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Empathy as Communication Pedagogy: Adapting ECCS and
SPIKES to Support Neurodiverse Learners

Yue Shi Yang

National Chung Cheng University

Ingbenll3@alum.ccu.edu.tw

Abstract

This case study adopts an applied linguistics perspective to investigate the practical application of empathetic
communication in educational and social settings involving a young adult with ADHD. It addresses the lack
of structured communication models for educators interacting with neurodiverse learners. Through a detailed
qualitative analysis of the participant's narrative (Y), the research explores her lived experiences with academic
marginalization and subsequent self-stigma. The study centers on the adaptation of two established frameworks,
the Empathetic Communication Coding System (ECCS) and the SPIKES protocol, transforming them into a
pedagogical model for teacher-student and peer-to-peer interactions. Findings illustrate how formalized and
informal empathetic acts such as teachers granting learning accommodations and actively validating struggles,
are crucial communication strategies that diminished Y's self-stigma and fostered a positive self-image. The
adapted model provides educators with specific, reproducible techniques, including reflective listening and
structured invitations to speak, to navigate sensitive topics with neurodiverse students. This paper contributes
a valuable, communication-based pedagogical framework for fostering supportive learning environments and

advancing applied linguistics research in educational equity.
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1 Introduction

Empathy, defined by Rogers (1957) as the profound ability to grasp another’s feelings and experiences “as
though you were experiencing their situation,” is not merely a psychological construct but a powerful
sociolinguistic tool essential for effective communication (Batson, 1991). While its role in caregiving and
healthcare communication is well-documented (Chu et al., 2024; Lu et al., 2017), its function as a pedagogical
strategy in daily social and educational settings remains critically underexplored within applied linguistics. For

individuals with conditions like ADHD and associated learning difficulties, stigma and academic failure



frequently diminish self-esteem. This challenge highlights an urgent need for research into how structured
communication, rather than clinical intervention alone, can facilitate their linguistic and social integration in
learning environments.

This study responds to this gap by focusing on the adaptation and application of two established
theoretical frameworks: the Empathetic Communication Coding System (ECCS) (Bylund & Makoul, 2005)
and the SPIKES protocol (Baile et al., 2000). The ECCS, originally designed for analyzing emotional
validation in medical interviews, is repurposed here to examine teacher-student dialogue, while the SPIKES
framework, a structured approach for delivering difficult news, is modified to guide educators in navigating
sensitive accommodation discussions. By exploring these approaches, we aim to transform empathy into a
replicable communication model applicable to educational contexts, fostering a supportive and inclusive
atmosphere. In a high-pressure educational system, such as the one prevalent in Taiwan where academic
achievement is heavily tied to social identity and conformity, this communicative scaffolding is particularly
crucial for counteracting unique societal pressures that intensify feelings of self-stigma among neurodiverse
learners.

Employing a qualitative case study approach, this research centers on the in-depth interview narrative
of one young adult (Y), whose journey navigating higher education in a language-centered discipline provides
rich data on communication breakdown and repair. The study's purpose is to move the discourse beyond a
clinical, deficit-oriented model of ADHD to emphasize the condition's discursive and socio-emotional
dimensions. Specifically, we examine the communication styles of individuals with ADHD and how the
deliberate application of empathetic communication strategies by educators and support networks is associated
with the participant’s ability to diminish self-stigma, improve resilience, and foster the development of a
positive self-identity.

This research significantly contributes to the field of applied linguistics and communication pedagogy
by addressing two guiding questions: 1. How can the adaptation of frameworks like ECCS and SPIKES provide
educators with a structured, communication-based pedagogical model to effectively support the socio-
emotional needs of students with ADHD? 2. How is empathetic communication associated with a young adult
with ADHD building a positive self-identity, and what implications does this have for understanding and

enhancing the communication styles of neurodiverse learners?

2 Past Studies

The prior discussion established the urgent need for structured, communication-based pedagogical models to
support neurodiverse learners in language-centered environments. This section lays the theoretical groundwork
by examining three interconnected areas. First, we situate the challenges of ADHD-related stigma within the

framework of discursive analysis in educational settings. Second, we delve into the core principles of the



Empathetic Communication Coding System (ECCS) and the SPIKES protocol, arguing for their significant
pedagogical and theoretical value within applied linguistics. Finally, we explore the existing literature
supporting empathy not just as an emotion, but as a demonstrable communication strategy essential for student

identity and resilience.

2.1 ADHD, Stigma, and Discursive Barriers in Educational Settings

The challenges faced by individuals with ADHD extend beyond clinical symptoms, manifesting significantly
in their socio-emotional and communication experiences within educational settings. From an applied
linguistics perspective, this psychological distress is often emphasized by discursive barriers encountered in
daily academic interactions. Research highlights that stigma is not merely an internal label but is actively
constructed, maintained, or dismantled through daily language use and interactional patterns (Goffman, 1963).
In the classroom, subtle linguistic cues from teachers and peers can reinforce a student’s identity as "deficient"

rather than "neurodiverse," leading to the internalization of negative self-labels (Dahl & Dammeyer, 2024).

2.2 The Pedagogical Potential of Applied Communication Frameworks: ECCS and SPIKES

Furthermore, students with ADHD frequently encounter difficulties in core communication skills relevant to
language-centered disciplines, such as turn-taking, maintaining discourse cohesion, and organizing spoken or
written narratives. These challenges often lead to misinterpretation, with educators incorrectly attributing these
communicative differences to a lack of effort or academic defiance, thereby intensifying marginalization (Chu
et al., 2024). While the literature acknowledges the need for academic accommodations, a critical gap remains
in providing educators with structured communication protocols designed to proactively mitigate the linguistic
and socio-emotional damage caused by stigma in real-time classroom discourse. This framework is essential

to move beyond merely diagnosing deficits and toward empowering supportive interaction.

23 The Pedagogical Potential of Applied Communication Frameworks: ECCS and SPIKES

To develop a structured pedagogical response, this study adapts two frameworks rooted in
communication research: the Empathetic Communication Coding System (ECCS) and the SPIKES protocol.
We argue that these models, typically confined to clinical settings, hold significant potential as trainable
communication strategies for educational professionals.

The ECCS, developed by Bylund and Makoul (2005), is a fine-grained observational tool originally used
to code and quantify physician communication skills, specifically targeting emotional validation, non-verbal
cues, and active listening in medical encounters. In the current context, we argue that ECCS's principles,
particularly its focus on recognizing and responding to emotion (reflective listening and emotional validation) ,

are directly transferable to teacher-student dialogue. For an educator, recognizing a student's frustrated



language as a signal of emotional distress (rather than just academic defiance) requires a validated coding and
response system, which ECCS can offer.

Similarly, the SPIKES protocol (Baile et al., 2000), a six-step conversation model (Setting, Perception,
Invitation, Knowledge, Empathy, Summary), is an invaluable structured dialogue tool for the classroom.
Although initially designed for delivering difficult medical news, SPIKES offers a precise blueprint for
educators to navigate sensitive academic topics, such as discussing a failing grade, recommending special
education services, or adjusting a student’s Individualized Education Program (IEP). The "Invitation" step is
crucial as it explicitly grants the student agency and control over the conversation's flow, a principle highly
valued in studies of learner autonomy in language education (Benson, 2006). By adapting and integrating
ECCS and SPIKES, this study provides a new, combined model positioned not as clinical evaluation, but as

trainable pedagogical communication strategies for educators.

24 Empathy as a Strategy for Identity and Resilience in Education

Psychological research consistently confirms that empathy is fundamental to fostering self-acceptance and
emotional repair (Rogers, 1957). However, within pedagogy, empathy functions as a social-affective bridge
that connects the instructor's understanding with the learner's sense of belonging, a topic often addressed under
teacher affect and rapport in applied linguistics. Lu et al. (2017) emphasize that effective support requires
deeply felt empathy, particularly for vulnerable populations. In education, this translates into the teacher's
willingness to engage in genuine empathetic labor, such as the conscious management and expression of
emotion to foster a positive, non-judgmental classroom environment. When educators deploy deliberate
empathetic behaviors, they engage in a powerful act of discursive affirmation. These actions actively
counteract the internalization of negative self-labels, enabling students to "reconstruct self-identity" (Batson,
1991) and transform their self-narratives. This process is essential for building resilience, which is often

demonstrated through improved willingness to communicate and sustained academic engagement.

2.5 Methodology

This qualitative case study employed a semi-structured interview with the participant, Y, lasting approximately
90 minutes. The session was audio-recorded and transcribed verbatim for analysis. Data were analyzed using
a thematic approach, where coding was deductively guided by the ECCS and SPIKES frameworks to identify

specific empathetic interactions and their impact on Y’s self-identity.

3 Results and Discussions

This research explored how empathy and structured communication influenced the self-identity and social

integration of Y, a young adult with ADHD and learning difficulties. Y's narrative consistently highlights the



significant impact of empathetic interactions from peers and educators, not merely as emotional support, but
as concrete communicative acts that helped her manage self-stigma and reconstruct a positive self-identity.
The findings are presented in two main analytical sections, focusing on how different communication strategies
mitigated discursive barriers, followed by a discussion that integrates these results with the broader literature

on communication pedagogy.

3.1 Communicative Affirmation: The Power of Informal Pedagogical Empathy

This study significantly broadens the understanding of empathy's influence beyond caregiving contexts (e.g.,
Chu et al., 2024) by detailing its powerful role in creating inclusive educational discourse communities. Y’s
narrative demonstrates that informal yet deliberate empathetic actions from educators function as powerful
non-verbal communicative acts of academic affirmation.

Y specifically recalls a high school English teacher and a university Spanish professor who provided
accommodations like extended test time, helping her feel recognized and valued. This is captured in her
statement: “My English teacher in high school allowed me additional time for tests, and that made me feel
recognized.” (Gazhong ingwen laoshi hui yanchang wode tseyanshijian, zhe shiwo gandao ziji shi beilijie de.
9 PSSO AT IE R AR, S A TRE] A RN, )

This simple action of granting extended time, often viewed as an administrative task, is reinterpreted
here as a pragmatic act of validation. Crucially, the participant’s narrative indicates that these empathetic
behaviors were largely spontaneous acts of individual pedagogical care by the teachers, rather than mandated
institutional norms, suggesting that personal communicative agency plays a vital role in student support. It
communicates the message: "Your cognitive needs are seen, and your time is valuable, regardless of the typical
metric." This form of non-verbal, empathetic communication helped Y move beyond the internal narrative of
"being behind" or "deficient." By proactively addressing a systemic barrier, the teacher engaged in a powerful
form of anti-stigma discourse, which contributes directly to a sense of belonging and enabling Y to see herself
beyond the labels of her diagnoses. This suggests that pedagogical policy can be a form of powerful, positive
communication.

Furthermore, Y's interactions with classmates were crucial for establishing a safe discourse environment.
She noted: "I felt comfortable sharing my story when friends opened up about their challenges first.”  (Dang
pengyoumen shouxian fenxiang tamende nanchu shi, wo tsai kanjiang zijide gushi. & AR AUM & 5 53 =AM
MOBEERRIRE, BV BGE H CA9f S, ) This example illustrates the process of discourse community formation
where vulnerability and shared narratives served as a foundational communication strategy. When peers
initiated self-disclosure (a type of empathetic exchange), they lowered the communicative risk for Y, allowing

her to transition from guarded, planned speech to more spontaneous and authentic self-expression. These



exchanges fostered self-acceptance and allowed her to focus on her strengths, such as her achievements in

music and language studies, rather than her deficits.

3.1 Structured Dialogue as Pedagogical Scaffolding: Applying ECCS and SPIKES

The research identified clear variations in Y's communication methods, revealing her dependence on structured
communication strategies to navigate social interactions. This planning is a compensatory discourse strategy
aimed at managing her ADHD-related challenges with spontaneous speech and topic maintenance. She noted
that she "plan[s] my words ahead of time to prevent errors" (Wohui tigiank kaolu yaoshuode neirong, zheyang
bijiao burongyi chuchuo. B EHERTE B EMMIAL, 8k LIRS Hi$E), which stands in contrast to
the more fluid, spontaneous communication expected of typically developing individuals. This strategic
approach highlights the discursive challenge faced by individuals with ADHD in maintaining interactional
coherence.

The study demonstrates how structured empathetic communication, guided by the principles of ECCS
and SPIKES, can serve as effective pedagogical scaffolding to bridge this gap. A university professor’s use of
reflective listening, which is a core ECCS principle, during a discussion about academic performance proved
crucial. Reflective listening validates the speaker’s emotional state before moving to content. The professor’s
statement, "It seems like the situation was truly difficult for you. Could you share more details about how you
managed it?” (Tinqilai zhezhong qingkuang duini laishuo hen quyou tiaozhanzing, nineng duo fenxiang yixia
nishi ruhe yingdui de ma? $EALAHOGE T L EHRAGRAR BHRBNE, IRAEZ 70 % — FIRZ AT ER RIS 2)

This example is a clinical demonstration of ECCS in practice. The phrase "It seems like the situation
was truly difficult for you" explicitly validates Y's frustration (responding to emotion) before asking a follow-
up question. This discursive pattern created a safe space that encouraged open dialogue and positioned Y not
as a problem student, but as an active agent managing a difficult situation. This pedagogical move affirms her
communicative worth and encourages her to engage in detailed self-analysis.

Similarly, the SPIKES framework provided a structured process for handling sensitive conversations,
particularly through the crucial "Invitation to Speak" step. This strategy is essential for neurodiverse learners
as it reduces anxiety by giving the participant a sense of procedural empowerment and communicative control.
The professor’s opening, “Do you want to talk about your worries regarding time management in this course?”
(Ni xiangyao tantan nizai zhemenke guanyu shijianfenpei shang de danyou ma? fRAEZEFRFRIRTE S AR
RT3 Bl RO BN 2)

By asking this question, the professor adheres to the SPIKES structure, which prepares the speaker (Y)
for the sensitive topic and explicitly invites her to participate. This contrasts sharply with a direct statement

like "We need to talk about your time management." The structured "Invitation" minimizes surprise and anxiety,



allowing Y to deploy her planned communication strategies effectively, thereby reducing the likelihood of

communication errors or retreat.

3.2 Discussions

The findings of this case study offer several significant contributions by positioning empathetic
communication as a trainable pedagogical protocol rather than a spontaneous emotional trait.

While prior research often focuses on clinical interventions, Y’s narrative highlights the profound impact
of informal, empathetic actions. The challenge for educators is that informal acts are often inconsistent. This
study addresses that by arguing for the formal adoption of ECCS and SPIKES principles to standardize these
informal acts into a reliable support system. The ECCS provides the micro-linguistic tools (reflective
statements) while SPIKES provides the macro-discursive structure (conversation steps) for complex teacher-
student dialogue. By explicitly aligning with the principles of Universal Design for Learning (UDL) which
advocates for multiple means of engagement and representation, this combined approach is a crucial
contribution to Universal Design for Communication (UDC). It offers educators a tangible framework to
address both the emotional and cognitive needs of neurodiverse learners within a standard inclusive pedagogy.

This research directly addresses the call within applied linguistics for methods that enhance educational
equity for marginalized groups. The study demonstrates that communication training (using ECCS/SPIKES)
can be a powerful intervention tool. By focusing on person-centered methodologies, where validation and
structured communication empower individuals to advocate for themselves, this model moves beyond the
deficit-oriented model of ADHD. This shift emphasizes the emotional and social dimensions of the condition
and underscoring the importance of training educators in specific, evidence-based discursive practices that
foster self-affirmation and resilience.

Finally, by presenting Y's experiences within a Taiwanese educational setting, the research illustrates
how societal pressures for academic conformity can interact with an ADHD diagnosis to intensify self-stigma.
The individualized, narrative-driven perspective of this study suggests that future research should involve
classroom discourse analysis to empirically code teacher and peer communicative behaviors using the adapted
ECCS framework. This would validate the framework's effectiveness across various cultural and institutional
contexts, further solidifying its role as a key communication pedagogy for educational inclusion. The following
table (Table 1) shows the difference of the original ECCS and SPIKES clinical focus and the adapted

pedagogical application.



Table 1

The differences of original ECCS/SPIKES and the adapted pedagogical application

Framework Original Clinical Focus Adapted Pedagogical Application
Coding physician empathy in Validating student distress and using reflective listening
FeCS medical interviews. in teacher-student dialogue.
Delivering  difficult ~ medical Navigating sensitive discussions on academic
SPIKES

news/diagnoses. accommodations and IEP adjustments.

4 Conclusions and Limitations

This case study successfully demonstrated that empathetic communication functions as a critical, trainable
pedagogical tool for mitigating the challenges associated with ADHD-related stigma. By adapting and
integrating the ECCS and the SPIKES protocol, this research moves beyond conceptualizing empathy as a
mere emotional trait and establishes a structured, communication-based model for educators.

The findings illustrate that both informal acts of affirmation (like granting accommodations) and
structured discursive techniques (like reflective listening and the "Invitation to Speak") are crucial strategies
for teachers to engage in anti-stigma discourse. By empowering the participant, Y, to navigate sensitive
academic topics with reduced anxiety and increased control, the model effectively fostered a positive self-
identity and reinforced resilience. This study contributes a valuable pedagogical framework to applied
linguistics, and emphasize the need of formal communication training to enhance educational equity and
support the socio-emotional well-being of neurodiverse learners.

Despite these contributions, this study is subject to several limitations. As a qualitative single-case study,
its findings are deeply contextualized by the specific experience of Y and the Taiwanese educational
environment; thus, generalizability to other populations or cultural contexts is limited. The reliance on
retrospective interview data may also introduce recall bias.

For future research, we propose two key directions aligned with applied linguistics. Conduct classroom
discourse analysis in diverse educational settings to empirically validate the adapted ECCS/SPIKES model,
coding teacher and student communicative turns to establish the framework’s reliability. Apply this
pedagogical model in a larger-scale comparative study involving a control group, measuring the explicit impact

of communication training for teachers on student self-efficacy and academic communication willingness.
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L2 Intelligibility and Extralinguistic Factors: A Case of
Japanese-Accented English
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Abstract

This study investigated the effects of extralinguistic factors on the intelligibility of Japanese-accented English
(JaE), taking into account speaker exposure to English, listener knowledge of Japanese, and listener first
language (L 1) status. The study first analyzed the characteristics of JaE with a focus on phonemic substitutions,
using the Speech Accent Archive (Weinberger, 2015). Speech stimuli were selected based on the analysis and
recorded by three Japanese speakers of English with varied exposure to English. Listeners (n = 18), including
second language (L2) speakers of Japanese and L1 and L2 speakers of English, listened to the recordings and
completed minimal pair identification tasks. The results revealed a significant effect of speaker exposure on
vowel and consonant intelligibility and a positive influence of listener knowledge of Japanese on vowel
intelligibility, but not on consonant intelligibility. Listener L1 status showed no significant effect on vowel or
consonant intelligibility. Overall, speaker exposure appears to play a primary role in the intelligibility of JaE.
The finding of listener knowledge of Japanese might suggest an “extended” interlanguage speech intelligibility
benefit (ISIB) on vowels, in which listeners have an advantage in L2 intelligibility when they speak speakers’

L1 as an additional language.

Keywords

Intelligibility, Japanese-accented English, L2 perception, L2 comprehension

1 Introduction

Since the seminal work of Munro and Derwing (1995), intelligibility (i.e., actual understanding) has been
increasingly popular in research on second language (L2) pronunciation, along with comprehensibility (i.e.,
ease of understanding) and accentedness (i.e., the difference between an expected and perceived pronunciation).
They demonstrated the partial independence of these three constructs, which was also observed in several

subsequent studies (e.g., Derwing & Munro, 1997), providing clear evidence that accented speech can be
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intelligible and comprehensible. Pedagogical contexts shifted accordingly, prioritizing understanding over
nativelike pronunciation (the intelligibility principle; Levis, 2005).

This study aims to contribute to the line of L2 pronunciation research by examining intelligibility, with
a focus on English spoken by first language (L1) Japanese speakers and extralinguistic factors. Specifically,
this study investigates three extralinguistic factors: speaker exposure to English, listener knowledge of

Japanese, and listeners’ L1 status.

2 Literature Reviews
2.1 L2 Intelligibility

A growing body of research has examined L2 intelligibility from various perspectives. One line of research
has focused on what causes intelligibility breakdown. Jenkins (2002) demonstrated that pronunciation errors,
including segmental and suprasegmental errors, are central to intelligibility issues. Especially, Nagle and
Huensch (2020) found that phonemic errors (i.e., deletion, insertion, or substitution of a phoneme) were
negatively correlated with intelligibility.

Another perspective of interest is listener-based factors on intelligibility. Prior research has examined
how listeners’ experience affects intelligibility judgments. One of the earliest studies is Gass and Varonis
(1984), which provided evidence that listeners’ familiarity with general L2 speech and with a particular accent
positively influences the judgment of L2 intelligibility. More recently, Pesantez and Lima (2023) revealed that
the L2 listeners sharing L1 background with the speakers outperformed the other groups (L1 listeners and L2
listeners with different L1s), revealing benefits of sharing L1s in L2 intelligibility judgments (the matched
interlanguage speech intelligibility benefit [ISIB]; Bent & Bradlow, 2003). However, research on the ISIB has
mixed results. In fact, Munro et al. (2006) revealed no significant contribution of listeners’ L1 linguistic
background on intelligibility, and Julkowska and Cebrian (2015) showed that L1 listeners consistently
outperformed L2 listeners.

Although many studies examined listener-based factors, only a few have considered speaker-based
factors beyond an utterance level. One exception is Huensch and Nagle (2021). In their research, the speakers
were recruited from different levels of language courses, based on which their proficiency was defined. The
results showed that proficiency had a positive impact on segmental and suprasegmental errors as well as
fluency. This indicates that speakers at different proficiency levels exhibited distinct patterns of linguistic

errors that significantly influenced intelligibility judgments.

2.2 The Current Study

Building upon previous research highlighting an essential role of listeners’ and speakers’ experiences, the

present study aimed to examine the intelligibility of Japanese-accented English (JaE) with a focus on three

11



variables: speaker exposure to English, listener knowledge of Japanese, and listener L1 status (i.e., whether
the listener is the L1 speaker of English). Speaker-based extralinguistic variables are relatively understudied
despite their important role in intelligibility (e.g., Huensch & Nagle, 2021), which motivated the inclusion of
speaker exposure to English as a speaker-based variable. Additionally, the choice of listener knowledge of
Japanese was motivated by the effect of listeners’ familiarity. Prior research has shown its positive impact on
L2 intelligibility judgment, including the ISIB (e.g., Gass & Varonis, 1984; Pesantez & Lima, 2023). However,
few have examined listeners’ acquired knowledge of speakers’ L1, as opposed to a shared L1 background.
Finally, listener L1 status was also considered, given that employing both L1 and L2 listeners’ judgment better

reflects real-life communication (Jenkins, 2002). Accordingly, the following research questions were posited.

* Do speakers’ exposure to English affect the judgments of L2 intelligibility?
* Does listeners’ knowledge of speakers’ L1 affect L2 intelligibility judgments?

* Does listeners’ L1 status affect L2 intelligibility judgments?

3 Methods

3.1 Selection and Recording of Speech Stimuli

This section discusses the process of selecting and recording speech stimuli. This study operationalized
intelligibility through identification tasks utilizing minimal pairs. This choice was made for practical reasons
in administering the experiment. Accordingly, this study first analyzed the characteristics of JaE to decide
which minimal pairs to employ in the identification tasks. The following subsections discuss the analysis of

JaE (Section 3.1.1), the selection of stimuli (Section 3.1.2), and the recording of speech samples (Section 3.1.3).

