinary repertoires of shell nouns develop across levels
of expertise. Even in this limited dataset, however, we can
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see how these small constructions make significant
contributions to how experts weave together results, critique,
theory, and method in their texts.

References

Aktas, R. N., & Cortes, V. (2008). Shell nouns as cohesive
devices in published and ESL student writing.
Journal of English for Academic Purposes, 7(1), 3—
14.

Barcelona, A. (Ed.). (2000). Metaphor and metonymy at the
crossroads: A cognitive perspective. Mouton de
Gruyter.

Benczes, R., Barcelona, A. & Ruiz de Mendoza Ibafiez, F.
(Eds.) (2011). Defining metonymy in cognitive

linguistics:  Towards a consensus view. John
Benjamins.
Benitez-Castro, M.-A., & Thompson, P. (2015).

Shell-nounhood in academic discourse: A critical
state-of-the-art review. [International Journal of
Corpus Linguistics, 20(3), 378—404.

Halliday, M. A. K., & Matthiessen, C. M. 1. M. (1999).
Construing  experience  through  meaning: A
language-based approach to cognition. Cassell.

Halliday, M. A. K., & Matthiessen, C. M. I. M. (2004). 4n
introduction to functional grammar (3rd ed.). Arnold.

Panther, K.-U., & Thornburg, L. L. (2003). Introduction: On
the nature of conceptual metonymy. In K.-U. Panther
& L. L. Thornburg (Eds.), Metonymy and pragmatic
inferencing (pp. 1-20). John Benjamins.

Radden, G., & Kovecses, Z. (1999). Towards a theory of
metonymy. In K.-U. Panther & G. Radden (Eds.),
Metonymy in language and thought (pp. 17-59). John

Benjamins.
Ryshina-Pankova, M. (2010). Toward mastering the
discourses of reasoning: Use of grammatical

metaphor at advanced levels of foreign language
acquisition. The Modern Language Journal, 94(2),
181-197.

Schmid, H.-J. (2000). English abstract nouns as conceptual
shells: From corpus to cognition. Mouton de Gruyter.

Thetela, P. (1997). Evaluated entities and parameters of
value in academic research articles. English for
Specific Purposes, 16(2), 101-118.



Are Team Debating Skills Essential
for Learning the 21st Century Competencies?

Akie Yasunaga

Tokyo Keizai University
akie2810@tku.ac.jp
!

Abstract

The OECD (2019) proposes that the young generation of today will face a future surrounded by
complicated, multifaceted, and interdependent components. Challenges that should be resolved require
future generation competencies as they involve various tensions, such as water, food, and energy shortages,
artificial intelligence, and multinational migration. Because many tensions are not isolated or separate
phenomena, but are embedded in other grounds, creating complications in resolving them. The solutions
will demand students of today to make collaborative creative efforts to complete the tasks. The key
competencies that the OECD posits require the utilization of a combination of knowledge, skills, attitudes,
and values. In response to the proposal, there is an urgent need for schools in many countries to revise
and incorporate the competencies in their curricula. This practice-based classroom research presents how
debating social issues in teams can provide a framework for a competency-oriented language learning
environment. The study applies an active learning approach, following the framework of the following:
a) building content-relevant language knowledge through flipped learning, b) honing discussion skills of
content they learned through team-based collaborative learning, c) engaging in team debating, and finally,

d) self-reflecting on their learning.

Keywords: competencies, team-debate, active learning, knowledge-building

1.! Introduction

In the 21st century, the world is loaded with multiple
complex factors, some of which are embedded in other
closely connected aspects, interacting with one another,
creating unpredictable situations. For example, boosting the
global economy can accelerate climate change. Also, food
and water shortages can be a decisive factor for increased
multinational migration. These factors create unexpected
states, leading to a future that is difficult to anticipate. By
these multifaceted factors, it is becoming impossible for
policymakers to reach simple solutions (OECD, 2019).

I have developed an active learning approach that helps
students collaboratively work on tasks to form ethical
perspectives for social issues, utilizing team discussions and
debates. In this paper, I will describe the concept of key
competencies proposed by the OECD, followed by classroom
instructional procedures for active learning. Finally, the
students’ reflections will be presented.