3.1.1 Analyzing Japanese-Accented English (JaE)

JaE is often characterized by phonemic substitutions and vowel epenthesis (Watanabe, 2017). To create
minimal pair identification tasks, I examined phonemic substitutions using the Speech Accent Archive
(Weinberger, 2015). I manually analyzed the phonetic transcriptions of 16 recordings of Japanese speakers of
English available on the Speech Accent Archive, and a total of 25 phonemic substitution pairs common across
JaE were identified (see Table 1). The left sound in a pair represents a sound that JaE speakers tend to have
difficulty producing, while the right sound represents what they tend to articulate instead (e.g., for /i/-/1/, they
tend to pronounce these /0iz/ as [01z]). Many of these pairs have been documented in prior research on JaE,
such as tense vs. lax, monophthong vs. diphthong, interdental vs. alveolar fricative, and /l/ vs. /1/ (Aoyama et
al., 2023; Nishi, 2002; Watanabe, 2017). Among consonants, voiceless-voiced substitution pairs were often

observed in this study, which is less documented in JaE literature.
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Table 1

Phonemic Substitutions Characterizing JaE

Vowels fil-11  lal-lal  fol-lal  [ol-IN [0l -1l et/ -lel [oul-/of

Consonants  /b/-/p/ H//-/dl HKf/-/d3/ /di-1t/ fgl -1kl INI-161 18] - s/
e/-1 el -/dl 1dl-1sl 18/ -1z 1z/-10] [zl-Isl [/ -1s/
fdz/ - it -0 N -1 wl -]

3.1.2 Selecting Speech Stimuli

As speech stimuli, minimal pairs were created based on these 25 phonemic substitutions. A minimal pair
consists of a target word, which includes a left sound in a pair, and a foil word, which includes a right sound.
All the target words in minimal pairs, other than bathe and clothe’ were chosen from the COCA’s top 5000
entries of Word Frequency (Davis, 2008) to guarantee that the subjects were all familiar with the speech stimuli.
Three minimal pairs were created for each phonemic substitution (see Appendix A), amounting to a total of 75
minimal pairs.

To record the speech stimuli in a natural context, three passages were created”. Each passage contained
25 target words for each phonemic substitution from the minimal pairs. An effort was made so that the target

words would not be subject to linking or assimilation.

3.1.3 Recording Speech Stimuli

To record these passages, three Japanese speakers of English were invited. They are all L1 speakers of Japanese
and started learning English in middle school. The first speaker (SP1) had 1.5 years of experience in a language
school in the US. The second speaker (SP2) was a fourth-year student in an English-medium instruction
program at a Japanese university and had one year of experience in the US as an exchange student. The third
speaker (SP3) was a university student in the US and lived there for six years. Accordingly, SP1 was defined
as the speaker with the least exposure to English, whereas SP3 as the one with the most.

They were assigned one of the three passages and asked to record it. The recording was conducted in a
quiet room with written instructions provided by the experimenter. The audio files were adjusted for peak

amplitude and then converted into MP3 files. To create identification tasks, only the target words from the

! Given the Word Frequency list includes bath and clothes, their derived forms, bathe and clothe, are assumed to be
common enough to conduct minimal pair tests.

2 To prevent speakers from focusing excessively on the target stimuli, words were embedded within meaningful
passages rather than isolated carrier sentences. Consequently, the 75 target words were distributed across three separate

passages to maintain narrative coherence.
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minimal pairs were extracted from the recordings.

3.2 Implementation of Identification Tasks

Listeners were 18 speakers of English (9 men and 9 women), whose L1s include English (n = 5), Chinese (n
=5), Indonesian (n = 3), Telugu (n = 2), Hungarian (n = 1), Korean (n = 1), and Spanish (n = 1). All of them
reported that they had spoken English for at least four years. All listeners were 18 years old or older, with the
majority in their 20s (n = 12). Eight of the listeners self-reported that they speak Japanese as an additional
language, including L1 English listeners (n = 3), Chinese listeners (z = 2), Indonesian listeners (n = 2), and a
Korean listener (n = 1).

A minimal pair test was employed as an identification task. The same minimal pairs used to select speech
stimuli were employed in the tasks (i.e., 25 pairs per speaker, totaling 75 pairs). In the tasks, they listened to
audio files that presented each of the target words extracted from the recordings in a randomized order. They
then selected what they believed they heard from three options: the target word, the foil word, or neither. If
they chose neither, they were asked to specify what they believed was uttered.

The data were collected through Google Forms. The online survey consists of two parts: a background
questionnaire and identification tasks. The listeners first answered a background questionnaire, in which they
reported their age, gender, L1, and whether they speak Japanese (self-report). After completing the background

questionnaire, they performed the identification tasks.

3.3 Data Analysis

Intelligibility scores were calculated as the proportion of correct answers (i.e., the number of the target words
selected divided by the total number of questions) separately for vowels and consonants. When neither was
selected, a specified answer was checked manually, and it was counted as correct when a phoneme of interest
was correctly understood®. Two three-way ANOVAs were computed for vowels and consonants separately,
with speaker exposure to English as a within-subject factor and with listener knowledge of Japanese and
listener L1 status as between-subject factors. The significance level was set at .05, and all pairwise comparisons
were conducted with Tukey-adjusted p-values. As effect sizes, partial eta squared (1,°) and Cohen’s d were
used for ANOVAs and pairwise comparisons, respectively. They were interpreted following the conventions,
where npz values (.01, .06, and .14) correspond to small, medium, and large effects, and d values (0.2, 0.5, and

0.8) correspond to small, medium, and large effects, respectively

* For example, one minimal pair for /b/-/p/ was tab-tap, where tab is the target word. If a listener selected neither and
answered fub, this answer was regarded as correct because the listener correctly understood /b/, or the phoneme of interest

in this pair.
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Given that the data are proportional, an arcsine transformation was applied to address the assumption of
normality and the homogeneity of variance. Following the transformation, Shapiro-Wilk tests on the model
residuals verified normality (W = .987, p = .819 for vowels; W = .986, p = .760 for consonants). Additionally,
Levene’s tests confirmed the homogeneity of variance for the between-subject factors for both vowels (F(3,50)
=.316, p = .814) and consonants (F (3,50) = .756, p = .524). Sphericity for the within-subject factor (i.c.,
speaker exposure to English) was also confirmed via Mauchly’s tests (W= .917, p =.569 for vowels; W= .871,
p = .409 for consonants). All inferential analyses (i.e., ANOVAs and Tukey-adjusted #-tests) were computed
with the arcsine-transformed data, while the descriptive analyses (i.e., means and standard deviations) are

reported with the raw data for ease of interpretation.

4 Results and Discussion

The three-way ANOVAs revealed no significant interactions between any factors (p > .05; see Table 2).

Therefore, I focus on the main effects for each variable independently.

Table 2
ANOVA Summary Table
Vowels Consonants
Effects df F-value p-value Np? df F-value  p-value Np?
Between-subject
L1 status (L1) 1,14 3.76 .073 .21 1,14 1.63 222 10
Japanese knowledge (JK) 1, 14 4.83 .045 .26 1, 14 0.55 472 .04
L1: JK 1,14 0.49 493 .03 1,14 0.12 .736 .01
Within-subject
Speaker (SP) 2,28 3.48 .045 .20 2,28 7.60 .002 .35
SP: L1 2,28 0.70 505 .05 2,28 0.14 .867 .01
SP: JK 2,28 0.93 405 .06 2,28 0.83 447 .06
SP: L1: JK 2,28 0.85 440 .06 2,28 0.60 .556 .04

Note. P-values less than .05 are bolded. For the interpretation of an effect size (1,%), > .01 is small, > .06 is medium, and

> .14 is a large effect.

4.1 Speaker Exposure to English

The ANOVAs showed a significant effect of speaker exposure to English on the intelligibility of both vowels
and consonants. Post-hoc tests revealed that for vowels, SP3 (Mspz = .897, SDsps = .145) was significantly

more intelligible than SP1 (Msp; = .730, SDsp; = .234; #(28) = 2.84, p = .022, d = 1.27). No significance was
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found between SP1 and SP2 (Msp> = .841, SDsp> = .169; t(28) = 2.09, p = .110, d = 0.94), and between SP2
and SP3 (#28) = 0.75, p = .738, d = 0.34). For consonants, SP2 (Msp; = .830, SDsp, = .144) was significantly
more intelligible than SP1(Msp; = .698, SDsp; = .105; #(28) = 3.14, p = .011, d = 1.41). No significance was
found between SP1 and SP3 (Msps =.775, SDsp3; = .102; #(28) = 1.85, p=.171, d = 0.83), and between SP2 and
SP3 (#28)=1.28, p=.417,d = 0.57). Figure 1 displays the box plots of the intelligibility scores for the three

speakers, with red dots indicating the mean scores.

Figure 1

Intelligibility Scores of the Three Speakers
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Note: Intelligibility scores were calculated as the proportion of the correct answers to account for the different numbers

of minimal pairs for vowels and consonants.

These results, in general, suggest that increased exposure to English has a positive impact on L2
intelligibility. Nonetheless, while the speaker with the least exposure (i.e., SP1) showed the lowest score for
vowels and consonants, the most exposed speaker (i.e., SP3) did not consistently show the highest. In fact, no
significant difference was observed between SP2 and SP3 for both vowels and consonants. This means that
SP2 is as intelligible as SP3 despite the difference in their exposure to English: SP2’s intensive exposure to
English was limited to inside the university, and SP3 had daily exposure to English. This could be attributed
to the ceiling effect; although SP2 had less exposure than SP3, his experience in the English-medium program
and the exchange program may have been sufficient for him to reach an intelligibility threshold beyond which

additional exposure provides less benefit for intelligibility.

4.2 Listener Knowledge of Japanese

The ANOVA for vowels revealed significance in this factor, whereas the effect for consonants was not

significant. Post-hoc test, however, revealed no significance between Japanese-speaking (JS) listeners (Mjs
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= .899, SD,s = .136) and non-Japanese-speaking (NJS) listeners (Myys = .762, SDnys = 217; t(14) = 145, p
=.170, d = 0.53) for vowels. For consonants, JS listeners (Mys = .799, SDyys = .111) showed slightly higher
scores than NJS listeners (Mays = .743, SDnss = .138) without significance. Figure 2 plots the intelligibility

scores by JS listeners and NJS listeners.

Figure 2

Intelligibility Scores by Japanese-Speaking (JS) and Non-Japanese-Speaking (NJS) Listeners
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These results apparently indicate that the intelligibility of Japanese-accented English is generally
comparable between JS and NJS listeners. However, the fact should be noted that the ANOVA showed a
significant effect on vowel intelligibility whereas the post-hoc pairwise comparison did not. One possible
account for this difference is a lack of statistical power due to the sample size: 18 listeners may not have
provided sufficient power to detect significance in a specific pairwise comparison. Nonetheless, given that the
ANOVA showed a significant effect and that the ANOVA and the post-hoc test indicated medium to large
effects (n,” = .26 and d = 0.53), there might be a trend that knowledge of speakers’ L1 (i.e., Japanese) as an
additional language provides an advantage in the judgment of vowel intelligibility in speakers’ L2 (i.e.,
English). This trend is specific to vowels, as an ANOVA for consonants revealed no significance or large effect
(F(1,14) = 0.55, p =.472, n,” = .04). While the trend on the vowel intelligibility could be interpreted as the
ISIB, the absence of a significant interaction effect between listener knowledge of Japanese and listener L1
status distinguishes it from the classic mismatched ISIB. In the mismatched ISIB, L2 listeners have an
advantage in L2 intelligibility judgment over L1 listeners, regardless of listeners’ specific L1 backgrounds
(Bent & Bradlow, 2003). In contrast, the current results could suggest that JS listeners have a general advantage
over NJS listeners, whether they are L1 listeners or not. This implies that the ISIB might be extended to

listeners who acquired speakers’ L1 as an additional language.
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4.3 Listener L1 Status

The ANOVAs revealed no significant effect of listener L1 status for either vowels or consonants. Figure 3
illustrates the box plots of the intelligibility scores by L1 and L2 English listeners. Although the difference did
not reach statistical significance, the L1 listener group (Mr; = .876, SDr; = .201 for vowels; M; = .815, SDy;
= .086 for consonants) showed slightly higher scores than the L2 listener group (M;> = .802, SD;> = .193 for
vowels; M;>=.749, SD;, = .138 for consonants).

These results indicate that L2 listeners are comparable to L1 listeners in the judgement of intelligibility.
This contrasts with the findings from Jutkowska and Cebrian (2015), in which the L1 listener group
outperformed the other groups. This difference may stem from methodological differences. In their research,
intelligibility was operationalized through transcription tasks, and it was measured by the number of words
transcribed correctly divided by the total number of words. On the other hand, this study employed minimal
pair identification tasks that allowed listeners to choose an answer from options. This likely decreased the rate
of inaccurate answers of the L2 listener in this study. It should also be noted that the L2 listeners’ proficiency
level in English was not controlled in this study. Therefore, it might be possible that the L2 listeners were all

proficient enough to blur the distinction between the listener groups.

Figure 3

Intelligibility Scores by L1/L2 English Listeners
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5 Conclusion

This study investigated the influence of extralinguistic factors on the intelligibility of Japanese-accented
English (JaE). The findings suggest that speaker exposure to English plays a more critical role in judgments
of L2 intelligibility than listener knowledge of speakers’ L1 and listener L1 status. While the results underscore
the multifaceted nature of L2 perception, several limitations must be acknowledged. First, this study had 18

listeners and three speakers. Although the required assumptions for an ANOVA were met, this sample size may
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have affected the results of the inferential analyses. Second, because the stimuli were selected based on a
general analysis of JaE from the Speech Accent Archive, the individual speakers recorded for this study did
not consistently exhibit every target phonemic substitution. In fact, certain targets were correctly identified by
all the listeners (e.g., SP2’s /b/ and SP3’s /ou/). Thirdly, this study defined listener knowledge of Japanese as
their self-reported ability to speak Japanese, and their proficiency level was not controlled. In addition, L1
listeners of Japanese were not included in the listener group. Collectively, these limitations necessitate cautious

interpretation of the potential “extended” ISIB.
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Minimal Pairs Used in the Identification Tasks

Appendix A

Contrasts Target 1 Foil 1 Target 2 Foil 2 Target 3 Foil 3
Vowels
fil-1/* seat sit knit neat fit feet
lal-1a/ cards cords part port hard hoard
o/-12ef bought bat caught cat sought sat
/o/-laf bought bot caught cot port part
2/-IN/ bought but caught cut talk tuck
le1/-lel date debt gate get late let
lou/-/a/ boat bought coat caught woke walk

Consonants

/bl-Ip/ tribe tripe stable staple tab tap
1t/-/d/ bat bad debt dead pot pod
-1t/ two chew till chill tech check
d/-1t code coat bend bent rude route
Igl-1k/ pig pick bag back anger anchor
IvI-Ifl leave leaf prove proof live life
16/-Is/ theme seem thought sought thin sin
16/-1t/ theme team thought taught thrill trill
[6/-1d/ though dough this diss they day
18/-Is/ though so this Sis they say
18/-1z/ breathe breeze clothe close bathe bays
Iz/-/6/ close cloth phase faith use youth
z/-Is/ seas cease phase face prize price
/fl-Is/ dish diss ash ass push puss
/dz/-ts/ cards carts kids kits sides sites
-/ brush blush free flee read lead
-1/ blue brew play pray glad grad
Iwl-Ivl wine vine west vest wet vet

* Due to a stimulus coding error, these minimal pairs were excluded from the final analysis.
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Abstract

This study investigates the usages and functions of English pronouns appearing in junior high school materials
in Japan, bridging curriculum and empirical perspectives. Drawing on the Course of Study as the national
curriculum and the National Assessment of Academic Ability (hereafter, NAAA) as standardized testing data,
the study aims to clarify how pronouns are treated pedagogically and functionally. Two approaches were
adopted: (a) quantitative analysis of pronoun frequency and grammatical category based on the Revised List
of Grammar Items (Takahashi & Okamoto, 2025), and (b) interpretation of how such results inform curriculum
alignment and grammar instruction. Combining the curriculum’s institutional framework with authentic test
data, this study represents the first attempt to depict the actual distribution and discourse functions of pronouns
in officially sanctioned materials. Findings show there are 34 distinct pronouns, including five that are not
listed in the Course of Study (both, each other, everyone, something, everything). Comparison with the British
National Corpus revealed that the pronouns “I,” “you,” “it,” “we,” and “they” dominate in the NAAA,

highlighting a partial misalignment between prescriptive curriculum items and actual usage patterns.

Keywords
pronouns, grammar instruction, Course of Study, National Assessment of Academic Ability, Revised List of

Grammar Items

1 Purpose and Significance of the Study

The purpose of this study is to clarify the usage and functions of English pronouns appearing in texts used at
the junior high school level in Japan. For this purpose, the study analyzes English sentences drawn from two
primary sources: (a) instructional content based on the Course of Study (Ministry of Education, Culture, Sports,
Science and Technology [MEXT], 2018a; hereafter, CoS), the national curriculum, and (b) English passages

used in standardized tests, the National Assessment of Academic Ability (hereafter, NAAA).
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This study has two methodological pillars. The first involves analyzing the frequency and usage of
pronouns in the texts based on the Revised List of Grammar Items*. The second considers how the results of
this analysis can be applied to enhance grammar instruction, with reference to the CoS.

By combining the institutional (CoS) and empirical (NAAA) perspectives, this study uniquely aims to
clarify the reality of pronoun usage in English education in Japanese junior high schools. It also aims to
identify what is taught as grammatical categories of pronouns, examines how these relate to actual use, and

highlights gaps or consistencies that may inform teaching practices and curriculum improvement.

2 Background

2.1 The Course of Study and Grammar

The CoS establishes national standards to maintain consistent educational quality from kindergarten through
high school. In English education for junior high schools, the CoS presents language materials classified as
“Items related to the characteristics and rules of English,” composed of four domains: “Sounds,” “Symbols,”
“Words, collocations and idiomatic expressions,” and “Sentences, sentence structures and grammar items.”
Within this framework, the CoS systematically specifies the grammatical categories and instructional items for

English grammar in junior high schools.

2.2 Developing a Comprehensive Grammar List

One of the motivations for developing the List of Grammar Items# as a comprehensive grammar list was the
lack of any comprehensive catalogue of grammatical items in Japan, as well as the absence of prior large-scale
studies that presented a systematic inventory of such items. Although several smaller-scale studies are listed
below, they cannot be regarded as a true comprehensive overview.

Nonetheless, it should be clearly stated that these earlier works served as an important point of departure
for the creation of the List of Grammar Items. Chujo ef al. (2012) examined remedial learners’ grammatical
mastery. Ushie (2013) identified problems in junior high school textbook grammar descriptions, focusing on
relative and contact clauses, the there-construction, tense, comparison, contractions, fixed expressions, and
ellipsis. Yasugi (2016) specified a wide range of frequently problematic items such as the be-verb, do/does-
questions, the progressive, comparison, infinitives, gerunds, the passive, the present perfect, post-modification,
relative pronouns, wh-questions, SVOO/SVOC, and indirect questions. Tanaka (2017) demonstrated that
96.3% of TOEIC items can be solved using junior high school grammar and identified key high-frequency

categories including nouns, adverbs, adjectives, prepositions, comparison, tense, infinitives, and relative

4 Unless otherwise noted, all references to the Revised List of Grammar Items and the List of Grammar Items in this

paper refer to the version presented in Takahashi and Okamoto (2025) and Takahashi and Okamoto (2024), respectively.
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clauses. Honda and Shimura (2017) compared elementary and junior high school grammar lists, presenting
major categories (e.g., pronouns, nouns, verbs, auxiliaries, tense, interrogatives, comparison) and noting that

their 162 subcategories are excessively fine-grained.

2.3 Systematizing Grammar Items

The List of Grammar Items and the Revised List of Grammar Items were developed within a KAKENHI-
funded research project that aimed to construct a model for teaching English designed to increase learners’
noticing of grammar through the LOGIC (List of Grammar Items and Corpus) system. At the core of this
educational model lies the LOGIC system, which provides examples of English expressions relevant to
pedagogical grammar in junior high schools. This line of research aims to contribute to English education by
constructing a model applicable both to classroom instruction and to learners’ independent study.

The Revised List of Grammar Items was designed to clarify school grammar in Japanese junior high
schools and to present a grammatical framework applicable to teaching practice. It organizes 477 grammar
items into 22 grammar categories. The revision of the list was motivated by empirical findings that emerged
as the List of Grammar Items evolved. After detailed examination of its sources—the CoS and NAAA texts—
revisions were made to address missing or insufficient items. Consequently, two grammar items concerning
pronouns and three concerning prepositions were added during the revision process of the Revised List of

Grammar Items.

2.4 The Position of Pronouns in English Education

Within the CoS, 19 grammatical frameworks are listed under “Sentences, sentence structures and grammar
items,” among which pronouns are explicitly included. The CoS’s classification of pronouns encompasses
personal, demonstrative, interrogative, and numerical pronouns. Although relative pronouns are also included

in the CoS, this study focuses on the four aforementioned categories.

2.5 Pronouns in Takahashi & Okamoto (2025)

In the Revised List of Grammar Items, 27 grammar items concern pronouns (see Table 1). Traditionally, as
noted by Yagi (2021) and O (2017), pronouns are classified into personal, demonstrative, interrogative,
indefinite, and relative categories. While the CoS identifies only four of these (personal, demonstrative,
interrogative, and numerical), the Revised List offers a more comprehensive coverage to strengthen

instructional clarity.
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Table 1

Pronouns in the Revised List of Grammar Items

Grammar .
. Grammar items
categories
D001 Referring to specific people or things Subjective case
D002 Possessive/Objective case
D003 Referring to general people Subjective case
D004 Possessive/Objective case
D005 Referring to specific people or things Possessive pronouns
D006 Referring to general people Possessive pronouns
D007 Expressions with "it" as the subject (e.g., itis time...)
D008 Reflexive pronouns Referring to people (specific or general)
D009 Referring to "it" or things
D101 Special expressions: e.g., help oneself
D102 Idiomatic expressions: e.g., by oneself
D010 Demonstrative pronouns that/these, etc.
D011 Interrogative pronouns who/whose/whom
D012 which/what
D013 Indefinite pronouns Usage: one
D014 Usage: other/others/another
D015 Usage: the other/the others
D016 Quantifying pronouns Usage: few/a few/little/a little/many/much
D017 Usage: some/any
D018 Usage of pronouns both (including we both/both of us)
D019 either
D020 neither
D021 all (e.g., we all know.../we are all trying...)
D022 none (complete negation)
D023 each
D024 Compound-form indefinite pronouns someone/everything/something, etc.
D025 Others each other, etc.
3  Methods

This study analyzed English tests used in the NAAA to investigate the frequency, types, grammatical

functions, and contextual uses of pronouns.

3.1 The National Assessment of Academic Ability (NAAA)

The NAAA is a nationwide standardized test conducted by MEXT with the objective of “ensuring equal
educational opportunities and improving the level of compulsory education” (MEXT, 2018b, 1. Purpose of the
Survey). The NAAA is grounded in the CoS, and the full texts and correct answer examples used in the tests
are publicly available.

The assessment is conducted every April for sixth-grade elementary and ninth-grade junior high school
students. While Japanese and mathematics are tested annually, English and science are tested every three years.
The English test targets third-year junior high school students (Grade 9) who have studied English formally

for four years.
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The English component has been implemented three times: the preliminary test (hereafter, Test 0) in
2018, the first test (hereafter, Test 1) in 2019, and the second test (hereafter, Test 2) in 2023. The four skill
domains—Iistening, reading, writing, and speaking—cover learning items up to the preceding grade. Across

all versions, the dataset includes 523 sentences and 3,755 words (see Table 2).

Table 2

Number of Sentences and Words in the NAAA English Texts

Listening Reading Writing Speaking Total

Sentences Test 0 33 69 23 25 150
Test 1 41 92 24 20 177

Test 2 56 89 16 35 196

Words Test 0 263 525 123 147 1058
Test 1 282 666 131 116 1195

Test 2 435 703 103 261 1502

3.2 Analytical Procedure

Using the Revised List of Grammar Items as the analytical framework, all pronouns in the NAAA texts were
identified, categorized, and analyzed for their grammatical and contextual functions. Leech et al. (2001) was

employed as a comparative corpus resource.

4 Results and Discussion

4.1 Pronouns Identified

A total of 34 distinct pronouns described below were identified in the NAAA English texts. Five of the distinct
pronouns—both, each other, everyone, something, and everything—were not listed in the CoS, a noteworthy

finding that demonstrates lexical expansion beyond the prescribed curriculum.

* Personal pronouns: I, my, me, mine, you, your, he, his, him, she, her, it, its, we, our, us, they, their, them
* Demonstrative pronouns: this, that, these

* Interrogative pronouns: who, which, what

* Numerical/quantifying pronouns: none, one, some, all

* Non-CoS pronouns: both, each other, everyone, something, everything

4.2 Frequently Used Pronouns: 1, you, it, we, they

The pronouns “I,” “you,” “it,” “we,” and “they” were the most frequently occurring forms. The following are
excerpts of its occurrences. The notation in brackets [ ] indicates the grammar category in the Revised List of

Grammar Items, and the corresponding description on the right shows the specific grammar item. In addition,
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the label at the end of each excerpt identifies the NAAA test year (e.g., Test 0 for 2018) and the skill area
(Listening, Reading, Writing, or Speaking). For instance, “(Test 0, Listening)” indicates that the excerpt was

taken from the listening section of the test conducted in 2018. These are the findings:

[D001] Referring to specific people or things: Subjective case
I want to sing with Mike. (Test 0, Listening)

It’s very popular. (Test 2, Listening)

[D002] Referring to specific people or things: Possessive/Objective case
Now, I’'m going to tell you about its history. (Test 0, Reading)

How about this bag with some stars on it? (Test 2, Listening)

[D003] Referring to general people: Subjective case
For example, in the U.S., they have one-dollar shops. (Test 1, Reading)
We should not buy too much food. (Test 1, Reading)

These excerpts show that high-frequency pronouns are core personal pronouns, consistently taught from
the earliest stages of instruction. Their prominence emphasizes the functional importance of identifying

speakers, listeners, and topics, which are key elements in communicative English education.

4.3 Comparison with the British National Corpus

This study employed the British National Corpus (BNC) in Leech et al. (2001) as a reference corpus. The list
of pronouns appearing in the BNC is provided in List 5.5: Frequency list of pronouns (not lemmatized) in
Chapter 5, Rank Frequency Lists of Words within Word Classes (Parts of Speech) in the Whole Corpus. Table
3 below presents the top 20 pronouns found in the BNC, showing their corresponding rank (Test rank) and
frequency (Test freq.) in the NAAA.

While the pronouns “he”, “she”, and “they” are among the most frequent in the BNC (ranks 4th, 8th,
and 7th, respectively), they appear only occasionally in the NAAA. In contrast, “I”, “you”, and “we” show
relatively higher frequencies in the NAAA (ranks 1st, 3rd, and 11th, respectively). This suggests that the
NAAA emphasizes familiar, learner-centered pronouns associated with direct communication, rather than

narrative or descriptive forms.
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Table 3

Top 20 Pronouns in the British National Corpus and their Rank/Frequency in the NAAA

BNC Pronouns Testrank  Test freq. BNC Pronouns Testrank  Test freq.

rank rank
1 it 3 57 11 we 4 40
2 | 1 92 12 her 29 1
3 you 2 70 13 their 17 6
4 he 1 10 14 what 9 13
5 this 17 6 15 all 22 3
6 his 22 3 16 who 22 3
7 they 5 34 17 them 12 9
8 she 13 7 18 some 25 2
9 that 19 5 19 him 13 7
10 which 25 2 20 its 25 2

4.4 Usage of Selected Pronouns

4.4.1 Quantifying Pronouns: some/any

113

The pronouns “some” and “any,” often introduced as determiners (e.g., some pictures), also occur as

independent pronouns. While “some” appears in the CoS, “any” does not. The CoS excerpts include:

If you want water, I will give you some. (p. 42)

We have other bigger ones. Shall I show you some of them? (p. 71)

The NAAA excerpts include:

[D017] Quantifying pronouns Usage: some/any
I want to try some! (Test 1, Listening)

I was surprised that some of these shops sell medicine. (Test 1, Reading)

These indicate that both “some” and “any” deserve deliberate instructional attention, as they are

conceptually simple but contextually sensitive items.

4.4.2 Indefinite Pronouns: one

This section focuses on the word “one”, which can function as a noun, an adjective, or a pronoun. The pronoun
“one” is used as a substitute for a previously mentioned countable noun or noun phrase. It typically co-occurs

with determiners such as adjectives or articles:
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[D013] Indefinite pronouns/Usage: one

Which one? (Test 0, Listening)

The one with three birds and some English words on it. (Test 0, Listening)

Some students use an electronic one when they don’t know a word. (Test 0, Reading)
The chimpanzees got food when they pointed to the stronger one. (Test 1, Reading)
1l take the bigger one. (Test 2, Listening)

Which one should I buy for him, a picture book, animal cookies or a T-shirt? (Test 2, Speaking)

The following are example sentences listed in the CoS.

“A: Which bus goes to the city library? B: Take this one.” (p. 38)
This question is more difficult than that one. (p. 48)
“A: We have other bigger ones. Shall I show you some of them? B: Thank you. Oh, this one seems better.

How much is it?” (p. 71)

Intentional instruction targeting the contrast between the singular “one” and the plural “ones” can
broaden learners’ expressive options and is likely to support the development of the communicative

competence that the CoS seeks to foster.

4.4.3 both (including we both / both of us)

The pronoun “both,” which is not listed in the CoS, appeared in the NAAA. This was considered a noteworthy

finding. The following is the excerpt.

[D018] both (including we both/both of us)

We both love sports, music, and cooking, right? (Test 2, Reading)

The sentence above is included in the CoS under “(ii) Items related to language functions,” where it
appears in the section stating, “Pick up language use situations and language functions mainly from the
following items when engaging in language activities.” (p. 69). In addition, “‘b. Examples of language functions”

99 ¢

are organized into five categories: “(a) Facilitating communication,” “(b) Communicating feelings,” “(c)

99 ¢

Communicating facts and information,” “(d) Communicating thoughts and intentions,” and “(e) Encouraging
someone to do something.” The fact that the above example is treated within this section of the CoS suggests

that it is intended as an essential expression for fostering communicative competence.
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4.4.4 all (e.g., we all.../we are all...)

With regard to “all” as a pronoun, this study focuses on two specific usages: cases in which “all of” is followed
by plural noun phrases or noun phrases limited to definite articles, demonstratives, or possessive forms of
personal pronouns as the object of “of,” and those in which “all” is used in apposition to the subject or object.
Therefore, instances where “all” is accompanied by a relative clause, or used independently to mean “all people”

(plural) or “everything” (singular), are not examined here. The following are excerpts from the NAAA.

[D021] all (e.g., we all.../we are all...)

We all said, “We cannot do something big, but doing something to save water is important for even
junior high school students.” (Test 2, Listening)

We are all trying to do something to save water. (Test 2, Listening)

I hope all of you visit our creative library in the near future. (Test 2, Reading)

Incidentally, there is the expression “first of all.” In the CoS, the example “First of all, let me talk about
the outline of the story.” (p. 76) is provided. Syntactically, the word “all” functions as the object of the
preposition “of” and therefore can be classified as either a noun or a pronoun. It should be noted, however, that
this study was unable to determine conclusively whether “all” in this expression functions as a noun or a

pronoun.

4.4.5 none (complete negation)

A pronoun “none” corresponds to the pronominal use of “no.” In this study, attention is paid to cases
where “none” is used synonymously with “no one” or “nobody” to mean “no person,” as well as to cases where
“none of” is followed by plural or uncountable noun phrases introduced by determiners such as the, one’s, or
these (e.g., none of the students, none of one’s work, none of these ideas) to express meanings like “nothing at

all” or “no one at all.” The following is the excerpt.

[D022] none (complete negation)

In janken, none is the strongest among rock, scissors, and paper. (Test 1, Reading)
The pronoun “none” is not listed anywhere in the CoS. This suggests that, although “none” appeared in

the NAAA, teachers need not overreact to its presence. Instead, they should focus on fostering students’

communicative competence through instruction aligned with the CoS.
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5 General Discussion

This study analyzed pronoun use in Japanese junior high school English education through both the
institutional framework (CoS) and empirical evidence (NAAA). The Revised List of Grammar Items proved
to be an effective analytical tool for linking systematic grammar classification with textual analysis.

Several findings stand out. First, pronouns not explicitly listed in the CoS (both, each other, everyone,
something, everything) were found in standardized tests. This indicates a degree of pragmatic diversity beyond
what the CoS prescribes, suggesting potential gaps between curriculum design and real language use.

Second, pronoun use reflects the development of discourse-functional competence, not merely structural
knowledge. Pronouns serve as markers of cohesion, perspective, and focus in discourse, thus representing an
interface between grammar and pragmatics.

These findings point to the need to redefine school grammar as pedagogical grammar—a grammar that
integrates cognitive, functional, and discourse-based dimensions of language learning. This study also
demonstrates that systematic lists such as the Revised List of Grammar Items help clarify the relationship
between the CoS’s instructional goals and the linguistic performance measured by standardized tests. This

connection provides a new theoretical and empirical foundation for grammar pedagogy.

6 Conclusions

This study uniquely bridges the institutional documents (CoS) and national empirical evidence (NAAA) to
depict the usage and functions of pronouns in Japanese junior high school English education. By applying the
Revised List of Grammar Items, the study empirically identified the relationship between grammar instruction
and actual usage, a link rarely addressed in traditional grammar studies.

Three pedagogical implications emerge:

1. For teachers: While adhering to the CoS, they should respond flexibly to non-listed items appearing in
authentic texts, thereby fostering learners’ grammatical competence in use.

2. For material developers: Pronoun introduction and recycling should be sequenced according to learners’
developmental stages, integrating form, meaning, and discourse function.

3. For researchers: The Revised List of Grammar Items should be employed as a foundation for verifying
consistency between actual classroom language use and curriculum expectations, leading toward evidence-

based grammar education models.

Future research should quantitatively compare the distribution of pronouns in the NAAA with those in

MEXT-approved textbooks to calculate an alignment index. Moreover, discourse-analytic studies should
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investigate how pronouns contribute to task performance and meaning construction, further bridging grammar

research and pedagogical practice.
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Abstract

There has been a switch from lesson content mastering to skills developing as the movement of compe- tency
in the 21st century. To respond to this trend in practical requirements, University of Economics, Ho Chi Minh
City has focused on providing English for Specific Purposes courses where students can learn skills relating
to their study fields. Various prior studies have been conducted for seeking ways to assess and evaluate English
written compositions. Building and validating appropriate scoring scales have yielded positive results in
reducing human raters’ burden, especially in ESP writing assessment in- cluding many unique writing tasks.
Therefore, ESP teachers can have more chances to give feedback and design remedial lessons accordingly for
their students. With Artificial Intelligence, teachers are using numerous tools as personal assistants for
designing their own scoring scales. This study used Claude 3.5 Sonnet for creating Python tools comparing
224 Law students’ compositions. This tool was validated by comparing its automated scores with human
ratings and produced a positive correlation. This tool can reflect human ratings and have the potency to reduce

teacher scoring workload with some related pedagogical implications.

Key word

Automated scoring scale, Writing comparison, Automated ratings, Human ratings, ESP

1 Introduction

There has been a switch from the traditional concept of ‘to master lesson content’ to ‘skills develop- ment’ as
the ‘competency movement’ of the 21st century (Nunan, 2022). To respond to the trend in teaching—learning
activities and the practical requirements, various universities in Vietnam are planning to strengthen skills for
their learners in specific disciplines. This leads to the focus on designing and providing English for Specific
Purposes (ESP) courses where students expect to learn knowledge and skills relating to their fields of studying.

Therefore, University of Economics, Ho Chi Minh City (UEH) is on the way to reinforce its ESP teaching
and learning, as it is aware that this is the right time for ESP, and General English is now the responsibility of

each student. In the year of 2023, UEH made a corporation between its School of Foreign Languages (SFL)
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and six other Schools for this purpose entailing the establishment of four ESP courses. An abundance of prior
studies has been conducted for seeking ways to assess and evaluate English written production. Besides
building and validating appropriate scoring scales for writing assessment, error analysis research needs to be
increasingly focused to offer more additional insights into ways to achieve effectiveness in English writing
(Hughes & Hughes, 2020; Zafar, 2016). Numerous previous research has paid great attention to analyze errors
in different English language teaching and learning settings; however, there are a few studies which delve into
the investigation of identifying the frequency of errors as well as their effect on ESP written communication.
This research direction can yield findings which act as a comprehensive guide for ESP classroom teachers to

design more remedial lessons for helping their students.

2 Setting of the Study

The ESP courses established by SFL and six other Schools at UEH encompassing four main majors including
English for Business, English for Economics, English for Technology, Communication and Design, and
English for Law.

Annually, UEH uses results of some standardized English proficiency tests like TOEIC (Test of En- glish
for International Communication), TOEFL iBT (Internet-based-test), IELTS (International English Language
Testing System) and VPET (Versant Professional English) for admission. These results are evidence for full-
time students to skip the first General English module; however, in order to provide students with pertinent
knowledge and skills in their fields of study, they are going to do two compulsory ESP courses.

UEH belongs to the business and economics discipline group of universities in Southern Vietnam; as a
result, the vast majority of students are attending business and economics academic clusters followed by the
technology, communication and design cluster, and the smallest amount of students are joining the law cluster
(University of Economics, Ho Chi Minh City, 2024).

The writing section of English for Law modules consists of two main tasks focusing on not only drafting
some legal documents like client letters, witness statements, contract claims, or employment tribunal claims
but also filling in legal pleadings or legal forms. Writing is a complicated task, especially in the setting of legal
writing, it can become arduous since Law students have to perform many duties simultaneously which are
using accurate information of legal cases, and grammatically correct structures in appropriate legal forms.

To shed light on helping Law students at UEH better their writing outcomes, when drafting some specific
legal documents, templates will be provided. This aligns with controlled composition attributes stating that
students need to be given necessary information and forms of the sentences they will use; ultimately, their final
products will be similar to the legal forms required (Raimes, 1983). In this study, the legal writing task of
drafting a witness statement, which contains the description of events that happened at the crime scene, will

be utilized for error analysis.
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3 Literature Review

3.1 Using Automated Tailored Scoring Tools

Numerous research has been carried out to prove that assessment is playing an important role in ‘shaping
students learning,” and thus there is a need for aligning assessment practices with what the classroom
pedagogical and intended outcomes are (Chamberlain et al., 2004). According to the needs analysis made
before establishing two English for Law modules, students are expected to be familiar with a number of
common legal forms with highly accurate information and appropriate forms; as a result, writing activities and
assessment must be effective enough for this purpose, then it is not only positively affecting teaching but also
learning.

There have been various prior studies conducted for seeking ways to assess and evaluate English written
compositions. Among these, with the advent of Artificial Intelligence (Al), building and validating appropriate
automated scoring scales have yielded positive results in reducing human raters’ burden with great reliability
(Ramineni, 2013; Ramineni et al., 2013). Together with the aforementioned idea, many scientists are also
calling for further research on these tools as the Al technology is viable and rapidly growing; therefore, the
making of a valid and reliable assessment instrument is a must (Ardhy, 2023; Drid, 2018). Considering the
legal writing context, where there are many unique writing tasks involved, this renders a fruitful research theme

since there are merely a few research attempting to create a specific scoring tool for legal written compositions.

3.2 Error Analysis (EA) in Scoring Legal Written Compositions

Based on the discussion of Corder (1967), error analysis (EA) has been widely used in writing assessment
because of at least threefold benefits. EA is rich in data informing learning progress for teachers, how the
language is obtained by ESP students for researchers, especially the learning input itself for students (Ulyani,
2024). An abundance of previous studies has paid great attention to detecting grammatical errors and providing
explanations for these occurrences accordingly, but they have not recommended related pedagogical
implications (Ulyani, 2024).

Furthermore, EA can assist ESP teaching and learning process by offering guidelines on how these errors
can be corrected and thus can prevent recurring in the future (Tas’1c, 2023). Erdogan (2005) introduced the
term of ‘Applied EA’, as compared to the ‘Theoretical EA’, which delved into the ‘remedial courses’ and
developing appropriate materials and teaching practices based on the findings of errors (Hussain, 2024).

In the context of legal writing assessment, EA can be the combination of frequency of errors and their
effects on communication (Hughes & Hughes, 2020). With the effect on communication, legal writing
assessment might go beyond the ordinary mechanical aspects and focus more on communicative dimen- sions,
which means it cares about clarity, cohesion, accuracy in a specific context (Ardhy, 2023). To serve the purpose

of achieving effective legal English writing, analysts need to successfully deal with the most prominent errors
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made by students (Zafar, 2016), and by working on written composition’s data, EA is considered a practical

diagnostic tool for informing instruction and learning (Xie, 2019).

4 Conceptual Framework of the Study

Based on the review of existing literature and research gaps, a conceptual framework (see Figure 1) has been
developed in order to highlight the areas that need investigation. In this study, an automated comparing tool
was created, and this tool compared students’ legal written compositions with a sample text to provide
similarity scores. For the sake of validating this automated comparing tool, a correlation statistical test will be
conducted to check whether the automated tool can reflect the patterns of human ratings. Ultimately, some

pertinent pedagogical implications were discussed accordingly.

Figure 1

Conceptual framework

Automated

[ A tailored comparing tool ] Human

( Error analysis

(Frequently made errors)

Ab[ Similarity scores (with a sample) ]
'I Pedagogical implications ]

5 Research Questions

To serve the purpose of finding out the most frequently made errors in students’ legal writing production and

checking the validity of the newly created comparing tool, two research questions are raised:

1. Which are the types of errors English for Law students frequently make in their written
compositions?
2. To what extent does the automated comparing tool tailored for legal writing reflect the human rating

patterns?

6 Methodology
6.1 Materials

The materials for this study comprised (1) 224 written compositions drafting a witness statement of students

from five English for Law 1 classes, (2) a sample text, (3) the Claude 3.5 Sonnet Al Chatbot, (4) two Python
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3.13.3 programs for text comparison and correlation analysis, and (5) human ratings. The students were all in
their first academic year, and some of them had just finished their first General English module at UEH. The
students who did not attend this first General English module were holding some standardized English
proficiency tests; therefore, they were allowed to skip this General English module and continue to take the
English for Law 1 module based on the school policy. The human ratings were the scores of these 224 written
compositions from three teachers of SFL. In this group of raters, one teacher was a teacher of English for Law

and the other two teachers were from other ESP courses.

6.2 Design

This study used an Al Chatbot — Claude 3.5 Sonnet for writing a Python code to create a tailored com- paring
tool. The tool’s aim was simply at comparing 224 students’ legal written compositions with a given sample
text and finally reporting on similarity score of each students’ composition. This design was aligned with the
existing literature, where many educators or teachers have made use of Al tools for evaluating students
production, for learning programming languages, and for analyzing data, especially the two latter usages had
limited the research ability of some scholars (Chinedu & Ade- Ibijola, 2021; Davar et al., 2025). Finally, this

newly created comparing tool was validated by checking its correlation with the human ratings.

6.3 Instruments

In order to run the automated comparing tool properly, besides the collection of 224 students’ legal written
compositions, a sample text needed to be given as substantial input (see Figure 2). As the writing task in this
study required, students had to write a composition with accurate information and use a witness statement

form; for this reason, a template was also provided (see Figure 3 and Figure 4).

Figure 2

Sample text

I, John Doe of 303 Maple Avenue, Springfield, am a witness in this claim. The facts in this statement |
come from personal knowledge or as the case may be.

On 5 March, 2024 at approximately 3:45 PM, I was jogging through the park near Maple Avenue
when I noticed a disturbance. I stopped to look and witnessed two young adults shouting at each other |
‘near the swings. Suddenly, one of them picked up a stick and threw it in the direction of the other. I
saw Mr. Smith, a 65-year-old man, get hit on the leg by the stick.

'T immediately called for help and went over to assist Mr. Doe along with other bystanders. We didn’t

leave until the paramedics/emergency services arrived.

I believe that the facts stated in this Witness Statement are true. I understand that proceedings for
contempt of court may be brought against anyone who makes, or causes to be made, a false statement
in a document verified by the statement of truth without an honest belief in its truth.

Signed: John Doe

Dated: 5 March, 2024
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Figure 3

Information for writing

As John Doe, you are required to write a Witness Statement to Tottenham County Court about an incident that you saw. Type the complete body of the statement given in the
with the following details.

WITNESS INFORMATION
Name: John Doe

Address.

ringfield

Role: Witn

INCIDENT DETAILS:

Date: 5 March, 202

Time: Approximately M

Witness's action in progress: jo a
Incident description:
+  Location: the park near M:
+  Actions of people involved
T ung adults shouting at each other near the swings
- The defendant's actions: picking up a stick — throwing it in the direction of the other

mith

+  Victim's injuries: Mr roximately 65 years old

+  Witness’ actions: running over to help Mr. Smith - calling out

Figure 4

Template for writing

(1) [name of witness] of (2)

in this statement come from personal knowledge or as th

On (4 &5)

ate and time of inci

4 to look an

1 progress] when | (7) I st

witnessed (8 & 9)

nvolved and their action]. Suddenly, one of th ir direction of the other [the defendant's actions]. | saw Mr. Smith, a 65 old man, (12)
mmediately (13) other bystanders [witness' actions]. We didn't (15) until
e fa ] are true. | understand that pi ings fo m brought against anyone rakes, or causes
to be made, a false s statement of truth without an honest b

With the support of Claude Al Chatbot, two Python programs for text comparison and correlation

were created (see Figure 5 and Figure 6).

Figure 5

Python program for text comparison

This program compares multiple text compositions with a samp

Enter the path containing your compositions (text files): \Users\X1 YOGA\OneDriv ktop\Python ta: text_compariso
ents_composi
Found 224 text files in the folder
Enter the path to your sample text file: "C:\U: X1 rive\Desktop\Python ks\text_comparison\sample_text.t
How many top similar compositions to analyze? (default
r the path for the output Excel file (default: results ): "C:\Users\Xl YOGA\OneDrive\Desktop\Python tasks\text_comparison\Res
ults.xlsx"
Loading sample text from C:\Users\X1 YOGA\ ive\Desktop\Python tasks\text_comparison\sample_text.txt
Sample text loaded successfully (984 characters)
Loading compositions from C: 1 YOGA\OneDrive\Desktop\Python \text_comparison\students_compositions

Successfully loaded 224 compositions

Analyzing compositions... (this may take a moment)
Calculating overall statisti >

saving results to C:\Use

Analysis complete! R

ysis of the most similar compositions
- ALL compositions ranked by similarity
- Overall statistics about the analysis

\OneDrive\Desktop\Python tasks\text_comparison>|
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Figure 6

Python program for correlation analysis

le (similarity scores + separate human ratings file)
2. Load from single Excel file with both scores
Choose option (1 or 2):
E D; "C:\Users\X1 YOGA\OneDrive\Desktop\Python tasks\text_comparison\similarity scores.xl

v aded 224 similarity
Enter path to your huns ngs file: "C:\Users\X1 YOGA\OneDrive\Desktop\Python tasks\text_comparison\Human ratings.xlsx"
v/ Loaded 224 human ratings

Columns in human ratings file: ['Composition', 'Human-rater scores']
Enter the column name for composition names: Composition

Enter the column name for human scores: Human-rater scores

J Successfully matched 125 compositions

During the code writing for text comparison, some careful considerations were given. They were contrac- tion
and capitalization sensitiveness for ensuring accurate semantic aspects, as well as date and number accuracy
for including information-bearing items. Regarding the correlation analysis, there were two major statistical

tests carried out, they were normal distribution and Spearman correlation (r40) tests.

6.4 Procedures

The research procedures were divided into two sub-phases: (1) Text comparison and (2) Correlation analysis.
In addition, all of the text and Excel files, as well as the code files needed to belong to the same folder for the
Python programs to easily track the available datasets. Regarding the first sub-phase, 224 txt files for students’
written compositions and one txt file for a sample text were prepared manually. After that, the newly created
Python comparing tool calculated the similarity scores between each students’ composition with the sample
text and these similarity scores were reported in an Excel file. Subsequently, with the help of an Excel IF
function, the most frequently made errors were filtered and reported. Finally, these most frequently made errors
were reported to answer the first research question.

In the second sub-phase, two separate Excel files for the previously reported similarity scores and hu-
man ratings were manually prepared. Next, these two Excel files were inputted into the second Python program
created to check the normal distribution and the correlation of the two datasets. Ultimately, the correlation

results were reported to get evidence for the second research question.

7 Results

7.1 Text comparison—The most frequently made errors

As shown in Table 1, the most frequently made errors by students in their legal written compositions
belonged to four main categories, which were (1) Past simple and past continuous tense misuse, (2) Reduced
relative clause misuse, (3) Misspellings, and (4) Misinformation. These types of errors are coded by the
taxonomy proposed by Wu and Garza (2014) consisting of Grammatical, Lexical, Semantic, Mechanics, and

Word order (Wu & Garza, 2014).
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With two Excel functions of IF and FIN-REPLACE, the occurrences of errors were counted on each
student composition, then these occurrences were calculated into percentages. For instance, regarding the
first misuse of Past continuous tense, the Excel function of FIN-REPLACE found out there were 23 out of
224 compositions contained this error; next, this occurrence was calculated into percentage and yielded the
result of 10.26%.