2.! Competencies for the 21* Century

The phenomena happening in the global states are well
described under the state of VUCA (Bennis & Nanus, 1997),
which involves volatility (the state subject to frequent, rapid,
and significant change), uncertainty (the cause and effect are
not well understood, so unpredictable), complexity (issues
and factors shaped by a multiplicity and interconnectedness),
and ambiguity (difficulty and uncertainty in understanding
the issue). Because under VUCA, hasty problems can create
tensions and unpredictable ambiguity for stakeholders, such
as environmental issues, the key to ensuring a sustainable
future lies in collaboration and interdependency among global
states. Tackling these societal issues requires that we strive
for competencies; for example, leaders should make political
decisions, striking a balance between advancement and crisis
caused by environmental factors. The OECD claims that these
capabilities should be integrated into any curriculum
(Taguma & Rychen, 2016). Richen, former leader of the
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OECD project Definition and Selection of Competencies,
clarified the competencies as follows:

A competence is defined as the ability to successfully
meet complex demands in a particular context through the
mobilization of knowledge (cognitive, metacognitive,
socio-emotional, and practical), skills, attitudes, and
values (Taguma & Rychen, 2016, p. 3, bold and italics in
original).

While closely aligning with the foundation of the
Sustainable Development Goals called for by the United
Nations, the key competencies encompass human value
systems. Attitudes for taking responsible actions and making
ethical decisions for their families and communities play an
important part (Taguma & Rychen, 2016). Table 1 describes
the three domains of the competencies (OECD, 2019).

Table 1
Knowledge, Skills, and Attitudes
Knowledge Skills Attitudes and Values
1) Disciplinary 1) Cognitive and 1) Personal
knowledge meta-cognitive attitudes
2) Interdisciplinary skills 2) Social and
knowledge 2) Social and societal values
3) Epistemic emotional skills 3) Human
knowledge 3) Practical and values
4) Procedural physical skills
knowledge

from lecture-based, standardized learning (memorizing facts)
toward competency-based learning (knowing how to act,
think, and learn). The goal is to help students navigate their
future and well-being in society (OECD, 2019).



3.! Team Debate

Debating in teams is widely used in the classroom for
language learning, serving as a powerful strategy to increase
opportunities for speaking and listening (Baker, 2012). Baker
identifies major reasons for using debating as following: a)
increasing collaborative peer interactions, b) developing
critical thinking and persuasive public speaking skills, both of
which are valuable in society, c) helping students build a
powerful logic—grounds, reasons, and evidence that support
their claim, and finally, d) reinforcing the basic learning cycle
for acquiring language, forming sentences, listening and
speaking appropriately and comprehensibly. Figure 1
illustrates the discourse organization for debating.

Figure 1

Discourse Organization of Team Debates

[For] [Against]
Supporting Theory Supporting Theory
Reasons Reasons
Evidence Evidence

Consequences and/or
refutation against
the other side.

Consequences and/or
Refutation against
the other side

4.! This Study

The study was conducted in a general English
communication course in tertiary education in the Kanto area.
The classes, twice a week, lasted 29 weeks in the spring term
of 2025. The participating students were first-year students (n
= 15) with intermediate levels of English proficiency.

4.1 The Procedure

The instructional approach adopted is Content-Based
Language Teaching. The pedagogy can be explained as
content learning acting as a vehicle for language learning
(Met, 1999). Thought-provoking societal problems were
learned using a textbook (Yasunaga, 2024). Adopting active
learning, the students learned basic language knowledge
through flipped learning and expanded interdisciplinary
knowledge through team discussions and debates. The
following sequences were conducted.

1. Language-focused phase:
Learning language-specific knowledge through flipped
learning.

2. Content learning phase:
Reading thought-provoking, controversial topics and
stretching content knowledge through team discussions.
Significant questions are provided to instill
interdisciplinary knowledge.

3. Debates and reflection phases:
Forming team ideas through discussing debate topics.
They create grounds and reasons to support their claim.
Then, a couple of students from each team explain their
perspectives. When each team debates, they slightly
refuted the oppositional viewpoints. Finally, they reflect
on their debates, evaluating the team theories.

4.2 Analysis

A reflection question was given to the students, which
reads, “Based on your reflection on team-based learning,
write how you can improve your learning.” The students’
reflections (107 papers in total) were semantically analyzed,
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and the following distinctive comments emerged as they
gained experience in team discussions and debates.

1. Initial collaborating stage:!
Focusing on the initial mindset for team collaboration.

2. Paying close attention to logic and discourse:
Explicitly pointing out the discourse, such as evidence,
details, and reasons.

3. Effective groupwork:
Commenting on the effective groupwork process, time
management, a moderator role, and task division.

4. A lack of language and topic knowledge:
Stating about one’s lack of linguistic and topic
knowledge.

5. Anticipating oppositional viewpoints
Recognizing the opposition and trying to form possible
rebuttals.

6. Group interdependence,!
Explicitly stating one’s engagement with the group
outcomes.

5.! Conclusion

This study examined team-based active collaborative
learning, incorporating team debates. Through the analysis, it
was found that the team debates enabled the students to
expand their discourse structures and personal viewpoints. As
the students actively worked on collaborative team debate
tasks and made plausible decisions, the results of the analysis
show that debating in teams can be associated with the
development of the 21st-century competencies.
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