The most frequently made errors were the misuse of Past simple and Past continuous tenses, with the
largest number of compositions containing the misuse of the Past simple form of the verb ‘to throw’ —31.69%.
Following this number, there were 51 students who wrote different forms of the verb ‘to leave’ in the sentence
‘We didn’t leave until the paramedics arrived.’, with the percentage of 22.76%. Secondly, 64 out of 224
compositions carried the misuse of Reduced relative clause, with the considerable percentage of 28.57%.
Thirdly, regarding misspellings, the percentage of occurrence was approximately 19%; indeed, there were 41
out of 224 compositions which misspelled some important Legal terms. In addition, there were some
Information-bearing items throughout 224 compositions. There were 20 students could not include the accurate
information of the legal case in their compositions, with the percentage of roughly 9%. Finally, with the help
of the IF Excel function, there were 124 out of 224 compositions which contained more than 10 errors, with a

noticeable percentage of 55.35%.

Table 1

Types of most frequently made errors

Types of errors Examples Occurrences Percentages
Misuse of tenses “...lwas jogging...” 23 10.26%
(Past simple & continuous) “...when | noticed. ..” 32 14.28%
“...didn’tleave until...” 51 22.76%
“...picked up...” 24 10.71%
AP and threw it...” 71 31.69%
Misuse of Reduced relative clause  “...two young adults shouting...” 64 28.57%
Misspellings Legal terms 41 18.3%
Misinformation Date, place, role of writer 20 8.92%
More than 10 errors made 124 55.35%

7.2 Correlation analysis

This study’s correlation analysis contained two sub-phases which were the normal distribution test and the
correlation test. The entire statistical results are ordinarily grounded on the concept of whether the datasets are
normally distributed; as a result, it is a must to carry out this normal distribution test before proceeding with
other statistical analysis (Das & Imon, 2016).

According to the aforementioned discussion, the correlation analysis was conducted using the second

Python program with the code writing assisted by Claude Al Chatbot. The Shapiro-Wilk results showed that

41



the Similarity scores dataset was normally distributed, but the Human ratings dataset was not nor- mally
distributed, with the results of (W = 0.9832, p = 0.125138), and (W = 0.8463, p = 0.00), respec- tively (see
Table 2).

Followed by the normal distribution test of Shapiro-Wilk, the correlation analysis was conducted to
check whether the automated comparing tool can reflect human ratings. Since the two datasets were ordinal,
where the values were ranked and treated as continuous variables, and to assess the monotonic relationship
between the two variables, Spear- man (rho) was chosen (Robitzsch, 2020; Schober et al., 2018). The result
revealed a statistically significant correlation between the Similarity scores and Human ratings (rho = 0.3042,

p =0.000564) (see Table 3 and Figure 7).

Table 2

Shapiro-Wilk results for normal distribution

Statistic = p-value

Similarity_Normality 0.9832 0.125138
Human™Normality 0.8463 0.000000

Table 3

Spearman and Pearson correlation results

Statistic  p-value

Spearman correlation (rho) 0.3042 0.000564
Pearson correlation (r) 0.3886 0.000008

Figure 7
Spearman correlation scatter plot

Human Ratings vs Automated Similarity Scores
Spearman's rho = 0.304 (Moderate correlation)
n =125

| == Tendline

Human Rater Score

0.2 0.3 0.4 0.5 0.6 0.7 0.8
Automated Similarity Score
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8 Discussions

8.1 Most frequently made errors

Based on the text comparison results, the central problem arose since the most frequently made errors were
reported in the misuse of Past simple and Past continuous tense. The core concept of drafting a witness
statement is to narrate the events that happened at the crime scene, and this is served as strong evidence for
filing documents in a legal case. These high frequencies of tense misuse raise a question of the Past simple and
Past continuous tense teaching and learning in English for Law classrooms. These two hard to learn tenses, to
some scientists, need to be taught at the same time to achieve better understanding of their meanings and of
how to use them together in a specific context (Anwar et al., 2021; Savova, 2018).

Moreover, there was a relatively high proportion of compositions made the error of Reduced relative
clause, with nearly 29%. Students could be confused of this grammar structure in the writing setting where
Past simple and Past continuous tenses were commonly used. This might raise another issue of teaching the
Relative clause structure together with its shorter versions using present participles or past participles. In this
context of writing a witness statement, Law students need to focus on not only how to conjugate verbs, but
also their meanings and uses of describing the actions that were happening in the past and another action
suddenly happened and interrupted the ongoing action.

Furthermore, there were misinformation errors found in students compositions; indeed, there were
inaccurate date and place of the incident, as well as the role of the writer. Besides, as Law students, they are
expected to use highly accurate terminology; however, 18.3% of their compositions were full of spelling errors
relating to legal terms. Additionally, previous studies proved that using legal terms needs to be paid great
attention since these words might carry different orientations and scopes in different legal systems
(Teremetskyi et al., 2025). Therefore, focusing on utilizing correct legal terms and identifying the correct legal
roles in writing legal documents help Law students prepare for their actual jobs in the future, or these
misspelling and misinformation errors are likely to entail negative consequences. Failure to tell what exactly
happened, or to give misleading information in a legal case might lead to inconsistencies as this is merely a
minor part but crucial in the entire larger process of preparing legal documents. Drafting legal documents
requires much more than ‘communication of information and compliance with simple formalities’; as a result,
students need to be aware of the accuracy of information and message they use in legal writing (Weinstein &

Distler, 1957).

8.2 Correlation between the automated comparing tool and human ratings

The second research question shed light on the practical issue of this research since it tried to validate the
newly created comparing tool. If this validation is successful, the tool can be utilized for future ratings. Based

on the correlation analysis’ results, there was a moderate correlation between the two datasets. If a composition
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received a low similarity score graded by the comparing tool, it had a distinct possibility of getting a low score
from the human raters. This is the evidence for claiming that this tool can be used for reducing the teachers’
scoring burden. It is also expected to save a lot of time since teachers can initially use this to get reports on the
similarity score of each composition compared to the sample text, and teachers can keep track of what the most
frequently made errors are. In other words, this tool can be considered as a reference for teachers to have a
holistic evaluation followed by a more analytical evaluation. In addition, the results reported in the Excel files
might allow teachers to easily filter and find specific errors in students’ compositions by using some common

functions like FIN-REPLACE or IF.

8.3 Pedagogical implications

According to the study’s results, Law students are the most beneficial stakeholders who can have a look back
at the errors they made. Students need to be informed of their own errors in their compositions, and this is
considered as the act of drawing their initial attention. However, after successfully getting the attention of
students on their errors, ‘learning of these attended forms might occur based on the premise that attention is
what mediates input and intake’ (Izumi, 2002). In this stage, teachers-in-charge are the forces playing a more
active role in using what had been found in the most frequently made errors for designing more supplementary
exercises or remedial lessons; as a result, input is more likely to become intake, and students might prevent
themselves in making the same errors later on. These kinds of lessons can be designed in the middle of the
semester when students have taken some writing tests in the first half; next, they receive remedies and at the
end they can take writing posttests to see whether they are making these errors again, as inspired by many prior
studies which have delved into effects of these lessons based on the results of EA (Li, 2019; Zafar, 2016).
Regarding the use of templates in writing tests, although these are effective in helping students write
faster, there are some limitations. Legal writing, together with other writing tasks, requires a relatively large
number of templates as models to assist students. Nevertheless, this study’s results found a substantial
proportion of errors made even when students were given clear information and structures were also tactfully
suggested. According to some research, templates could make students take stricter control over sentence
patterns, vocabulary, and so on; students thus might lose attention to the entire idea or the message they need
to convey in their writing. They sometimes merely focus on copying, transforming, or substituting items
without being skeptical (Milton & Uddin, 2023). In addition, in the setting of this study, students will attend
English for Law 2 module where more difficult writing tasks are awaiting; indeed, they are going to have
debate writing or free writing to support a legal proposal. Providing templates needs to be carefully
reconsidered when students are encouraged for the more holistic idea of their writing and they are expected to
have more room for their free writing in the next module. In terms of using a tailored scoring tool, numerous

prior studies have proven that building and validating a specific scoring tool might reduce human rating’s
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burden, and teachers thus will spend more time giving comprehensive feedback for their students (Ramineni,
2013; Ramineni et al., 2013). Especially, with the discussion of ‘error analysis’, ‘error gravity’, and ‘diagnostic
assessment’, teachers can take advantage of these tailored scoring tools not only to document the errors, but
also to pay greater attention to errors considered as most serious or impede the idea communication, then
teachers are likely to pinpoint ‘what aspects of linguistic accuracy’ that their students are struggling with

(Hughes & Hughes, 2020; Xie, 2019).

9 Concluding remarks

Identifying errors is not only the task of writing teachers but can be a task for students themselves. It is highly
recommended that the scope of this study should go beyond reporting on errors made in students compositions
to see how students writers ‘act upon’ these errors. Therefore, students might play an active role as their
teachers regarding EA, then researchers can confirm whether students can perceive, store, and apply these
information (Sharwood Smith, 1991). Regarding coding procedures, more reliable ratings should be adopted
such as having at least two distinct raters and analyze the inter- rater reliability. Additionally, there is another
further research idea relating to collecting and analyzing errors that measure ‘the writing process’, not just
working on written products, or the combination of these two processes, the results are expected to be more
impressive (Deane, 2013). Next, with the rapid growing of Al technology, creating more scoring, comparing,
or analyzing tools tailored for each stage of writing process will be the core development in the near future.
Finally, in the setting of ESP teaching and learning at UEH, the idea of EA as well as building and validating
scoring tools can be adopted in three other majors with a gigantic number of students, which means larger

sample sizes with more reliable results.
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Abstract

Academic writing is an essential skill for undergraduates; however, many students face difficulties with grammatical
accuracy. Although modern technology provides various Automated Writing Evaluation (AWE) tools to support this
process, students still feel overwhelmed when choosing the most effective tool to use. This systematic review evaluates
the effectiveness of Grammarly as an AWE tool in improving academic writing accuracy among EFL undergraduates.
Following PRISMA 2020 guidelines, seven studies published between 2016 and 2024 were selected through searches of
four databases: ERIC, Scopus, Google Scholar, and ResearchGate. The studies involved undergraduate EFL students and
examined Grammarly as the main tool for academic writing. Findings show that Grammarly effectively identifies and
corrects surface-level errors, including articles, prepositions, subject—verb agreement, spelling, and punctuation, to
improve overall writing accuracy and clarity outcomes. However, Grammarly has limited effectiveness in addressing
higher-level writing issues such as organization, coherence, and style. Grammarly’s effectiveness is influenced by students’
proficiency, the version of the tool used, the extent of feedback uptake, and the complexity of errors. Grammarly is a
supplementary tool for improving local grammatical accuracy in EFL academic writing. Therefore, it should not be used

as a substitute for teacher feedback, particularly in addressing discourse-level and rhetorical aspects of writing.

Keywords:
Grammarly, EFL Undergraduates, Academic Writing Accuracy, Writing Skills

1 Introduction
With the rapid advancement of technology today, it is necessary to integrate increasingly digital tools for
learning English. For EFL learners, writing is an important skill for the development of argument and criticism.
Vu (2024) noted that writing is considered one of the most difficult skills because it requires simultaneous
control of vocabulary, grammar, sentence structure, and organization. However, L2 learners often focus on
lower-level processes such as grammar and vocabulary, which can result in lower-quality writing (Dizon and
Gayed, 2021).

At the university level, academic writing is essential. Students are often required to write essays, research

reports, and dissertations, which are texts that require clarity, structure, and formal expression. Academic
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writing not only demonstrates professional knowledge but also serves as a primary tool for learning and
academic communication (Nguyen et al., 2024). However, many students struggle with this skill due to limited
understanding of writing conventions, difficulty analyzing prompts, weak sentence writing skills, and
challenges in communicating knowledge across contexts (Pineteh, 2014).

To support students, technology, especially Automated Writing Assessment (AWE) tools, has emerged
as valuable support tools (Qassemzadeh and Soleimani, 2016; Martinez-Carrasco and Chabert, 2023). AWE
systems such as Grammarly, Ginger, and Microsoft Editor are widely used, but choosing the most appropriate
and effective tool for academic writing remains a challenge for both students and educators (Bailey and Lee,
2020; Prvinchandar and Ayub, 2014). Among these, Grammarly stands out for its Al-powered feedback and
accessibility on grammar, spelling, punctuation, and style. Described as “one of the most accurate and
comprehensive language checkers” (Vu, 2024), it has become a popular tool among EFL students (ONeill and
Russell, 2019). Nevertheless, research indicates that Grammarly may fail to detect more complex errors,
especially those involving semantics or L1 interference, and typically provides less nuanced feedback than a
human teacher (Bailey and Almusharraf, 2022).

In L2 writing research, writing quality is commonly evaluated using the Complexity—Accuracy—Fluency
(CAF) framework (Skehan, 1998, 2009; Housen et al., 2012). While all three dimensions are important, this
review focuses specifically on accuracy, conceptualized as the ability to produce error-free writing that
conforms to established grammatical and lexical norms (Ellis & Barkhuizen, 2005). By emphasizing accuracy,
the review aims to clarify how Grammarly supports learners in achieving linguistic correctness at the surface
level.

Accordingly, this study focuses on investigating the effectiveness of Grammarly in improving writing
accuracy, a key component of academic writing quality (Vu, 2024). The study focuses on the tool’s ability to
detect surface-level grammatical errors (e.g., articles, prepositions, subject-verb agreement) and examines its

potential as a supplement to teacher feedback in an EFL context.

2 Literature Review
2.1  Grammarly

Grammarly is an effective writing assistant powered by artificial intelligence (AI) and natural language
processing (NLP), and it is also an Automatic Writing Evaluation (AWE) tool (Al-Shaboul et al., 2024; Dizon
and Gayed, 2021; Anastasia et al., 2024). Launched in 2009, this tool is considered to be relatively accurate
and reliable in detecting writing errors (Fernando and Suryaman, 2022; Liang et al., 2024). Grammarly
analyzes multiple aspects of writing, such as syntax, vocabulary, grammar, and clarity, and provides instant

and personalized feedback to users (Al-Shaboul et al., 2024).
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For EFL students, Grammarly supports autonomy and enhances writing accuracy by providing real-time
feedback that helps detect and correct errors (Wang et al., 2024; Geng and Razali, 2022). This feedback reduces
repetition errors, promotes self-regulation, and aligns with Schmidt and Strasser (2022) note-taking hypothesis
by reinforcing grammar awareness (Anastasia et al., 2024). AWE tools also reduce cognitive load, allowing
focus on higher-order writing aspects such as content and organization (Dizon and Gold, 2023).

From a pedagogical perspective, Grammarly benefits teachers by saving time on surface-level
corrections. According to Dizon and Gayed (2021), instructors allowed AWE to focus more on providing
higher-level feedback, such as content and structure. This shift improves teaching efficiency and feedback
quality (Geng and Razali, 2022; Jiang et al., 2020). However, as Wu et al. (2023) pointed out, Grammarly has

limitations in identifying deeper discourse issues and needs to be supplemented with teacher feedback.

2.2 This Study

Academic writing in a second language (L2) has shown significant challenges for university students, who are
required to address both low-level elements such as grammar and vocabulary, and higher-level aspects such as
content and organization (Al-Shaboul et al., 2024; Wu et al., 2023). Many students tend to focus more on
surface-level errors than on developing coherence and structure, making grammatical accuracy difficult to
achieve (Wu et al., 2023; Vu, 2024). In response to these challenges, AWE tools are increasingly being
integrated into instruction to help students improve their writing skills (Liang et al., 2024; Dizon and Gold,
2023).

Despite the wide range of Al-powered tools available today including Grammarly, QuillBot, ChatGPT,
and systems like Criterion, students may find it difficult to choose the most appropriate and suitable tool for
their academic writing needs (Bailey and Lee, 2020; Calderon and da Cunha Fanego, 2023). Grammarly was
chosen as the focus of this study due to its user-friendly interface, widespread use, and positive reception from
both learners and instructors (Al-Shaboul et al., 2024; Anastasia et al., 2024). Although Grammarly is known
to enhance grammatical accuracy, existing experimental studies are fragmented and lack systematic analysis
in university-level writing (Vu, 2024). This study conducts a systematic review of experimental research on
Grammarly’s impact on EFL students’ academic writing accuracy, aiming to provide educators and students
with a comprehensive understanding of its effectiveness, the types of errors it addresses, and factors
influencing its impact. Grammarly is emphasized as a supplementary, not a replacement, tool in writing
instruction (Dizon and Gayed, 2021). This systematic review will address the following research questions:

1. How does Grammarly affect the accuracy of academic writing among undergraduate EFL students?
2. What types of grammatical errors does Grammarly most effectively detect and correct?
3. What factors influence Grammarly’s effectiveness in supporting academic writing accuracy in EFL

contexts?
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3  Methodology

This systematic review was conducted in strict adherence to the PRISMA 2020 (Preferred Reporting Items for
Systematic Reviews and Meta-Analyses) guidelines to ensure a transparent, replicable, and rigorous study
selection process (Page et al., 2021). The review is theoretically grounded in the CAF (Complexity—Accuracy—
Fluency) framework, with a specific focus on the Accuracy dimension. Accuracy is conceptualized as the
ability to produce linguistically correct writing, encompassing grammar, spelling, punctuation, and sentence
structure. By operationalizing accuracy in this manner, the review evaluates Grammarly’s effect on linguistic
correctness, following established rubrics and frameworks such as those proposed by Weigle (2002) and Ferris

(2011).

3.1  Search Strategy and Information Sources

To capture recent developments in Automated Writing Evaluation (AWE) within EFL contexts, a systematic
search was performed across four academic databases: ERIC, Scopus, Google Scholar, and ResearchGate.
These sources were selected for their comprehensive coverage of peer-reviewed research in educational
technology and applied linguistics (Llausas et al., 2024; Nardjes MEFTAH, 2022). The search targeted studies
published in English between 2016 and 2024, using the Boolean keyword string: (“Grammarly” OR “AWE”)
AND (“EFL” OR “L2 learners” OR “university students”). This strategy was designed to retrieve studies
examining the intersection of Al-assisted feedback and undergraduate academic writing, ensuring relevance to

the research objectives.

3.2 Study Selection

The initial search retrieved 151 studies (ERIC = 41, Google Scholar = 10, ResearchGate = 13, Scopus = 88),
which were imported into Microsoft Excel for duplicate removal, leaving 105 studies for screening. A two-
stage screening process was then implemented. In the first stage, titles and abstracts were filtered and reviewed
against predefined inclusion and exclusion criteria (Table 1), yielding 26 potentially relevant studies. During
the second stage, full-text review led to exclusion of 19 studies due to one or more the following reasons: (1)
focus on general AWE tools without specific analysis of Grammarly; (2) participant mismatch (non-college or
non-EFL learners); (3) Grammarly mentioned but not analyzed separately; or (4) unclear or non-measurable
results on writing accuracy.

The screening and coding procedures were conducted by a single reviewer (the author), following a
predefined and strictly applied set of inclusion and exclusion criteria to ensure procedural consistency. While

single-reviewer screening is common in small-scale systematic reviews, several measures were implemented
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to enhance methodological rigor. Specifically, all records were reviewed iteratively at multiple stages, and
decisions were cross-checked against the eligibility criteria to minimize selection bias.

To further support consistency, a structured screening and coding protocol was developed and applied
throughout the process, creating a transparent audit trail of inclusion and exclusion decisions. NotebookLM
(https://notebooklm.google/) was used solely as an organizational tool to assist in data management,
categorization, and cross-referencing, without influencing analytical judgments.

Although formal inter-rater reliability was not feasible, reliability was strengthened through repeated
coding cycles, systematic cross-checking, and strict adherence to explicit selection criteria. These procedures

helped ensure that study selection remained consistent, transparent, and aligned with the research objectives.

3.3 Data Extraction and Management

Data were extracted on study characteristics (authors, year), participants (number, education level), study
design (experimental, qualitative, quantitative), duration, and key findings on Grammarly’s impact on writing
accuracy.

Due to heterogeneity in designs, participants, and outcome measures, a meta-analysis was not feasible.
Consequently, a narrative synthesis was employed, allowing for a conceptual interpretation of the evidence.
This approach supports a nuanced discussion of how Grammarly facilitates improvements in writing accuracy
across diverse EFL contexts, emphasizing thematic patterns such as error treatability, learner proficiency, and
feedback engagement without overgeneralizing results from a limited evidence base.

To ensure methodological rigor, study quality was evaluated using four specific indicators: (1) adequacy
of research design, (2) clarity and validity of accuracy measurement, (3) completeness of participant
description, and (4) transparency of data analysis procedures. Each study was systematically assessed against

these indicators using a structured evaluation framework.

Table 1

Inclusion and Exclusion Criteria

Inclusion criteria Exclusion criteria
- Studies involve EFL undergraduates. - Studies involving non-undergraduate populations
- Studies use Grammarly tool and examines its - Studies without specific focus on writing
impact on academic writing accuracy. accuracy
- Studies published between 2016 and 2024. - Studies published outside 2016-2024 range
- The study is written in English. - The study is not written in English
- The full text of the study is available for - The study with no full-text access

review.
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Based on this assessment, study quality was operationalized as high, moderate, or low, with only studies
meeting a minimum threshold retained for synthesis. This operationalization ensured a consistent, transparent,
and methodologically sound evaluation across all studies.

The PRISMA process flow diagram was developed as a standard method to demonstrate how to search,
evaluate, and integrate studies in systematic reviews and meta-analyses. This tool increases transparency and
understanding by describing each step in detail, starting from the initial search stage to the final selection of
eligible studies. The selection process is carried out through four screening steps (Llausas et al., 2024). First,
151 studies were identified through searches across four databases. After removing 46 duplicate studies, 105
studies remained for the screening stage, where inclusion and exclusion criteria were applied. In this stage, 79
records were excluded as irrelevant, resulting in 26 studies. After reading the full text of these 26 studies, 19
studies were further excluded due to not meeting the specific research requirements, ultimately leaving 7
studies that were selected most suitable and included in this systematic literature review. The process is

demonstrated in Figure 1.

Figure 1

PRISMA flowchart
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4 Results and Discussion

The findings from the reviewed studies suggest that Grammarly’s effectiveness in improving academic writing
accuracy for EFL undergraduates depends on the nature of errors, learner proficiency, and engagement with
feedback. Table 2 summarizes the key features of the studies included in this review, including research design,
participant information, data collection methods, and study duration. The discussion is organized into three
thematic areas: Error Treatability and Writing Accuracy, Learner Proficiency and Interaction with Grammarly,

and Feedback Engagement and Revision Processes.

Table 2

Features of studies

Author (Year) Research Data Collection Method Research No. of
Method Period Undergraduates
Almusharraf & Quantitative ~ Midterm essays, error One 197
Alotaibi (2023) analysis (human & semester
Grammarly)
Bailey & Lee Quantitative ~ Corpus analysis 16 weeks 163
(2020)
Miranty et al. Experimental Questionnaires, writing 14 weeks 35
(2023) (Quantitative) tests
Dizon & Gayed Quantitative =~ Composition tasks, 8 weeks 31
(2021) analysis of writing reports
Dewi (2022) Qualitative Questionnaires, interviews Unspecified 75
duration
Abu Guba et al. Quantitative ~ Essays, Grammarly One 60
(2024) analysis semester
Thi N.K. et al. Qualitative Questionnaires, feedback 14 weeks 31
(2023) (teacher & Grammarly),

revised texts

4.1  Error Treatability and Writing Accuracy

The review evidence suggests that Grammarly’s impact on writing accuracy is closely linked to the treatability
of errors (Error Treatability). According to the CAF framework (Complexity—Accuracy—Fluency), Grammarly
appears to primarily influence surface-level accuracy rather than higher-order complexity or fluency in L2

writing.
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Table 3 summarizes the types of errors that Grammarly was found to detect most effectively across the included

studies.

Table 3

Types of errors Grammarly detects and corrects most effectively in the included studies

CE No. SGE No. SE No. SWUE No.
Fragment
Spelling 7  Verb Errors 5 4 Word Choice Errors 7
Sentences
Run-on
Punctuation 6  Article/Determiner Errors 5 4  Wordiness/Redundancy 5
Sentences
Noun Form/ Number Comma
Capitalization 5 5 4 Informal/Slang Usage 4
Errors Splices
Grammatical 7  Pronoun Errors 3 Tone Issues 3
Sentence Vocabulary Repetition
5 Preposition Errors 5 4
structure (Lack of Variety)
Conjunction Errors 3
Modifier Errors 4

Notes. CE = Correctness Errors, SGE = Specific Grammatical Errors, SE = Sentence-level Errors, SWUE = Style/Word

Usage Errors, No. = Number of studies

Across studies, Grammarly appears most effective in addressing treatable errors that follow clear
grammatical rules, such as articles, verb forms, subject-verb agreement, prepositions, spelling, and punctuation
(Dizon & Gayed, 2021; Abu Quba et al., 2024; Bailey & Lee, 2020). This suggests that Al-assisted writing
tools can support learners in attending to systematic linguistic patterns and may also enhance lexical diversity
and word choice through predictive suggestions (Dizon & Gayed, 2021); Almusharraf & Alotaibi, 2023).
Students’ perceptions further indicate that Grammarly helps identify and correct grammar, punctuation,
spelling, and word-choice errors, which aligns with theories of feedback uptake emphasizing that immediate,
form-focused feedback scaffolds attention to linguistic accuracy (Dewi, 2022).

However, Grammarly seems less effective for higher-order or untreatable errors, including complex
sentence structures, cohesion, style, and subtle semantic choices (Almusharraf & Alotaibi, 2023; Thi et al.,
2023; Bailey & Lee, 2020). Errors such as run-on sentences, comma splices, logical inconsistencies, or
discourse-level issues were often missed or incorrectly flagged. These finding aligns with L2 writing
development theory, which posits that learners typically acquire control over basic grammatical structures
before mastering discourse-level features. Thus, while Grammarly is valuable for mechanical and local error

correction, teacher guidance remains essential for coherence, rhetorical quality, and higher-order writing skills.
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4.2  Learner Proficiency and Interaction with Grammarly

Learner proficiency appears to moderate the effectiveness of Grammarly. Evidence suggests that low-
proficiency students benefit substantially, showing improvements in treatable errors and basic writing
mechanics (Abu Quba et al., 2024). For these learners, automatic feedback scaffolds their attention to grammar
and reduces surface-level inaccuracies, thereby enhancing post-intervention performance.

The version of Grammarly used may also influence these outcomes. Research indicates that the premium
version, which checks over 400 error types, provides more comprehensive feedback than the free version,
which has more limited errors detection capabilities (Almusharraf & Alotaibi, 2023). Learners using the free
version may receive fewer suggestions, potentially limiting improvements in grammatical accuracy, lexical
diversity, and word-choice refinement. Furthermore, the cost of the premium version may restrict access for
some students, which can partially explain variability in observed effectiveness across studies.

In contrast, higher-proficiency learners engage more selectively with automated feedback. They may
question the accuracy or relevance of suggestions, leading to partial uptake or rejection of corrections,
especially for high-order writing tasks (Thi et al., 2023). This pattern may be explained by varying levels of
metalinguistic awareness: less proficient learners rely on external feedback, whereas advanced learners
critically evaluate and integrate suggestions selectively. Consequently, Grammarly’s effectiveness is not
uniform but appears to depend on learners’ ability to interpret and apply feedback appropriately.

This proficiency-dependent interaction underscores the importance of contextualizing AWE use,

ensuring that learners at different skill levels can engage meaningfully with automated feedback.

4.3  Feedback Engagement and Revision Processes

The effectiveness of Grammarly also depends on how learners engage with feedback. Studies indicate that
receiving automated feedback does not automatically translate into correct revisions. Detailed analyses show
high rates of “No Revision” (NR) and “Incorrect Revision” (IR), alongside lower rates of “Correct Revision”
(CR). For instance, in Thi et al. (2023), punctuation errors showed CR=27.2% and NR=70.9%, subject-verb
agreement CR=20% and NR=80%, and pronouns CR=15.4% and NR=84.6%.

These patterns suggest that learners may misinterpret, distrust, or fail to apply feedback correctly,
particularly in complex or ambiguous contexts. Students appear more receptive to form-focused feedback
(grammar, spelling, punctuation) than meaning-focused feedback, consistent with Grammarly’s design, but
uptake remains inconsistent (Thi et al., 2023; Dewi, 2022).

Learners’ trust in automated feedback also plays a role. Without awareness of tool limitations — including
false positives or inappropriate suggestions — students may ignore valid feedback or apply it incorrectly.

Therefore, Grammarly’s effectiveness depends not only on its error detection capability but also on learners’
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cognitive engagement, metalinguistic knowledge, and reflective revision practices. Instructor scaffolding
remains crucial to help learners translate automated suggestions into genuine improvements in writing accuracy.

Synthesizing the reviewed studies suggests that Grammarly is most effective for treatable, surface-level
errors, particularly among lower-proficiency learners. Its impact diminishes for higher-order errors involving
cohesion, style, and discourse-level organization, and is moderated by learner proficiency and feedback
engagement. While Grammarly supports mechanical accuracy and lexical diversity, it cannot replace teacher

guidance in fostering coherent, rhetorically effective L2 writing.

5 Conclusion

Overall, research shows widespread agreement that Grammarly is effective in improving the accuracy of
academic writing for EFL undergraduates, primarily by detecting and correcting surface errors. The tool does
a particularly good job of identifying common issues such as article usage, subject-verb agreement,
prepositions, punctuation, and spelling errors (Bailey and Lee, 2020; Dizon and Gayed, 2021). For lower-level
students, Grammarly helps reduce error frequency and build grammatical awareness through real-time
feedback. However, the actual impact of Grammarly depends on a number of factors. The level of the students
influences how effectively they interpret and apply feedback. Lower-level students may benefit from basic
corrections, while higher-level students may find the suggestions insufficient or too simplistic. Effectiveness
also varies depending on the version used (free vs. premium), which determines the range of errors detected.

Importantly, Grammarly’s ability to improve accuracy is limited by the students’ ability to understand
and perceive the feedback provided. Research shows that some students ignore or misunderstand the
suggestions, reducing the tool’s pedagogical value. Furthermore, Grammarly has not been shown to be
effective in addressing complex grammatical structures, sentence-level coherence, paragraph organization, and
rhetorical appropriateness. The accuracy and appropriateness of the suggestions also vary by error type.

For these reasons, Grammarly should be used as a supplement, not a replacement, for teacher feedback.
Teachers still play an essential role in addressing higher-level writing concerns and engaging students in critical
reflection with automated feedback. Being aware of Grammarly's strengths and limitations is key to using the

tool effectively in academic writing instruction.

5.1 Pedagogical Implications

The findings of this review have several implications for writing instruction in EFL contexts. First, Grammarly
can serve as a useful supplementary tool for both students and instructors. For students, it offers immediate
feedback on surface-level errors, enabling more independent and confident revision. For instructors,
Grammarly can reduce the time spent on correcting errors, allowing them to focus on higher-order aspects

such as argument development, coherence, and rhetorical structure.
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Additionally, the use of Grammarly in writing classrooms could foster student autonomy and increase
grammar awareness. Teachers can incorporate Grammarly into writing workshops or revision stages, using it
for classroom discussions on common error types. However, to ensure effective integration, students should

be trained on how to interpret Grammarly’s feedback and recognize its limitations.

5.2 Limitations and Future Research

Despite the systematic approach employed in this review, several limitations should be acknowledged. First,
the evidence base is relatively small, comprising only seven studies, which limits the generalizability of
findings. While these studies provide valuable insights into EFL undergraduate contexts, the results should be
interpreted as indicative of general trends rather than definitive evidence of Grammarly’s long-term
effectiveness.

Second, the screening and coding were conducted by a single researcher. Although the structured
application of PRISMA 2020 guidelines and the use of NotebookLM helped reduce subjectivity, the absence
of formal inter-rater validation may affect the reliability of study selection.

Third, substantial heterogeneity in study designs and assessment tools precluded a meta-analysis,
necessitating a narrative synthesis. While this approach allows for conceptually rich interpretation, it limits the
ability to quantify effect sizes for error reduction. Finally, the reviewed studies predominantly examined short-
term interventions. Future research should adopt longitudinal designs to determine whether immediate gains
in grammatical accuracy translate into sustained L2 writing development and to explore how learner

proficiency influences engagement with automated feedback.
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Abstract

This study examined the relationships between Japanese EFL learners’ attitudes toward pronunciation,
pronunciation awareness, and pronunciation performance as measured by an automatic speech recognition
(ASR) system. A total of 202 university students completed a questionnaire on pronunciation-related attitudes,
awareness, and learning behaviors. From the collected speech data, 40 read-aloud recordings (10 from each
proficiency level) were selected for ASR-based analysis using the ELSA Speech Analyzer. Segmental and
suprasegmental pronunciation scores were analyzed separately, and Pearson’s correlation analyses were
conducted. The results revealed distinct patterns for segmental and suprasegmental pronunciation performance.
Segmental scores were strongly associated with learners’ active motivation, confidence, awareness of specific
segmental features, and engagement in singing English songs. In contrast, suprasegmental scores were most
strongly related to learners’ awareness of core prosodic features, such as intonation and word grouping, as well
as enjoyment of listening to English songs. Passive beliefs about the importance of pronunciation showed
limited associations with performance. These findings suggest that pronunciation development is closely
linked to active engagement and domain-specific awareness rather than belief alone. Despite limitations related
to sample size and the use of ASR-based assessment, this study highlights the pedagogical potential of ASR

for examining pronunciation development in EFL contexts.

Keywords

pronunciation awareness, segmental and suprasegmental features, ASR (Automatic Speech Recognition)

1 Introduction

1.1 Background of the Study

In an era of globalization characterized by an unprecedented pace of progress, and with English functioning as
an international language, intelligible pronunciation has become increasingly important for effective oral
communication. Researchers and educators have consistently identified mispronunciation as a major source of

communication breakdown (e.g., Jenkins, 2000).
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Despite this recognition, pronunciation instruction in Japan has traditionally received less emphasis than other
components of language learning, such as grammar and lexis. As a result, many Japanese learners of English
as a foreign language (EFL) experience difficulties in being understood in international communicative
contexts.

There have been several studies investigating Japanese EFL learners’ attitudes toward pronunciation and
their learning experiences. These studies have shown that, although many learners recognize the importance
of pronunciation, a substantial number have not received sufficient instruction in this area (e.g., Armand &

Tanaka, 2001; Ohashi, 2018).

1.2 The Phonological Challenges Faced by Japanese EFL Learners
As aresult of first language (Japanese) transfer, Japanese EFL learners face a range of phonological challenges.
At the suprasegmental level, these challenges include (1) vowel insertion, which leads to an increased number
of syllables, and (2) weak, flat stress patterns at both the word and sentence levels.

At the segmental level, Japanese learners often have difficulty distinguishing between certain consonants,
such as /s/ vs. /[/, /t/ vs. /tf/, /b/ vs. /v/, and /1/ vs. /1/, as well as producing word-initial /w/ and /j/. With regard
to vowels, Ehrlich and Avery (2013) note that contrasts between tense and lax vowels (e.g., /i/ vs. /1/) and

among low and mid vowels (e.g., /¢/, /&/, /a/, and /A/) are particularly challenging for Japanese learners.

1.3 Purpose of the Study

Given the current situation of Japanese EFL learners, this study has three main purposes. First, it aims to
investigate Japanese university students’ perceptions of their own English pronunciation. Second, it seeks to
compare these self-perceptions with their actual pronunciation performance. Specifically, the study examines
whether learners’ perceived difficulties with particular pronunciation features are reflected in their measured
performance. Finally, this study aims to discuss the role of pronunciation intelligibility in contemporary

English education in Japan.

2 Method

2.1 Participants

The participants of this study were 202 non-English major freshmen, who took the author’s and two other
instructors’ English CALL (Computer Assisted Language Learning) classes. In the class, students acquired
research skills, information and communication technology (ICT) literacy, and pronunciation skills through
computer-assisted instruction. The students’ proficiency levels were determined based on the university’s
English placement test used for course placement, which roughly corresponds to CEFR levels ranging from

Alto B2.
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2.2 Procedure

The students were first asked to complete a questionnaire consisting of 18 items designed to elicit their general
attitudes and awareness toward English pronunciation. The questionnaire included items addressing learners’
attitudes toward English pronunciation, their awareness of specific pronunciation features (e.g., whether they
pay attention to producing the /l/ sound accurately), and their daily activities related to English pronunciation,
such as listening to or singing English songs (see Appendix A). The questionnaire was administered in
October 2023.

Prior to completing the questionnaire, the students were informed that their responses would not affect
their course grades. Only the data from students who provided informed consent for their responses to be used
for research purposes were included in the analysis.

Along with the questionnaire, the students were asked to submit a recorded reading-aloud audio file
based on the text provided in Appendix B for analysis using an automatic speech recognition (ASR) system,
ELSA Speech Analyzer. Of all the recordings collected, 10 samples from each proficiency level were selected
for ASR analysis (N = 40). The ASR system evaluated students’ pronunciation performance in terms of
segmental and suprasegmental features, which were reported as percentage scores. Descriptive statistical
analyses were then conducted to identify general tendencies in the learners’ actual pronunciation performance.
Finally, Pearson’s correlation analyses were conducted to examine the relationships between students’
pronunciation-related attitudes and behaviors and their ASR-based pronunciation scores. All statistical

analyses were conducted using IBM SPSS Statistics for Windows (Version 29).

2.3 Automatic Speech Recognition (ASR)
As noted above, pronunciation analysis was conducted using the ELSA Speech Analyzer, an automatic speech
recognition (ASR)-based pronunciation assessment tool developed by ELSA Corp. (available at

https://speechanalyzer.elsaspeak.com/). The software is designed to evaluate spoken English across five dimensions:

(1) pronunciation, (2) intonation, (3) fluency, (4) grammar, and (5) vocabulary.

According to the ELSA development team (Anguera et al., 2023), the pronunciation score reflects the
accuracy of phonetic production relative to native-speaker models. Drawing on ASR technology, the system detects
phonetic deviations in learners’ speech that may affect intelligibility and generates corresponding feedback. In this
component, an automatic transcription of the speech is also provided. In the present study, the pronunciation score
was treated as a segmental measure.

The intonation score is derived from analyses of pitch, energy, and word prominence. Pitch and energy are
examined in terms of their appropriateness and variability, while word prominence is evaluated by comparing
expected stress patterns with actual acoustic realizations. Both overemphasized and underemphasized words
contribute to the prominence score. In the present study, intonation scores were treated as suprasegmental measures.

Because the speech samples analyzed in this study consisted of read-aloud speech rather than spontaneous
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production, the remaining dimensions, that is, fluency, grammar, and vocabulary, were not included in the analysis.

3 Results

3.1 Descriptive Statistics

Table 1 - 3 present the results obtained by the questionnaire (See Appendix A). Table 1 presents the students’
attitudes toward English and English pronunciation. As shown in the table, students at higher proficiency levels
generally reported more positive attitudes toward English. However, learners across all proficiency levels
recognized the importance of pronunciation and expressed a desire to improve their pronunciation, regardless

of their overall proficiency.

Table 1

Attitudes toward English

Likes Learning English  Importance of Pronunciation Desire to Improve Pronunciation

Level (M, SD) (M, SD) (M, SD)
1 4.18 (1.08) 5.36 (0.75) 5.45 (0.58)
2 3.73 (0.98) 4.95 (0.91) 5.26 (0.77)
3 3.32 (1.02) 5.03 (0.80) 4.91(0.91)
4 3.00 (0.88) 5.14 (0.77) 4.93 (0.84)

Total 3.66 (1.04) 5.02 (0.84) 5.20 (0.78)

Note. Levels are ranked from 1 (highest) to 4. Scores range from 1 (weakest agreement) to 6 (strongest agreement).

N=202

Table 2

Pronunciation Awareness for Suprasegmentals

Linking Intonation Chunking by Meaning Content vs Function words Word Stress

Level \w'sp) (M, sD) (M, SD) (M, SD) (M, SD)
1 395(0.94) 3.95(0.91) 3.55 (0.97) 3.27 (0.90) 3.45 (0.99)
2 3.64(0.89) 3.58(0.97) 3.76 (0.89) 3.34 (0.96) 3.40 (0.92)
3 312(0.92) 2.94(0.88) 3.06 (0.92) 2.65 (0.84) 2.94 (0.94)
4  286(0.86) 3.00(0.83) 3.00 (0.85) 2.50 (0.76) 2.86 (0.89)
Total 3.53(0.95) 3.48 (0.93) 3.56 (0.91) 3.16 (0.92) 3.29 (0.94)

Note. Levels are ranked from 1 (highest) to 4. Scores range from 1 (weakest agreement) to 6 (strongest agreement).

N =202

Table 2 presents the extent to which students were aware of suprasegmental-related features. Overall,
students at higher proficiency levels demonstrated greater awareness across most items than those at lower
proficiency levels. It is also notable that awareness of the distinction between content and function words was

lower than that of other pronunciation features.
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Table 3

Pronunciation Awareness for Segmentals

Pronunciation Pronunciation Pronunciation Non-Japanese Non-Japanese

Level of /r/ of /I of 10/ Consonants Vowels
(M, SD) (M, SD) (M, SD) (M, SD) (M, SD)

1 3.18 (0.87) 3.64 (0.90) 3.91(0.88) 3.27 (0.88) 3.14 (0.89)

2 3.20 (0.92) 3.15(0.84) 3.45 (0.92) 3.07 (0.83) 3.00 (0.86)

3 3.03 (0.90) 3.18 (0.88) 3.27 (0.91) 2.88 (0.85) 2.97 (0.84)

4 2.64 (0.79) 2.57 (0.75) 3.00 (0.80) 2.71 (0.74) 2.64 (0.77)

Total 3.13 (0.88) 3.17 (0.87) 3.44 (0.88) 3.04 (0.85) 2.99 (0.85)

Note. Levels are ranked from 1 (highest) to 4. Scores range from 1 (weakest agreement) to 6 (strongest agreement).

N =202

Table 3 indicates students’ awareness of segmental features. The questionnaire items examined whether
learners paid attention to these features during speech production. For example, students were asked whether
they attended to accurate production of the /r/ sound when speaking. The results show that vowel-related
features were the least attended to, regardless of proficiency level.

Table 4 presents students’ pronunciation performance scores obtained through automatic speech
recognition (ASR) analysis. Overall, pronunciation performance tended to align with proficiency levels.
Notably, segmental scores were generally lower than suprasegmental scores across all proficiency levels.

Based on the descriptive statistics, three overall trends were identified. First, students across all
proficiency levels demonstrated generally positive attitudes toward pronunciation. Second, a clear relationship
was observed between proficiency level and pronunciation awareness. Third, students showed greater

awareness of basic suprasegmental features than of more complex segmental features.

Table 4

ASR-Based Language Proficiency Report by Level

Level Metric Overall Segmentals Suprasegmentals
M 80.50 65.70 81.80
1 n 10 10 10
SD 6.13 16.57 8.16
M 77.60 57.20 79.60
2 n 10 10 10
SD 3.57 11.06 9.20
M 77.18 63.91 74.73
3 n 11 11 11
SD 3.89 7.94 8.83
M 71.22 54.22 66.33
4 n 9 9 9
SD 5.86 12.67 11.58
Total M 76.77 60.50 75.83
n 40 40 40
SD 5.79 12.76 10.79

Note. Levels are ranked from 1 (highest) to 4. In ASR, the score is shown as a percentage. N=40
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3.2 Correlations Between ASR-Based Pronunciation Scores and Related Attitudes

Because multiple correlations were examined, there is a possibility of increased Type I error (false positives).
Therefore, the results should be interpreted with caution. Tables 5 and 6 present the correlations between
segmental and suprasegmental scores obtained through ASR analysis, respectively. Both sets of scores were
normally distributed. Visual inspection of scatterplots suggested that the relationships between variables were
approximately linear. Therefore, Pearson’s correlation analyses were conducted.

Table 5 presents the correlations between students’ segmental pronunciation performance scores and
related attitudinal variables. Specifically, the analysis examined whether students who reported paying
attention to particular segmental features (e.g., the /r/ sound) demonstrated higher segmental performance
scores. The results revealed significant positive correlations between segmental performance and learners’
desire to improve their pronunciation, awareness of the consonants /r/ and /1/, self-reported confidence in

producing consonants and vowels accurately, and engagement in singing English songs.

Table 5

Correlations between Pronunciation (Segmentals) Scores and Related Attitudes

Variable r p Effect Size (R?)

Likes Learning English 43 .006 .182 (Medium)
Importance of Pronunciation .25 125 .061 (Small)
Desire to Improve Pronunciation .66** <.001 432 (Large)
/rl .60** <.001 .362 (Large)
v b7 <.001 .321 (Large)

/ 8/ (th sound) 40 .010 .161 (Medium)
Consonants .56** <.001 .316 (Large)
Vowels 57 <.001 .321 (Large)

Confidence 40 .010 .161 (Medium)

Listens to English Songs .34 .033 .114 (Medium)
Sings English Songs .60** <.001 .356 (Large)

Likes English songs 43 .006 .182 (Medium)

Note. N=40

Table 6 presents the correlations between students’ suprasegmental pronunciation performance scores

and related attitudinal variables. Significant positive correlations were found with students’ self-reported

confidence in intonation and word grouping, as well as with their liking of English songs.
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Table 6

Correlations between Intonation Scores (Suprasegmentals) and Attitudes

Variable r p Effect Size (R?)
Likes Learning English .31 .056 .093 (Small)
Importance of Pronunciation .27 .095 .072 (Small)
Desire to Improve Pronunciation .29 .073 .081 (Small)
Linking 45* .003 .200 (Medium)
Intonation g1 <.001 .504 (Large)
Word group 57 <.001 .319 (Large)
Content words .27 0.09 .075 (Small)
Word stress .25 121 .061 (Small)
Confidence .25 21 .062 (Small)
Listens to English Songs .27 .093 .072 (Small)
Sings English Songs .06 .697 .004 (Small)
Likes English songs 40% .011 .158 (Medium)

Note. N=40

Taken together, the results from Tables 5 and 6 show clear differences in how segmental and
suprasegmental pronunciation performance relates to learners’ attitudes and awareness. Segmental
pronunciation scores were positively associated with learners’ desire to improve pronunciation, awareness of
specific consonants and vowels, self-reported confidence, and active engagement with English songs,
particularly singing. In contrast, general beliefs about the importance of pronunciation showed weak or non-
significant relationships with segmental performance.

Suprasegmental pronunciation scores, on the other hand, were most strongly associated with learners’
awareness of core prosodic features, including intonation, word grouping, and linking. While most attitudinal
variables showed weak or non-significant relationships with suprasegmental performance, learners’ enjoyment

of English songs showed a significant positive association.

4 Discussions and Implications

Based on the results, four main implications for effective pronunciation instruction can be identified.
First, learners’ awareness of pronunciation features was found to align with their actual pronunciation
performance. In other words, students who reported greater awareness of both segmental and suprasegmental
features tended to demonstrate higher levels of pronunciation performance. This finding suggests that raising
learners’ awareness of pronunciation features plays a crucial role in pronunciation development.

Second, the results highlight the importance of motivation and active engagement in pronunciation
learning. Learners’ desire to improve their pronunciation and their practical engagement with English, such as

listening to and singing English songs, emerged as factors associated with pronunciation performance. Notably,
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enjoyment of listening to English songs was uniquely associated with higher suprasegmental scores, while
engagement in singing songs was strongly related to segmental performance. These findings point to the
pedagogical value of incorporating music-based activities into pronunciation instruction.

Third, learners’ awareness of pronunciation features appeared to follow a hierarchical pattern. The
students demonstrated greater awareness and higher performance in basic suprasegmental features than in
more complex segmental features, reflecting differences in overall proficiency. Rather than suggesting that
suprasegmentals require less instructional attention, this pattern highlights the need to distinguish between
current performance levels and pedagogical priorities.

Previous research has often emphasized the role of suprasegmental features in intelligibility. For example,
Celce-Murcia et al. (1996) argue that pronunciation errors involving suprasegmentals and connected speech
are more detrimental to intelligibility than errors involving individual segmental sounds, and Fraser et al.
(2001) notes that native-speaker listeners are more sensitive to stress patterns than to individual phonemes.
From this perspective, suprasegmental features may serve as a foundational component for intelligible speech
and therefore warrant early and continuous instructional focus.

At the same time, the present findings suggest that segmental features, which showed lower levels of
awareness and performance, may require more sustained and targeted instructional support. Given the strong
associations between segmental performance and active engagement, such as singing English songs, segmental
development may benefit from prolonged, practice-oriented approaches rather than brief or isolated instruction.
Taken together, these findings suggest that effective pronunciation instruction for Japanese EFL learners should
balance early emphasis on suprasegmentals with continued, focused support for segmental accuracy.

Finally, the results revealed a gap between belief and action. Simply acknowledging the importance of
pronunciation showed limited associations with both segmental and suprasegmental performance. This
suggests that awareness alone may not be sufficient to improve learners’ pronunciation, underscoring the need

for instructional approaches that promote active engagement and practice.

S Limitations

The present study has two main limitations. First, although a sufficient number of participants responded
to the questionnaire, the number of students whose audio recordings were included in the ASR analysis was
relatively limited. In addition, the relatively small ASR analysis sample (V = 40) may limit the statistical
stability and generalizability of the correlation results. Although several significant correlations were identified,
the findings should be interpreted cautiously, as small sample sizes may produce unstable estimates of
correlation coefficients. Future research with larger speech datasets would allow more robust statistical
examination of the relationships between pronunciation awareness and performance, including the reporting

of confidence intervals for correlation estimates.
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Second, while this study employed an automatic speech recognition (ASR) system to analyze learners’
read-aloud speech and previous research reported acceptable reliability of ASR-based pronunciation
assessment (e.g., Anguera et al., 2023), ASR systems are not without limitations. Previous studies have shown
that ASR output does not always fully correspond to human judgments of pronunciation errors. For example,
Nakanishi et al. (2020) compared ASR-generated transcriptions with pronunciation errors identified by
multiple trained teachers and reported discrepancies between ASR outputs and human evaluations. Such
findings suggest that ASR-based analyses may not capture all aspects of pronunciation accuracy in language
learning contexts.

At the same time, recent research has demonstrated substantial improvements in ASR accuracy (e.g.,
McCrocklin et al., 2019). Moreover, ASR technology offers important pedagogical advantages, including
immediate and comprehensive feedback, which can significantly reduce teachers’ workload. For learners,
ASR-based tools provide opportunities for frequent practice and individualized feedback, which may support
the development of speech intelligibility. Therefore, despite its limitations, the use of ASR as both an analytical
tool and a pedagogical resource holds considerable potential for pronunciation instruction and second language

development.

6 Conclusion

This study investigated the relationships between Japanese EFL learners’ attitudes toward pronunciation,
pronunciation awareness, and ASR-based pronunciation performance. The findings revealed distinct patterns
for segmental and suprasegmental pronunciation, with segmental performance strongly associated with
learners’ active motivation, confidence, awareness of specific segmental features, and engagement in singing
English songs, and suprasegmental performance closely linked to awareness of core prosodic features and
enjoyment of listening to English songs. These results suggest that pronunciation development is associated
not only with learners’ beliefs but also with active, embodied engagement with spoken language. From a
pedagogical perspective, effective pronunciation instruction should combine early and continuous attention to
suprasegmental features with sustained, practice-oriented support for segmental accuracy. Despite certain
methodological limitations, this study highlights the potential of ASR-based analysis as a valuable tool for

examining pronunciation development in EFL contexts.
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Appendix A

Questions from the Questionnaire

1. Have you learned English conversation? 9. | can pay attention to word stress

emphasis) when | speak.

2. Do you like English? {emphasts) " ”p

10. I can pronounce “r” correctly when

3. I think English pronunciation is important. speaking.

4. | want to improve my English 11. I can pronounce “I” correctly when speaking.
pronunciation. 12. I can pronounce “th” correctly when speaking.
| can pay attention to linking 13. I can correctly pronounce English consonants
(connectlng words) when speaking. that are not mentioned in Questions 9-11.
| can pay attention to the intonation of 14. | can correctly pronounce English vowels that
sentences when speaking. do not exist in Japanese.
| can pay attention to where to pause 15. I can pronounce English in an intelligible
when speaking. manner.
| can pay attention to the distinctions 16. 1 listen to English songs.
between content words (nouns, verbs, 17. 1 sing English songs.
adjectives, adverbs, etc.) and function 18. 1 like English songs.
words (prepositions, articles, etc.) while
speaking.

Appendix B

Reading Aloud Task for the Students to Record

Sounds Like Pa Ssa ge

American

A Guide to Fluency in Spoken English

Hello, my name is Ann. I’'m taking American
Accent Training. There’s a lot to learn, but | hope
/ it to make it as enjoyable as possible. | should pick
‘ up on the American intonation pattern pretty.

: (p.16) easily, although the only way to get it is to

or peaks and valleys, intonation more than |

used to. I've been paying attention to pitch, too.
It’s like walking down a staircase. I've been
talking to a lot of Americans lately, and they tell
me that I’'m easier to understand. Anyway, |
could go on and on, but the important thing is to
listen well and sound good. Well, what do you
think? Do I?
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Abstract

This study aims to clarify how Japanese secondary EFL teachers promote students’ productive skills in their EFL classes.
In Japanese secondary-level educational contexts, EFL teachers are attempting to improve students’ productive skills,
aligning with the Japanese national curriculum guideline. In traditional secondary EFL lessons, however, fostering
students’ productive skills had not sufficiently provided in classroom practices. This research involved 16 secondary EFL
teachers all of whom are native Japanese speakers with holding national teacher license. The data was collected through
20 minutes semi-structured interviews. The analysis was conducted using text mining software “KH Coder.” The results
show that research participants employ collaborative and structured teaching and learning approaches to foster students’
productive skills. In speaking activities, pair work and discussion-based tasks were commonly conducted to promote
students’ interaction and opinion expression. In writing activities, participants focused on sentence-level accuracy and
organization. At the same time, participants reported challenges related to limited class hours and the evaluation of

productive skills.

Keywords

productive skills, approaches to teaching and learning, challenges, secondary EFL classes

1 Introduction

This study examines how Japanese junior and senior high school EFL supports the development of students’
productive skills. Recently, the Fourth Basic Plan for the Promotion of Education (2023-2027) has released
that at least 50% of students reach CEFR A1 by the end of junior high school, and that, by the end of senior
high school, 60% reach A2 or higher and 30% reach B1 or higher. Despite the above expectations, Sugita
(2021) and Uenishi and Yamamoto (2024) point out that classroom practices in secondary schools have not
fully achieved the intended development of productive skills Sugita (2021) conducted a survey of 794
university students who had completed three years of EFL lessons in senior high school, found that 458

students identified speaking as their weakest skill, and this is linked to the limited opportunities for oral
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production at high school. Uenishi and Yamamoto (2024) report that EFL teachers struggle to design lessons
and assessments that effectively foster productive skills. Research on classroom practices for how EFL teachers
foster students’ productive skills and the challenges they face remain limited. Therefore, examining EFL
teachers’ teaching and learning approaches are fostering productive skills and teachers’ difficulties is essential

for clarifying the current situation of EFL.

2 Literature review

At the secondary level, opportunities to develop productive skills have not been sufficiently provided. For
instance, the results of the FY2023 National Assessment of Academic Ability and Learning Situation indicate
that the implementation rate of performance-based assessments for productive skills remained low: 24.1% for
writing, 14.5% for speaking (interaction), and 4.2% for speaking (presentations). Since 2017—when the
revised Japanese national curriculum was officially announced—the number of research papers on practices
for developing productive skills has increased. For example, CiNii Research related to productive skills
between 2010 and 2017 (using search terms such as “English”, “speaking”, and “writing”) yields 120 items
over the seven-year period. In contrast, the seven years from 2018 to 2025, the number rises to 287, confirming
that the volume of published work has more than doubled. As practical reports published after 2017, studies
such as Otsuka et al. (2022) and Sako (2023) provide concrete examples. Otsuka et al. (2022) reports that
structured small talk over a 15-week period significantly improved students’ speaking ability. Sako’s (2023)
study suggests that debate-style activities incorporating the AREA model (Assertion, Reasoning,
Example/Evidence, Assertion) may improve EFL learners’ ability to write and speak. Despite the growing
number of practical reports and studies, there is still very limited research that examines how individual
secondary school EFL teachers implement practices to foster students’ productive skills, and the dilemmas
they experience in practice. From this background, this study aims to examine the realities of how productive

skills are fostered and to identify the kinds of conflicts teachers face.

3 Methods
3.1 Research Questions and Research Methods
To address the aims mentioned above, the following research questions are established: RQ1: What teaching
and learning approaches do EFL teachers use to foster students’ productive skills? RQ2: What kinds of
conflicts or difficulties do individual EFL teachers experience when conducting lessons to promote students’
productive skills?

The 20 minutes semi-structured interview was conducted in Japanese by the authors with the six
questions show in Table 1. The participants are presented in Table 2. All of them are native Japanese speakers
with holding Japanese national teacher licence. The interview was conducted online from mid-June to early

August 2025. Participants include seven senior high school teachers, four junior high school teachers. Among
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them, three had been teaching for less than five years (B, J, and K), three have between five and ten years of
experience (E, H and 1), and four had been teaching for more than ten years (C, D, F, and G). The interviewees
had different years of experience, and they all follow the Japanese national curriculum guidelines. To explore
differences in practices and conflicts across levels of teaching experience, we deliberately avoided setting any
restrictions on years of experience when recruiting interviewees (Sagami Women's University, Research Ethics

Committee, approval number: 25023) .

Table 1

Questions displayed in a semi-structured interview

Q1 | What is the final goal of the academic year’s speaking (presentations, interaction)?

Q2 | What kind of approaches to teaching are practiced for fostering students' speaking skill?
Q3 | What are the difficult challenges in teaching speaking?

Q4 | What is writing final goals of the academic year?

Q5 | What kind of approaches to teaching are practiced for fostering students’ writing skills?
Q6 | What are the difficult challenges in teaching writing?

Table 2

Participants Information

Teachers School Types Teaching Teachers School Types Teaching
experience Experience
A senior high (private)  over 10 years G senior high (private) over 10 years
B junior high (private) 1-3 years H senior high (public) around 5 years
C junior high (private) over 10 years I senior high (public) around 5 years
D senior high (private)  over 10 years J senior high (private) 1-3 years
E junior high (private) around 5 K junior high (public) 1-3 years
years

F senior high (private)  over 10 years

3.2 Procedure

KH Coder (Version 3, classroom edition) was used to extract and analyze words from the interview transcripts
(16,348 words are extracted). KH Coder is a automated text analysis software, offering functions such as co-
occurrence network analysis, and correspondence analysis. It has been widely used to support more objective
analyses of qualitative data in fields such as sociology, psychology, and linguistics (as of 24 November 2025,
8,234 relevant papers were identified). In addition, to examine how words connect with surrounding words,
we analyzed the narratives using a function called KWIC concordance, which allows the target word to be

checked in its immediate left and right context.

3.3 Explanation of Co-occurrence Network and Correspondence Analysis
Co-occurrence network analysis in KH Coder was used to visualise patterns of word co-occurrence in the
interview data. Solid lines indicate stronger co-occurrence relationships, whereas dotted lines indicate weaker

relationships, and larger circles indicate more frequent words. In contract, correspondence analysis was used
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to examine associations between respondents and the words they used. The distance between points indicates
the degree of similarity: respondents located closer together are interpreted as having more similar perspectives,
whereas those positioned farther apart are interpreted as having more distinct perspectives. Points near the
origin (0, 0) represent more average patterns, while points farther from the origin represent more distinctive
patterns. The diagram is divided into four quadrants: upper right (1st quadrant), upper left (2nd quadrant),

lower left (3rd quadrant), and lower right (4th quadrant).

4 Results and discussions

This chapter explores the results of the semi-structured interviews, based on the questions listed in Table 1.
4.1 Results of Question 1 - Co-occurrence Network and Correspondence Analysis

In Figure 1, subgraph 01 indicates that, students are encouraged to engage in discussion with logical opinions
and speak actively to develop their speaking skills. Subgraph 02 indicates that the aims of the classes are to
enable students to express their own opinions. Subgraph 03 indicates that research participants set goals such
as the following: through interactive interaction with a partner, teachers give students opportunities to utilize
learned expression so that they can tell and express their opinions about society and culture, while utilizing
their knowledge. Subgraph 04 indicates that students are expected to follow the textbook, work on a theme
that is familiar to them, and present content based on the textbook materials. Subgraph 05 suggests that the

yearly goal is to encourage students to do output supporting with teachers’ guidance.

Figure 1
Co-occurrence Network of Q1 and Translation List
& P SR Subgraph 01 logic (@) ,discussion (#7w) ,opinion (Ef.) ,speak (Gl
L. @ ¥) .
& Rz Subgraph 02 self (H%7) ,aims (HAY) .
@B & By Bo mos Subgraph 03 expression (FH), Societ}/ (ft2x) - partner (##5F) , interaction
a \Y% w8 N Do | (RVEY) ,give (52 5) ,utilize (JEH) , culture (3Z{k) ,
o B Freqency and tell ({£:% %) . Subgraph 03 indicates the words expression
N O s (#8), society (££:2%) ,partner (##F) | interaction (X°¥ H
= 623 Q 0 V) ,give (5-%2) ,utilize GEM) ,culture (3{k) ,tell (5
& B s =5 Q 15 Subgraph 04 textbook (FF}E) ,theme (7 —-) ,familiar (BiT) , student
@ (4E4E) |, present (33) |, content (NZ) , follow (739)
i Q » Subgraph 05 output (77 7> §) , yearly (4FfiiC) , and guidance (&
) o T )
e
ATy 2

In Figure 2, the words of the near origin suggest an overall tendency: the participants set year-end goals that
promote self-expression, encouraging students to express and explain their opinions in their own words. In the

RT3

Ist quadrant, teacher E and H mention the words “output,” “present,” and “content”. They stress that an
important goal is to encourage students to produce output by giving presentations on given contents. In the

second quadrant, teacher D mentions the words “presentation” and “discussion.” Teacher D stresses
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Figure 2

Correspondence Analysis of Q1

O Japanese-English bilingual comparison
2 £E
Atr-sa na “FHBH (explain)”, “E. F. (opinion)”, “FitBH (explain)”,
nE
1 E= A 3 “Eéj\ (Oneself)”, and 33 E*/% (goal)”, “7 ]7 ]\ 7"‘\/ }\
7.
I . ]
g B (output)”, “¥&F (present)”, and “PN% (content)”, “~/
:; L -7 A R et =3 . .
$ == s . L7 —3 3 (presentation)”, and “7T 4 A H
2 £ 1 . .
LN . T = > (discussion)”, “FHk (claim)”, “EREH
he):it A
- Fre (reason)”, and “F@¥E (logic)”, “ln 2.5 (tell)”, “fh==
=
N A3 . 99 EX] 113 99
7 (society)”, “3C{t (culture)”, and “fHTF (partner)
IE
3 3 1 0 1
Bis1 (0.5164, 20.22%)

the importance of encouraging students to engage in discussions and give presentations in class. In the 3rd

29 <G

quadrant, teacher C mentions the words “claim,” “reason,” and “logic”. This suggests that Teacher C stresses

that students should express their own claims with logical reasoning. In the 4th quadrant, teacher G mentions

9

the words “tell,” “society,” “culture,” and “partner.” This highlights that communicative orientation
emphasises conveying messages to others within real contexts. Overall, the participants tend to set year-end
goals that emphasize students’ ability to express and explain their opinions in their own words, though
opportunities to speak through interaction with partners. In addition, classes also tend to follow the textbook
content, while using themes that are familiar to students and requiring them to produce output through
presentations. The results also suggest that distinctive practices can be mainly grouped into four: 1) an output-
oriented approach that focuses on presentations based on given content, 2) combines presentations and

discussions to promote active classroom interaction, 3) emphasizes constructing claims with reasons and

logical reasoning, 4) emphasizes conveying messages to partners in relation to society and culture.

4.2 Results of Question 2 - Co-occurrence Network and Correspondence Analysis

In Figure 3, subgraph Ol indicates that giving a presentation based on the textbook contents encourages
students’ self-expression, in which students organize opinions with logical reasoning. Subgraph 02 indicates
that participants engage students in pair activities. Subgraph 03 indicates that write, read, explain, and make
activities are integrated to support their speaking skills. Subgraph 04 indicates that question-based activities
related to a theme are conducted through conversation-focused activities such as skit performances. Subgraph
05 indicates that students work on language practice under the guidance of a native teacher. Subgraph 06
indicates an emphasis on intentional and reflective spoken communication. Subgraph 07 suggests that students
incorporate learned content into speech, utilize it actively, and create their own speech script. Subgraph 08

indicates that on presentation activities, participants require students to think carefully and give concrete ideas
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by expressing specific and well-developed contents. Subgraph 09 suggests that group-based practices in which
students use English to share ideas, implement activities, and sustain interest.
Figure 3

Co-occurrence Network of Q 2 and Translation List

~ Subgraph 01  presentation, (L ¥ 75— a>) self (H%)) ,textbook (#F}

P #) , present (3#7 %) ,opinions (F ) ,reasons (M) ,sharing (GtF) ,
SRR look (%.%) , composition (#A%) ,logic (G@¥) , devise (T.5K)
=% ® Bor B Subgraph 02 lesson ({%¥) ,learning (%%) , students (4££) , work (7 —
2 s b3 @ o e 09 7)) , and pair (’\-“7) 3 o
P B O Subgraph 03 write (#<) ,read (Fite) , explain (F#F %) , and make (fE
= 8 o 950 () e %) ‘ L . .
O s Subgraph 04 question () ,theme (7 —=) ,conversation (&X7f) , attempt
PPN ~ (B $HA) | skit (2% B)
AR s N Subgraph 05 work on (Y ##e) , practice (#E 9 %) , native (%147 1 7) ,
= ) ‘/"'\ . teacher (#5) 7
s s/ / Subgraph 06 talk (3%7°) , consciousness (E:iik)
vy - 8 Ve Subgraph 07 speech (A t™—F) | incorporate (HtY Aiv3) , utlize (GEH) ,
N K‘/ » create (fEpk)
8% @5 Subgraph 08 presentation (7’LE>7—v =) ,think (52%) ,give (I

® ‘/ﬁ\“ s F) , concrete (Ef£fY) |, this time (4H])
N2 &° N Subgraph09 group (7/v—7) ,English (33%) ,idea (77 7) ,implement
(Ehid %) , interest (HHLE)

= f
E5)

Figure 4
Correspondence Analysis of Q2
e Japanese-English bilingual comparison
z p g g P
s 113 _ . 99 —° N = 3 N
o e _— TATT (deas)”, “7LET— 3
- e - s (presentations)”, “~X7" (pairs)”, “Z /L—7
' ey =8 23 =E, “zn p 5 p 5
ER
= D, K s . 4= 3I5] .
; o e o (groups)”, “BILEE (interest)”, “fH7 (practices)”, “HX
. PO, & “
e A T D A#L% (incorporate)”, “YER% (create)”, “Vi H
= s s ) e ]
€ =S E:“ oo (utilize)”, “A & —F (speech)”, “IEHE (activity)”,
HT 233 ) E= )
: gy E e “FHL (express)”, ‘B (question)”, “FEF
wo HiEEE ae >
(present)”, “AE—/L h—7 (small talk)”, “%& 2. 5
J
2 - (answer)”, ““72# (learning)”, “V — 7 (work)”, “#%
* Bt (0?4739, 17.22%) :

In Figure 4, near the words of origin, these suggests that participants encourage students to share and express

their opinions and ideas through pair or group and presentation activities based on their interests. In contrast,

99 29 <. 9 ¢

the words “incorporate,” “create,” “utilize,” “speech,” and “activity” are indicated in the 1st quadrant. This

suggests that Teacher C and E encourage students to create their own questions and share them with peers, and

that they engage in speeches by making use of mini-games and ChatGPT. In the 2™ quadrant, teacher F and 1

EEINA3 EEINA3

mention “express,” “question,” “present,” “small talk,” “answer.” This suggests that by providing students
with opportunities for output through small talk and presentations, participants encourage them to expand their

range of expressions when answering questions or expressing their own opinions. In the 3rd quadrant, teacher
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J mentions “read,” “goal,” and “write.” It is suggested that this encourages participants to write down or share
their thoughts after students read textbooks or books, thereby fostering the ability to speak logically with
supporting reasons. In the 4™ quadrant, Teachers B and H mentions “learning”, “work”, “class”, and “online”.
This suggests that group / pair work is used to foster students’ ability to summarize information and
communicate with others. In addition, online group learning was implemented; enables flexible learning
beyond temporal and spatial limitations.

Overall, the results indicate that speaking practices are organized by a combination of structured
presentation-based activities and interactive learning. Textbook-based presentations encourage students to

organize their opinions logically with reasons, while pair / group work foster active participation, idea sharing,

and reflection.

4.3 Results of Question 3

In Figure 5, Subgraph 01 indicates that providing speaking experience, creating opportunities for students to
speak, and fostering a willingness to speak. Subgraph 02 indicates that whole-class interactions tend to involve
high psychological hurdles for students, as students are expected to prepare in a way that allows them to speak
smooth, express themselves, and engage in conversation in English. Subgraph 03 indicates that teachers use
different grading methods and that comprehensive evaluation is difficult due to a lack of time and the large
number of students. Subgraph 04 indicates it is difficult for teachers to see whether all students understand the
task and have acquired the intended skills during pair work. Secondly, students often fail to maintain
conversational exchanges in lessons. Due to their limited vocabulary, it is difficult for them to move to a second

turn and say what they want to say using appropriate words.

Figure 5

Co-occurrence network of Q3 and Translation List

N I "\/i//k‘
(=) g Subgraph:

’ * iy So e .(S)‘z]tbgmph speak(Fh ), student(4£7E)
o mzﬁy; , Subgraph presentation(%£ %), smooth( A A — X)), myself( H
) N — 02 53 ), preparation ( ¥ {ifi ), conversation( X & ),
G ) () - level(L~V) , English(J5iF)
o = N P Subgraph evaluation(FFfli) ,assignments (Ff:5H)
[ am r o~ _ : ) ’ 03
o (=) adh ~— Subgraph see( J %), teacher( 5 4 ), difficult( # L V),
} o (' \“\’ . 04 lesson(#%3£), understands(453 7> %), say(5 9).
ESY - - \_

\";5;‘:\

In Figure 6, near the origin, words such as, “presentation, “ and “myself”. This suggests that it is difficult to

encourage students to think independently and make claims based on evidence in speaking, and presentation.

78



Figure 6

Correspondence analysis of O3
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Distinctive features were observed in the following two quadrants. In the 2™ quadrant Teacher A and K
suggested that the words "teacher” and “evaluation”. This suggests that Teacher A and K feel difficulty to unify
evaluation methods, as the interpretation of evaluation methods and evaluation criteria differs among teachers.
In the 3rd quadrant Teachers B and G referred to the words “pair,”  “speak, “ “class” and “students,” This
indicates that students tend to produce fewer utterances during pair work and struggle to express their ideas in
front of a large audience. In the 4™ quadrant Teachers I and J referred to the words “vocabulary,” “lesson”
and “understand.” This represents that difficulties in teaching how to select and combine appropriate
vocabulary. Overall, the results classified into three types: 1) difficulty of encouraging students to think
independently and make claims based on evidence, 2) the difficulty of unifying evaluation methods among
teachers, the difficulty of students speaking English, and 3) the difficulty of teaching students how to utilize

appropriate vocabulary.

4.4 Results of Question 4

In Figure 7, subgraph 01 and 02 indicate that students develop their ability to write accurately from single
sentences to full texts by using familiar topics, paraphrasing, and grammatical understanding. Subgraph 03
indicates that in teaching writing and speaking, emphasis is placed on developing students’ thinking skills from
multiple perspectives through reading in English, spending time on writing, considering reasons, and
organizing ideas from the beginning to the last, in order to enhance communication. Subgraph 04 and
O5indicates that ethical topics are picked up at speaking and the importance of helping students read and
understand many English texts and accurately express their own opinions, reasons, and supporting evidence
with correct grammar in English on daily and social topics. Subgraph 06 indicates that students aim to put in

texts that incorporate their own opinions finally. Subgraph 07 shows that teachers ask follow-up questions
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based on students’ written texts from regular tests to encourage them to write more concrete content and deepen

their ideas.

Figure 7
Co-occurrence network of Q 4 and Translation List
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In figure 8, near the origin, words such as, “idea”, “write”, “student”,” English” and “accurate” develop
students’ ability to write their own opinions accurately. In the 2" quadrant, the words “contents” and “Englis”
are located, while in the 4™ quadrant “society” and “topic” they are positioned far apart from each other.
Distinctive features were observed in the following two quadrants. In the 2™ quadrant Teacher A mentions
“content” and “English” improve written expressions by raising questions, and write texts based on evidence.
Overall, types are classified into two types; 1) emphasizes evidence and accuracy in writing, 2) focuses on
improving expressive skills by using easier and more familiar topics. Ther results indicate that final writing

goals for the academic year fall into two tendencies: 1) using daily, easy-to-write content with reasoning, both

aiming to improve expressive ability. 2) differences were observed in students’ proficiency levels, when
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comparing Teacher A and Teacher K, their students’ proficiency levels were contrasting, resulting in different

prerequisites.

4.5 Results of Question 5

In Figure 9, subgraph 01 indicates that they are being taught to use simple vocabulary and structures when
expressing themselves. Some teachers have a rule that students can look up words they don’t understand.
Subgraph 02 suggests that teachers set a topic and provide opportunities for students to present what they
learned in that unit. Teachers also encouraged students to write original content rather than simply writing what
is in the textbook. Subgraph 03 indicates that students have an opportunity to express themselves by writing
thoughts and feelings. Subgraph 04 indicates that teachers help students practice writing what they learned in
class in clear sentences, and then repeatedly revise the sentences so that they can write them on tests. Subgraph
05 shows that they try to do two or three writing activities per semester, and students are sometimes asked to

try writing university entrance exam questions.

Figure 9

Co-occurrence Network of O5 and Translation List
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In Figure 10, words near the origin indicate that teachers foster evidence-based, logical writing skills by
having students write about everyday topics and simple situations. In 1% quadrant, Teacher C mentions
“example”, “expression” and “do”. Teacher C emphasis on showing an example of how to use a certain
expression. In 2™ quadrant, Teacher B focuses on “setting” of the purpose, scene, and situation. This suggests
that students find it easier to write by setting them in addition to example sentences. In the 3™ quadrant, Teacher
A, D and G mention “presentation”, “oneself”, “make”. They provide students with opportunities to compose
and present texts in their own words using textbook contents. Also, teachers create an environment where

students can learn from each other through active reading and presentation opportunities. In the 4™ quadrant,

81




Teacher H mentions “topics”, “input” and “easy”. This suggests the importance of a variety of topics and
getting a variety of information. Also, teacher H encourages students to express even simple words in their
own words. The results suggest that students are given repeated opportunities to write in conjunction with class
activities and assessments, and necessary support in expressing their ideas through topic setting with simple
vocabulary and structures, and feedback and rewriting. Also, the results show that teachers provide some

example context and example sentences, while others place more emphasis on students expressing their own

ideas through presentation activities.

Figure 10
Correspondence analysis of Q5
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4.6 Results of Question 6

In Figure 11, subgraph 01 indicate that participants feel there were issues with feedback. Although it is

Figure 11

Co-occurrence Network of Q6 and Translation List
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necessary to correct sentences and expressions, correcting everything will lower students’ motivation.
Subgraph 02 shows that teachers address problems of students’ inability to express reasoning and the
unnaturalness of their English expressions. If teachers correct all the students’ wiring, it will be too much, so
they narrow it down and have them correct it or translate it into Japanese. Subgraph 03 suggests that some
students simply input prompts generative Al. Subgraph 04 suggests that difficulties for teachers correct all
contents, so basic grading criteria are standardized. Subgraph 05 and 06 suggests that making balance between
logic and English level with some difficulties. Also, it is hard to find time to provide feedback. Subgraph 07
indicates that students submit written work using tools such as ChatGPT, and teachers sometimes question
whether they can really understand it. Subgraph 08 indicates that even if teachers give some assignments but
are strict in giving feedback.

Figure 12

Correspondence analysis of Q6
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In Figure12, the words “Al”, “oneself”, “say”, and “expressions” are indicated in 0,0. They mention that
some students use translation machines but end up copying the text that comes out. In the 1* quadrant, Teacher
K mentions “support”. Teacher K believes that students can write with support but are unsure how much
support they should provide. In the 2™ quadrant, Teacher A and I have the same difficulties. They focus on the
words “studying”, “everyday”, “logical”, “tests” and “vocabulary”. They have introduced a vocabulary
learning app and are also conducting online vocabulary tests. However, students sometimes use difficult words
directly through translation, so it has become necessary to tell them not to use words they do not understand.
It is difficult to teach while maintaining a balance between English ability and logical reasoning. In the third
quadrant, Teacher E has a different opinion. It concentrates on “focus”. Teacher E mentions that the importance
of giving feedback focusing on either structure or grammar. In addition, it was found that it was difficult to
provide comprehensive feedback, such as selecting only one sentence from the incorrect sentence and

explaining it. In fourth quadrant, Teacher C and F focus on the words “correction” and “all”. They commented
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that it was difficult to correct all the students’ writing. Also, they indicate that simply correcting students'
corrections in red ink is not enough and that it is necessary to talk to students directly, which shows that the

lack of time for corrections is also an issue.

S Conclusion and Limitations

Regarding RQ1, the findings indicate that participants employ a range of collaborative and integrated
approaches. About speaking, practices such as pair or group work, discussions, and presentations were
commonly reported, suggesting that opportunities for interaction and opinion expression are intentionally
incorporated into classroom activities. The results suggest that speaking activities are not treated as isolated
tasks but are embedded within collaborative learning formats that encourage students to articulate their ideas
and respond to others. Regarding writing, the result clarifies a different pattern in teaching and learning
approaches. Teachers tended to focus on supporting students at the sentence level. For instance, classroom
practices such as reading model texts, rewriting sentences, and providing vocabulary or grammar support were
used to scaffold students’ writing processes. These findings indicate that writing teaching and learning
approaches place particular emphasis on accuracy and organization, and that teachers consciously structure
learning opportunities to help students develop written output step by step.

With respect to RQ2, the analysis highlights several challenges that teachers face when promoting
students’ productive skills. The results indicate that teachers struggle to secure sufficient class time, sustain
students’ oral interaction, and provide individualized feedback, particularly in writing activities. In addition,
teachers expressed concerns about the subjectivity of evaluating productive skills and the increasing
complexity of assessment in contexts where students’ work may be influenced by generative Al. Importantly,
these challenges were observed across teachers with different years of teaching experience. Further research,
however, is needed that classroom observations should be conducted in future studies to examine the alignment

between participants’ narratives and their actual classroom practices.
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Abstract

This study explores the gap between Japanese EFL teachers' beliefs and their actual classroom assessment practices. It
examines the relationship between teachers’ beliefs, language assessment literacy (LAL), and their confidence in
implementing assessment. An explanatory sequential mixed methods approach consisting of two phases was used. In the
first phase, the Classroom-based Assessment Self-Efficacy Scale (CBA-SES), which includes LAL items, was given to
50 EFL teachers in Japan. Nine participated in detailed follow-up interviews to better understand their perceptions of
CBA. In the second phase, five secondary school teachers were interviewed to explore specific contextual barriers and
differences. Results showed a notable gap: teachers firmly believe in the importance of CBA but struggle to implement
it. Despite high levels of self-efficacy, their classroom activities were often constrained by external factors, including
testing pressures and school policies. Teachers also expressed a need for professional growth in CBA. Overall, the study
highlights that challenges in applying effective CBA are rooted more in contextual challenges than in a lack of individual

knowledge.

Keywords
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1 Introduction

In recent years, there has been a growing interest among EFL educators and researchers in Japan about teachers’
attitudes towards classroom-based assessment (CBA) practices. Despite the central role of assessment in EFL
teaching, there remains limited data on teachers’ beliefs, self-efficacy regarding assessment, and their actual
classroom implementation, particularly across different school settings. Previous studies suggest that teachers’
perceptions and confidence can significantly influence their assessment practices, which, in turn, affect student

learning outcomes. In fact, classroom teachers must have high levels of assessment literacy, which is practical
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know-how (skills) along with “relevant background in measurement and language description” (Davies, 2008,
p. 328). Teacher self-efficacy (TSE) beliefs can be defined as “teachers’ beliefs in their abilities to support
learning in task-, domain- and context-specific cognitive, metacognitive, affective and social ways” (Wyatt,
2018, p. 93). In the Japanese EFL context, there has also been a growing interest in beliefs and self-efficacy
(Nishino, 2012; Wicking, 2017; Thompson & Woodman, 2018; Yada et al., 2019). Therefore, exploring these
attitudes within the Japanese context can help inform future professional development efforts and promote
more effective assessment practices.

The researchers have been developing an instrument, the Classroom-based Assessment Self-Efficacy
Scale (CBA-SES) (Murray & Tsuchihira,2022), comprising four sections: biographical information and
teaching context (11 items), teacher beliefs (11 items), self-efficacy (10 items), and teaching practices (12
items). In Phase 1, 50 teachers from various institutions across Japan completed the questionnaire. Follow-up
interviews were conducted with nine participants. Most of the Phase 1 participants were university instructors,
whose teaching and assessment may be likely to be affected more by their own institutional constraints and
less by MEXT’s guidelines. This suggests that the picture may look different with secondary school teachers.
We, therefore, conducted the second phase to explore the gap between beliefs and practices among secondary
school EFL teachers in Japan. Phase 2 employed an exploratory qualitative approach involving in-depth
interviews with five secondary school EFL teachers. The aim was to delve into their current CBA assessment
conditions, explore the specific gaps between their Language Assessment Literacy (LAL) beliefs and practices,
and analyze their needs for future professional development. The interviews focused on identifying the
constraints teachers face and aspects of assessment such as practical knowledge, Assessment for Learning

(AfL), and assessment theory.

2 Literature Review
2.1 Teaching Context

In recent years, the Japanese Ministry of Education, Culture, Sports, Science and Technology (MEXT) has
emphasized language output by setting CEFR target levels of Al and A2 for junior and senior high school
graduates. To do this, MEXT expects teachers to integrate assessments with classroom instruction. Specifically,
students should be evaluated along three dimensions: knowledge and skills, thinking and expression, and
learner engagement (MEXT, 2020). Ongoing formative assessment should be used not only for grading, but
for instruction. Performance tasks for skills such as speaking and writing are strongly encouraged. Students
should be regularly provided with constructive feedback and opportunities for self-assessment and reflection.
Summative assessment is to be criterion-referenced in alignment with the learning objectives described by
MEXT’s Course of Study.

MEXT’s initiatives include the provision of teacher handbooks featuring assessment samples, the
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promotion of speaking and writing tests, and a move toward criterion-referenced evaluation (NIER, 2021).
Furthermore, the implementation of the National Core Curriculum for Teaching English emphasizes both pre-
service and in-service teacher training (MEXT, 2018). This curriculum identifies LAL as a crucial element of
effective L2 education, encouraging EFL teachers acquire the knowledge and skills necessary to design diverse
assessment tools. At the regional level, MEXT (2020) requires local governments to ensure that these policies
are translated into classroom practice, specifically by increasing the frequency of assessments of productive
skills.

However, despite these extensive top-down initiatives, a significant gap remains between official policy
and the practical realities of Japanese classrooms. Teachers are now required to transform complex student
performances into quantifiable grades for report cards. This pressure to provide objective data for
accountability often leads teachers to prioritize summative results over formative assessment. As noted by
Koizumi (2022), these national frameworks provide only general assessment structures and limited samples of
rubrics and tasks. Because the guidelines lack context-specific issues, the burden of assessment falls on
individual teachers. Consequently, this results in inconsistencies.

Because the responsibility for designing and implementing specific assessment tools rests largely with
individual teachers, teacher self-efficacy is a critical determinant of classroom practice (Waddington, 2023).
This relationship between teacher beliefs and practice creates a divergent landscape: teachers with low self-
efficacy often feel hesitant about the ambiguity of general MEXT guidelines. They may avoid implementing
complex assessment behaviors altogether. In contrast, those with high self-efficacy tend to create their own
evaluation criteria. However, these highly confident teachers are also more likely to prioritize their own
standards over official frameworks, potentially leading to assessment practices that diverge significantly from

national policy goals for standardized assessment.

2.2 Teacher Self-Efficacy Research in the Japanese Context

Within the Japanese educational context, there has been little or no research concerning self-efficacy in LAL.
However, there are a few studies on teachers’ self-efficacy. These studies report that Japanese teachers have
lower self-efficacy than their international counterparts. A study by Shimojo et al. (2023), drawing on
international survey data, revealed this concerning trend, particularly highlighting a gap in self-efficacy related
to students’ affective and motivational outcomes. Shimojo et al. (2023) also reported that the proportion of
Japanese elementary and junior high school teachers with high levels of self-efficacy is notably low. The deficit
is particularly pronounced in areas related to enhancing students’ affective domain and motivation. For
example, only 41.4% of Japanese teachers responded positively (“very well” or “quite a bit”) to the statement

“helping students see the value of learning,” compared with an average of 86.3% across participants from 48
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countries. This evidence strongly suggests a prevalent pattern of low self-efficacy among Japanese teachers,
particularly regarding their ability to positively influence students’ motivation to learn (Shimojo et al., 2023).

While the general trend indicates low self-efficacy, research indicates that direct, positive evidence of
student engagement and learning can effectively boost teachers’ instructional self-efficacy. This implies that
self-efficacy is not fixed and can be positively influenced by observable outcomes of teaching practices. Two
studies, one focusing on assessment methods and the other on real-time emotional feedback, illustrate this
crucial connection. The study by Yato et al. (2015) focused on the impact of portfolio assessment on junior
high school teachers. The researchers found that teachers who used portfolio assessment reported increased
self-efficacy after observing improvements in student understanding. Specifically, the positive and reflective
narratives written by students in their portfolios provided tangible evidence of learning progression, thereby
validating the teachers' instructional efforts and strengthening their confidence in the effectiveness of their
teaching strategies. This demonstrates a clear link: when teachers can verify the efficacy of their instruction
through positive student responses and demonstrable learning gains, their professional self-efficacy is
enhanced (Yato et al., 2015). In another study, teacher self-efficacy was significantly higher among teachers
who received visualized emotional feedback (Matsubara & Umemuro, 2023). Furthermore, a significant
interaction effect was found between the presence of visualization and the content being taught, suggesting
that the visualization of student emotions is more effective when the teacher perceives the content as complex.
These findings not only support the idea that immediate student feedback can enhance teacher self-efficacy
but also offer practical implications for the design of online learning systems to mitigate the challenges
associated with virtual teaching environments.

Both Yato et al. (2015) and Matsubara and Umemuro (2023) provide compelling evidence that visible,
positive student reactions and evidence of learning are potent sources for improving teachers’ instructional
self-efficacy. While the general trend of low Japanese teacher self-efficacy (Shimojo et al., 2023) and the
positive impact of visible student success on instructional efficacy (Yato et al., 2015; Matsubara & Umemuro,
2023) are established, a significant gap remains in the literature concerning Japanese EFL teachers’ self-
efficacy specifically within the domain of LAL. It encompasses the knowledge, skills, and beliefs that teachers
hold about planning, framing, conducting, and using (Hill & McNamara, 2012), and it takes into account
practice, concepts, and context (Fulcher, 2012). Previous studies have established that Japanese teachers face
difficulties connecting their instruction to students' affect and motivation, which are inherently linked to the
core functions of CBA and AfL.

Despite research establishing low levels of self-efficacy among Japanese teachers and the positive
impact of visible student success on instructional efficacy, a significant gap remains regarding Japanese EFL
teachers’ self-efficacy, particularly in the domain of LAL. Since assessment is a primary means by which
teachers gauge the success of instruction and foster student motivation, low LAL self-efficacy may be a major

contributor to the broader issues identified in general teacher self-efficacy. This study is necessary to identify
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the current assessment conditions and LAL needs of EFL teachers in Japan. By exploring the gaps between
their beliefs, self-efficacy, and assessment practices, this study identifies the specific areas requiring

professional development, thereby providing practical insights for enhancing teachers’ LAL.

3 Study
3.1 Phasel

For Phase 1 of this study, an explanatory sequential mixed methods design was employed. This approach was
taken because the researchers wanted to identify trends in general beliefs, self-efficacy, and practices regarding

CBA. The follow-up interviews were used to better understand the reasons for the participants’ responses.
3.1.1 Participants

Participants for Phase 1 were recruited in two ways: audience members at conference presentations, and social
media posts by the authors. A total of 50 teachers located in Japan participated in the study. In terms of English-
language ability, the participants self-reported by answering, “How do you identify yourself as a user of
English?” Thirty were native speakers of English, 10 were EFL speakers, eight were ESL speakers, and two
did not respond. Most of the respondents (40) had 11 or more years of teaching experience. Most of the

participants (42) taught at universities.
3.1.2 Classroom-based Self-Efficacy Scale (CBA-SES)

In this phase, the participants completed an online questionnaire (Google Form). To protect the participants’
anonymity, names and emails were not required. Prior to the questionnaire, participants were provided with
detailed information about the research purpose, the voluntary nature of participation, and their right to
withdraw from the study at any time without penalty. By proceeding to complete the survey, participants
provided their informed consent to participate in the study. The Classroom-based Assessment Self-Efficacy
Scale (CBA-SES) is a bilingual instrument that the authors have been developing to investigate the state of
classroom-based assessment in the Japanese context. The CBA-SES is based on the Michigan Assessment
Literacy Standards (2017), Nishino (2012), and Thompson and Woodman (2018). The instrument comprises
four sections, with a total of 57 items (see Appendix A for selected items). The first section of the instrument
comprises 11 items on participants' biographical information/teaching context, such as English proficiency,
qualifications, and courses taught. The following section has 16 statements about beliefs on CBA, such as “The
purpose of assessment is to give grades to students.” The third section about self-efficacy has statements such
as “I can use learning targets aligned to the standards (e.g., MEXT Course of Study) to guide instruction.” The
final section on classroom practices covers sources for test items and procedures, forms of assessment and

feedback, and time spent on assessment.
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3.1.3 Follow-up interviews

Because most respondents (42) were university teachers, we focused our attention on them. In the second part
of Phase 1, follow-up interviews were conducted with nine participants by Zoom or email. The Zoom
interviews were recorded and transcribed using the built-in transcription feature. The semi-structured interview
consisted of 10 questions about the participant’s specific teaching context, with questions (see Appendix B for
selected items) such as “Do you sometimes face difficulties in evaluating students with your institution’s

English program or curriculum?”

3.1.4 Results and Discussion

The participants were divided into groups based on their agreement with the assessment statements. The
maximum score was 80. The average score for all participants was 65 with a standard deviation of 6.84.
Cronbach's alphas for each subscale were .64 (Belief), .88 (Efficacy), and .79 (Practice). The teachers were
then divided into three groups: low beliefs (5), average beliefs (36), and strong beliefs (9). The highest level
of agreement was with the statements “Teachers should understand what tests are and be able to use them”
(4.66), “Quality assessments are a critical attribute of effective teaching and learning” (4.62), and “Effective
feedback is necessary for learning” (4.55). This indicates that teachers view assessment as an important
component of classroom instruction.

Similarly, participants were divided according to their agreement with the efficacy statements. The
maximum score was 65. The average score for all participants was 49.9 with a standard deviation of 8.44. This
resulted in three groups: low efficacy (8), average efficacy (33), and high efficacy (9). The highest level of
confidence was to the statements “I use different instructional methods according to learning targets” (4.38),
“I can use assessment results appropriately to modify instruction to improve student achievement” (4.08), and
“I can select and use various assessment methods appropriate to assessment purposes and learning targets”
(4.00). This indicates that teachers are confident in their ability to implement classroom-based assessment.

Among the nine university teachers who participated in the second stage of Phase 1, most held average
beliefs (8), and one held strong beliefs. In terms of efficacy, their scores were: low (3), average (5), and high
(1). One of the questions focused on institutional support available (Appendix B #1, 3). Most interviewees
reported relying on resources provided by publishers. They also use standardized tests such as TOEIC and
TOEFL. Several teachers (4) mentioned customizing the publisher’s resources when making final
examinations to fit the learning objectives of their courses. Another commented that their institution provided
little support and that teachers were free to assess their students as they saw appropriate. Two teachers
mentioned that their institutions provide faculty development lectures/workshops, but attendance is low
because the training is unsystematic. At one teacher’s institution, a Learning Management System (Moodle)

and in-house rubrics are used.
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The interviewees were asked about the difficulties of assessing their students (Appendix B #6). They
talked about a range of problems they face. The most common theme was how to balance summative and
formative assessment in their classes. Similarly, they mentioned the use of weighting when calculating final
grades. They mentioned the difficulty of making appropriate rubrics for their specific speaking and writing
courses. As noted earlier, many teachers rely on publisher resources. One teacher discussed difficulties at his
institution because students had obtained the teaching materials, along with all the tests and answer keys. One
teacher talked about students enrolled in speaking or presentation courses with special needs, such as social
phobia.

They also feel external pressure from university administration. One teacher mentioned that his
university has guidelines about grade distribution. For example, only a certain percentage of students can
receive an “S” grade. One teacher mentioned the university’s attendance policy and the need to distinguish
between passive attendance and active participation. Similarly, another commenter noted that at his institution,
participation did not constitute a substantial portion of the final grade. Finally, a teacher described a mismatch
between the course content (speaking and oral skills) and the external exams used for grading.

Teachers felt that their institutions needed to provide greater support for teachers. Some of their opinions
were general in nature. Subscriptions to test-making software, grammar and plagiarism checkers, and
automated assessment tools were mentioned by several interviewees. Other teachers discussed the need for
shared resources (teaching plans, rubrics, test items) within their institutions. Finally, they seek additional
faculty development opportunities in topics such as rubrics, Learning Management Systems (Moodle), test
development, and grade calculation. One teacher noted that lists/can-do statements could be helpful for

consciousness-raising but might be perceived negatively by part-time teachers.

3.2 Phase?2

Phase 1 focused mainly on university instructors. The picture looks different with secondary school EFL
teachers. Thus, Phase 2 focused on secondary school EFL teachers to explore the gaps between their LAL
beliefs and classroom practices, and clarify their needs for professional development, employing in-depth

qualitative interviews.

3.2.1 Participants

The interviewees included three male and two female teachers, spanning an age range from the 20s to the 50s.
Their teaching experience ranged from 1 to 30 years. Interviews were conducted following the guidelines of
the Collaborative IRB Training Initiative. Sampling was purposive to capture a diverse range of perspectives
relevant to LAL within Japanese secondary schools. Regarding school type, the participants were drawn from

two private university-affiliated schools (Teachers A and B), a national university-affiliated school (Teacher

91



C), a public school (Teacher D), and a private school with college-bound graduates (Teacher E). Most
interviews were conducted online, with one conducted face-to-face. The duration of the interviews ranged from
35 minutes to 60 minutes. All participants received an informed consent form clearly explaining the study’s
purpose, data collection procedures, confidentiality measures, and their right to withdraw from the study at
any point. All collected data were anonymized and stored securely. The interview recordings were password-
protected, and the transcribed data were de-identified.

3.2.2 Procedures and Analyses

To explore gaps and analyze teachers’ needs for future LAL training, we conducted interviews with five
secondary school EFL teachers. This exploratory study aims to explore current assessment gaps and the needs
for future LAL training. Interview questions focus on the gaps the teachers have identified in assessment and
on the needs for future LAL training. The researcher meticulously checked transcriptions, highlighting, bolding,
underlining, and color-coding rich or significant quotes and passages. The researcher also concurrently wrote
reflections and memos, and assessed participants’ attitudes and behaviors, using coding schemes (Saldaia,
2009). The study employed a combination of descriptive and value coding to categorize the contents of
inventory, summaries, and data, and to examine what they do and emphasize in real-world contexts (Leavy,
2014). In addition, the values coding emphasizes interviewees’ attitudes, beliefs, “motivation, agency, causality
or ideology” (Saldafia, 2009, p.90). To enhance reliability, the researcher reported the identified gaps in the
interviews to the co-researchers, and emails were sent to participants who had joined interviews to confirm

that their responses accurately reflected their intentions.
3.2.3 Results and Discussion

Phase 2 focuses on the discrepancy between secondary school teachers’ beliefs and practices. According to
Phase 1, teachers share strong agreement in their beliefs, but these beliefs are not always reflected in their self-
efficacy or classroom practices. In particular, secondary school teachers reported fewer CBA practices (See
Appendix A).

The interview results indicated that teachers consider CBA an important element of language teaching,
but that it is challenging to implement. For example, Teacher A (50s) has extensive teaching experience and
has not used the teachers’ manuals or assessment criteria offered by the MEXT. Instead, he uses his own
assessment criteria, including higher-order thinking. His struggle is that the MEXT-authorized textbook is not
suitable for assessing higher-order thinking; instead, it is designed around the typical language knowledge,
skills, and performance required by external standardized tests. He faces challenges in implementing his
assessment method because of the current trend toward higher external test scores. He recognizes the
challenges of assessing higher-order thinking skills using textbooks and employs supplementary materials to

address them.
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Teacher B (40s) appears to value formative assessment and demonstrates strong self-efficacy in
designing and implementing assessments, as evidenced by his use of pop quizzes and his emphasis on
providing timely feedback. However, there is limited explicit use of formative assessment strategies due to his
colleagues’ concerns about unfair grading. His English department requires a unified assessment, suggesting
that it is difficult for a single teacher to grade students and provide instruction based solely on formative
assessment.

Teacher C (30s) discussed the importance of accountability and the need to justify assessment decisions,
highlighting his understanding of the importance of validity and reliability in assessment. While he primarily
focuses on summative assessment, he acknowledges the importance of formative assessment in providing
feedback and monitoring student progress. The school leaves assessment to individual teachers, but teachers
are aware of their accountability for their grades. Thus, in most cases, he uses term tests, quizzes, and
performance tests as assessment data for accountability, thereby demonstrating a commitment to data-driven
decision-making. In this sense, he emphasizes summative assessment rather than formative assessment. He is
not confident in the accuracy of the assessment and is keen to further his training. He wants to learn assessment
theory (validity and reliability) and AfL.

Teacher D (20s) does not make any tests or assessment criteria. She relies heavily on existing teachers’
manuals and on assessment materials prepared by the school. For her, this is comfortable and easy to assign
grades to her students. She believes the teachers’ manual and the assessment criteria recommended by MEXT
are fair and reliable for both students and teachers. Her assessment practices are influenced primarily by the
school’s policies and guidelines and by her senior colleagues. However, she also recognizes that her limited
autonomy in designing assessments may hinder her ability to ensure their validity. If she were asked to assess
students in her own way, she feels she would be upset over this situation due to a lack of assessment literacy.
In this sense, she demonstrates a willingness to participate in LAL training if an opportunity arises. She wants
to learn about feedback, washback, Assessment of Learning (AoL), AfL, and Assessment as Learning (AaL).

Teacher E (40s) shares a similar perspective with Teacher A, expressing satisfaction with the autonomy
she has in designing her own assessment methods. While she teaches techniques for university entrance
examinations, she is confident in her instruction of the English Communication course, where she employs a
task-based approach. As a highly proficient English speaker, she guides students to notice the structures of the
English language through engaging activities. However, she expresses a lack of confidence in formative
assessment and an intention to acquire more knowledge in this area. She uses publisher-provided rubrics for
her task-based lessons, yet summative assessment accounts for most of her evaluation. Due to a heavy
workload, she finds herself unable to create her own rubrics. Regarding her beliefs, she considers task-based
instruction the correct approach; however, because task-based teaching is not synonymous with formative

assessment, she lacks confidence in its practical application and has not implemented it in her practice.
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The interviews with five secondary school EFL teachers reveal a complex interplay of beliefs, self-
efficacy, and practices, highlighting significant gaps in the implementation of CBA. The teachers consistently
recognize the importance of CBA, timely feedback, and formative assessment as key elements for effective
language instruction. However, their beliefs often clash with the realities of their assessment practices. This
divergence is driven mainly by contextual constraints, whereby the school environment constrains CBA
through pressures from standardized testing, adherence to existing school and government policies, and the
resulting prioritization of summative assessment for accountability. To bridge these gaps — specifically the
heavy reliance on summative methods and limited autonomy — teachers emphasize the need for enhanced LAL
training focusing on both theoretical aspects (validity, reliability, general assessment theory) and practical
applications, particularly AfL and AaL. This suggests that the difficulty in implementing CBA is not solely an
issue of individual knowledge but is significantly compounded by institutional factors, material limitations,

and systemic pressures that favor quantifiable results over more holistic, formative approaches.

4 Conclusion

Our findings highlight a gap between EFL teachers’ strong beliefs in the importance of CBA and their actual
practices. While teachers generally acknowledge the value of timely feedback, formative assessment, and
diverse assessment methods, their implementation is heavily constrained by contextual and systemic factors.
Specifically, the pressure for accountability and the emphasis on standardized external testing compel teachers,
particularly those in secondary schools, to prioritize summative assessment and quantitative data over
formative assessment. This institutional environment constrains teachers’ autonomy in designing assessments,
leading to practices that often contradict the national policy goals of integrated instruction and assessment.

This general awareness of the gap between belief, including self-efficacy, and practice prompts a strong
demand for enhanced LAL training. Teachers explicitly requested professional development focused on both
theoretical concepts (validity, reliability, assessment theory) and practical applications (AfL and AaL).

As for future research, the findings suggest that addressing the difficulty in implementing effective CBA
requires moving beyond individual knowledge deficits to tackle contextual constraints. Future research should
investigate how institutional structures can be reformed to provide teachers with greater access to AfL. and
AalL. Furthermore, studies should focus on developing and evaluating LAL training programs that integrate
theoretical knowledge with practical strategies to embed formative assessment into daily teaching, thereby

building teacher self-efficacy to overcome existing constraints.
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Appendix A
Selected CBA-SES Items

Belief

(B 13) A purpose of assessment is for giving grades to students.

(B 24) Students should learn how to use assessment results to improve their learning.

Self-efficacy

(E 6) I can use grading practices that result in grades that are accurate, consistent, meaningful and supportive of
learning.

(E 10) I can make tests that resemble real-life use of English.

Practices

(P 2) I make tests that resemble real-life language use.

(P 7) I use summative assessment.

Appendix B
Selected Follow-up Interview Questions

1. To what extent do you think your institution provides you (the classroom practitioner) with (or
expects you to use) the resources for the effective assessment of your students' English language
skills? (e.g., textbooks with built-in assessment, online quizzes, teacher-made paper-pencil tests,
teacher-made online tests, teacher-made face-to-face speaking tests, presentation tests, external tests
(TOEIC, EIKEN), worksheets, online self-study assignments, reaction papers (exit tickets), self-
assessment checklists, peer assessment worksheets, journaling, concept (mind) maps, online quizzes,
online games)

3. To what extent do the administration (such as the university curriculum committee and textbook
publishers) provide assessment resources? (such as teacher guides or manuals, assessment
frameworks or rubrics, websites or online platforms, professional development workshops or
courses, or books/articles on assessment?

4. What support should your institution provide in order to develop your knowledge and skills of
assessment?

6. Do you sometimes face difficulties in evaluating students with your institution’s English program or
curriculum?
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Abstract

This research analyzes the effectiveness of the machine translation (MT) tools to assist foreign tourists who
visit Japan and to be applied in the teaching of tourism English. The area of study is the international airports
in Haneda and Narita which are the ports of entry of international tourists. The need for multilingual
communication has increased since tourism is on the rebound after the COVID-19 pandemic, yet most of the
attractions in Japan do not have English-speaking staft and good signage, especially in the rural areas.

To understand communication in everyday life, we observed airport staff and tourists using mobile
translation applications such as Google Translate and Pocketalk applications. We also examined English travel
phrases in airport signage and service manuals and travel brochures to see how well MT systems translate
them. Our research demonstrates that MT tools promote tourists' confidence and independence, motivating
them to visit regional areas such as Hokkaido and Fukuoka.

There are still certain issues, such as the unnaturalness of translated phrases and cultural mismatch.
However, the combination of machine translation and tourism English training provides an effective approach

to prepare students to actual communication in international tourism environments.

Keywords

Machine Translation, tourism, tourism English training, airport

1 Introduction

In the past ten years, the number of people visiting Japan from overseas has grown quickly. Many come for
sightseeing, study, or work, but communication is still not easy for them. When travelers go to smaller towns
or countryside areas, they often find it hard to express themselves in English. At the same time, local shop staff
and public workers sometimes struggle to answer properly in another language. Because of this, both sides
may feel nervous or hesitate to communicate, even when they want to.

Recently, the wide use of machine translation (MT) tools has started to change this situation. Apps such
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as Google Translate and DeepL are now familiar to most people, and many travelers use them every day on
their phones. Modern versions include offline translation, voice recognition, and even camera-based text
reading, which help users talk or understand signs without Wi-Fi. These tools make travelers feel more relaxed
and independent, and they also make communication smoother for local people who want to help but cannot
speak foreign languages well.

At the same time, MT is becoming more common in English as a Foreign Language (EFL) classes. Many
students use translation tools to check vocabulary, understand reading materials, or review their writing. Some
teachers worry that this may make learners too dependent on technology, but others believe MT can support
learning when used carefully. It helps students notice grammar patterns, compare expressions between English
and Japanese, and gain confidence to use English in real communication.

The present study looks at MT from two sides. First, it examines how travelers use translation tools in
Japan and how this affects their behavior and confidence. Second, it explores how MT can be used in English
learning to reduce barriers and support comprehension. By connecting tourism and education, this paper argues
that MT can help create a more inclusive and practical communication environment in Japan—one where

technology supports human understanding rather than replacing it.

2 Literature Review

Research on the use of machine translation (MT) in education has steadily increased over the past decade,
alongside the growing presence of translation tools in everyday communication. Earlier studies tended to focus
on technical aspects such as accuracy and system performance. More recent research, however, has shifted
toward how MT is actually used by people and how it affects communication, learning behavior, and user
confidence (O’Neill, 2019). Studies on second language learners suggest that students, particularly those with
lower language proficiency, often hold positive attitudes toward MT. Rather than viewing it as a replacement
for language learning, many learners see MT as a form of support that reduces anxiety and helps them
participate in communication more actively. O’Neill (2019) reports that learners frequently use online
translators to confirm meaning, check expressions, and gain reassurance when using a second language.

Research has also shown that MT use is not uniform among users. Garcia and Pefia (2011), for example,
demonstrate that learners employ MT in different ways depending on their goals, ranging from quick
comprehension to reflective comparison of expressions. Their findings suggest that MT can function as a
learning aid when students are encouraged to notice differences between their own output and translated results,
rather than simply accepting translations at face value.

In addition, the characteristics of MT tools themselves appear to influence how meaning is conveyed.
Bowker and Ciro (2019) discuss how some MT systems prioritize structural or form-based equivalence, while

others allow more flexibility in conveying contextual or pragmatic meaning. This distinction is important
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because it can affect how cultural meaning is interpreted, particularly in real-world communication settings
such as travel, service encounters, or intercultural interaction.

Taken together, existing research suggests that MT occupies a hybrid position between a communication
tool and a learning resource. While it can lower linguistic barriers and increase user confidence, its educational
value depends largely on how it is used and guided. Building on these insights, the present study focuses on
Japanese learners and travelers, exploring how MT use—including differences between major tools—can

support real-world communication while also revealing potential sources of cultural mismatch in interpretation.

3 Traveler Profile: Insights from Previous Studies

Previous studies on travelers’ use of machine translation have suggested that younger users and those with
lower language proficiency tend to show more positive attitudes toward translation tools (Bowker & Ciro,
2019), particularly as a means of reducing anxiety and facilitating communication during travel. Older travelers
or those with higher education were generally more cautious. They trusted their own language skills and
preferred to talk to people directly, often seeing MT as unnecessary or a bit awkward to use. This shows that
age and education can strongly influence how people accept new technology.

Previous studies have also reported differences in language ability and communication behavior among
travelers, particularly in situations where mobile technologies support travel experiences (Wang, Xiang, &
Fesenmaier, 2016). Research on tourism information behavior also shows that travelers increasingly rely on
digital tools and online resources when planning and experiencing travel (Xiang, Magnini, & Fesenmaier,
2015). Travelers with limited English skills or from minority-language backgrounds tended to rely on MT
more often, using it as a kind of equalizer that helped them communicate smoothly in unfamiliar places. In
contrast, those who already spoke English or another major language well used MT mainly as a backup when
facing difficult phrases. Interestingly, even frequent MT users often said, “English is good enough.”  This
attitude suggests that travelers care more about being understood and communicating effectively than about
perfect grammar or accuracy. In the end, communication itself seems to matter most when people are abroad.

Research in language education has also discussed how translation technologies can support
communication and language awareness when used appropriately (Garcia & Pefia, 2011). The study also
revealed differences in travel behavior. Those who depended on MT were more likely to visit nature spots or
outdoor activity areas rather than large cities, perhaps because they were motivated by curiosity and a desire
for new experiences. Meanwhile, older or more confident travelers preferred traditional destinations such as
heritage sites or family-friendly spots. What stands out, however, is that using MT did not make travel less
meaningful. Many MT users reported feeling more confident, curious, and proud of their experiences, showing

that translation tools can actually support learning and intercultural growth.
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The present study builds on these ideas. It aims to understand how both students and travelers in Japan
use MT in daily life and what they think about it. While previous studies mainly focused on accuracy or
technology, this research looks at how people use MT in real situations and how it affects their feelings and
learning. Specifically, it asks: (1) Which MT tools are used most often? (2) For what purposes? and (3) How
do users see MT in education? By collecting data from university students studying tourism and English, the
goal was to connect real-world travel experiences with classroom learning. The results presented in the next

section offer a clearer picture of how MT is used today and what it might mean for English education in Japan.

4 Machine Translation Infrastructure in Airport and Tourism Contexts

In recent years, airports around the world have started to adopt machine translation (MT) devices to improve
multilingual communication. As international travel has become more diversified, it is no longer possible to
rely only on English as a common language. Airports, which serve as the first point of contact between visitors
and a country, have therefore introduced translation technologies to support both passengers and staff. These
devices help travelers obtain information, ask questions, and solve problems quickly in situations where
language barriers might otherwise cause confusion or stress.

Japan is one of the countries that has actively promoted such technological solutions. For example, All
Nippon Airways (ANA) introduced POCKETALK® devices to more than 50 domestic airports. At Kansai
International Airport, over 250 units of handheld translators are used to assist communication between ground
staff and foreign travelers. Tokyo’s Haneda Airport has also tested a transparent-screen translation system
developed by TOPPAN Inc., which allows conversations to be displayed in multiple languages simultaneously.
Similar developments can be seen across Asia. Shanghai Pudong International Airport, for instance, uses
iIFLYTEK translator machines that support more than 30 languages and can operate offline.

These examples show that MT is no longer limited to private smartphone use; it has become part of the
infrastructure of international travel. Translation technologies in airports now play a central role in building
inclusive, multilingual environments for travelers from all linguistic backgrounds. Table 1 summarizes the
translation devices and systems deployed at major U.S. airports, along with the number of supported languages
and their purposes. The wide range of supported languages ensures travelers can smoothly complete boarding

procedures and navigate their way even if English is not their native language.
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Table 1

Major Airport Implementations of Translation Devices in the U.S.

Airport

Device /

System

Languages Supported
(Approx.)

Purpose

JFK International
Airport (Terminal 4,
USA)

Transportation
Security
Administration at
Philadelphia
International Airport

(USA)

— (General Airport
Market)

Google
Assistant
Interpreter

Mode

Hand-held
translation
devices

(Pocketalk)

Real-time
multilingual
translation

apps/devices

~29 languages including
Arabic, French, Japanese,
Spanish

(airport.nridigital.com)

92+ languages (Pocketalk)

Market report shows
translation-app deployment
across airports globally

(growthmarketreports.com)

Installed to reduce language barrier
for international travelers; first
airport terminal to deploy real-time

translation tech.

TSA testing large-scale deployment
of hand-held translators for security

checkpoint staff and passengers.

Indicates the growing trend of
airports adopting translation
solutions for passenger assistance

and service.

The following table summarizes major examples of airport translation-device implementations in Japan

and China.

Table 2

Additional Airport Translation Device Implementations in Japan and China

Airport

Languages Supported

Device / System

(Approx.)

Purpose

Japan
(Domestic, 50

airports)

Japan — Kansai
International
Airport
(Kobe/Osaka)

POCKETALK® hand-
held interactive
translator by All
Nippon Airways (ANA)

POCKETALK®

devices (250 units)

audio/text + 19 text-
only) (Business

Traveller)

Handles ~70 languages

(News On Japan)

Up to 74 languages (55

Introduced by ANA to all 50
domestic airports in Japan to help
ground staff communicate with
international passengers.
Airport equipped staff with
handheld translators to reduce
communication problems before

large tourist influx.
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Table 2 (cont.)

Additional Airport Translation Device Implementations in Japan and China

Languages Supported
Airport Device / System Purpose

(Approx.)

Pilot test at airport counters; uses

Transparent screen 13 languages including a clear-screen system where
Japan — Haneda
translation system (by English & Korean translation appears on transparent
Airport, Tokyo
TOPPAN INC.) (Cybernews) display to support staff and
travelers.
China —
iFLYTEK Translator Recognizes 35 Deployed to assist international
Shanghai
Machines at One-Stop  languages; covers over travelers in major hub airport in
Pudong
Service Center for 200 countries/regions  China; includes dual-screen design
International
Foreigners (IFLYTEK) and offline translation.
Airport

Similar to the U.S., Asian countries like Japan and China also support a large number of languages,
ensuring travelers can smoothly navigate their travel procedures even if they do not speak the local language.
And then such developments also have implications for language education.

As students in tourism and hospitality programs prepare to work in airports or travel industries, exposure
to these technologies in their studies can bridge the gap between classroom learning and real-world
communication. Understanding how MT operates in actual service contexts may also help learners develop
practical intercultural and linguistic skills that align with the demands of the global tourism industry. Such
observations provide useful insights for language educators who seek to connect technological tools with
practical communication training. They also highlight the importance of guiding students to use MT critically
rather than relying on it unreflectively. Therefore, in the latter part of this paper, we will explore the

implications for how machine translation can be utilized in classroom learning.

S How Students Use Machine Translation and What They Learn from It
5.1 Frequency and Purpose of Use

The table below shows the main reasons why students at several Japanese universities use MT and their

frequency of use.
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Table 3

Reasons for Using Machine Translation

Main Reason Percentage Description
To understand written English texts 68% Reading articles, academic texts, or signage
To communicate with foreigners 55% Conversation or message translation
To support English learning 49% Vocabulary building, comparing expressions
To reduce anxiety and uncertainty 46% Boosting confidence when traveling or speaking
For convenience and speed 44% Instant access to multilingual communication

Note. The second author’s survey conducted among 328 university students from four Japanese universities — Kanagawa

Dental University, Waseda University, Chiba University of Commerce, and Tokyo Seitoku University (2022).

The table reveals that Japanese university students utilize MT for a wide range of purposes, from building
English vocabulary and expressions to reading comprehension and communication. They also highlighted ease
of use and psychological reassurance as key benefits, aligning with the notion that MT can alleviate “language

anxiety.”

5.2 Educational Implications

Students reported that using machine translation (MT) helped them notice grammar points and vocabulary that
they did not know before. By checking MT results, they could understand how words and sentence structures
were used in real contexts. Many students also mentioned that MT made them more curious about language
differences between English and Japanese.

Interestingly, learners who used MT more often seemed to develop a deeper awareness of how translation
works. They were able to recognize small differences in meaning, tone, and expression, and sometimes tried
to find better ways to express the same idea in English.

Overall, these results suggest that MT may play two roles for students: it can help them in practical
situations, such as traveling or communication, and it can also be used as a reflective learning tool that

encourages curiosity and deeper understanding of language.

6 Discussion
Machine translation, or MT, has started to change the way people deal with language, both in tourism and in
education. It’s not something new anymore, but the way people use it keeps changing. In the past, many users
only turned to MT when they got stuck, just to check a word or phrase. Now, many of them use it more actively
— to explore meaning, to test ideas, or simply to feel safe when communicating in another language.

For travelers, MT is, in a way, like a small travel partner. It helps them read signs, order food, and talk

with people they meet. Some travelers said that having a translator in their phone made them feel less nervous,
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which actually gave them the courage to explore more places. It doesn’t solve every problem, of course, but it
makes travel smoother and more human. In classrooms, MT plays a slightly different role. Students often use
it to understand English sentences or to find words they don’t know. But sometimes, while comparing their
own sentences with MT results, they realize that their expression sounds too strong or not quite natural. That
small discovery helps them think about how meaning changes with tone or culture.

Still, teachers need to be part of this process. Without guidance, students may copy everything from MT
and lose the chance to think. So, teachers can ask questions like, “Why do you think this sounds better?”” or
“What happens if we change this word?” Such small moments make students more reflective and aware of
language. MT, when used like this, becomes more than a shortcut — it becomes a kind of bridge between

people and technology, between language learning and real communication.

7. Pedagogical Implications

7.1 Can Machine Translation Be Used in University English Classes?

These days, many travelers use SIM cards or free Wi-Fi to open machine translation apps like Google Translate
or DeepL. People use them to talk with locals, read menus, or find their way when they get lost. It’s kind of
amazing how much easier travel has become because of that. And if MT already helps people in real life, then
maybe it can help in English classes, too. This study thinks that, when teachers use it carefully, MT can make
learning English more connected, more confident, and a bit more fun. There are a few simple ways MT can be

used in class. The ideas below are not new, but they can make lessons feel closer to real communication.

1. Real-World Practice
Students can use MT during small role-plays that copy travel or service situations. They might act as hotel
staff, or help a tourist in class. It’s not perfect English, but that’s okay—it’s practice that feels real, not just

from a textbook.

2. Support for Beginners
For students who still struggle, MT gives a little help. They can check meanings or instructions quickly, and
that makes them less nervous. When they feel less afraid, they talk more, even in simple English. That small

change matters a lot.

3. Building Critical Thinking
MT isn’t always right. Sometimes it sounds strange, or it misses the feeling of the sentence. When students
compare their own English with the MT version, they notice that difference. Then they start to ask questions—

why this sounds better, why that sounds too formal—and that’s real learning.
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4. Preparation for Future Work
In tourism, hotels, or global business, translation apps are everywhere now. Students who know how to use
them properly will be ready for that kind of job. Learning to use MT wisely at school means they can use it

confidently later, not blindly.

8. Conclusion

In the end, machine translation can do more than just convert words. It opens space for real communication
— during travel, in study, and in daily life. People often say it helps them feel less nervous when speaking,
and somehow a little braver to try. In this way, MT doesn’t only remove barriers; it gives people a small push
to connect across different languages and cultures.

At the same time, MT now sits between language learning and technology. When teachers use it
carefully, it becomes part of learning instead of a way to avoid it. Students who use MT slowly begin to
notice patterns or small mistakes, and that makes them think about how language really works. They start
asking questions: Why does this sound different? Why does that feel more natural? It’s a quiet process, but
it builds awareness. The value of MT may lie in this shift. It turns hesitation into curiosity, and dependence
into confidence. Used in the right spirit, it doesn’t weaken language learning—it adds to it. And maybe it
reminds us, both teachers and learners, that studying English is not about perfection. It’s about trying to

understand and to be understood, one sentence at a time.
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Abstract

This study explores an instructional approach integrating Al tools, debate, and role-play to enhance Japanese
university students’ speaking and argumentation skills. Although debate activities are known to improve
fluency and confidence, many learners remain overly dependent on prepared scripts, limiting spontaneous and
persuasive speech. To address this issue, generative Al tools such as ChatGPT were used to provide model
speeches and rhetorical scaffolding, which students adapted for their own oral production.

In addition, a “Devil’s Advocate” role was introduced, requiring students to argue positions contrary to
their personal beliefs. This approach aimed to promote critical thinking and perspective-taking by engaging
learners with opposing viewpoints. Micro-debates consisting of brief, timed exchanges were also incorporated
to encourage quick thinking and interactive dialogue. Furthermore, the use of humor and exaggerated roles in
role-play activities helped reduce psychological stress and supported more expressive communication.

Classroom observations and student reflections suggest that this integrated approach may have supported
learners’ perceived flexibility, confidence, and ability to construct nuanced arguments. The findings indicate a
tendency for combining Al-assisted scaffolding with debate-based pedagogy to foster more adaptive
communicative competence in EFL contexts, although these results should be interpreted as observations of

classroom practice rather than objective performance gains.

Keywords

debate, devil’s advocate strategy, generative Al, Japanese university context, speaking fluency

1 Introduction

In English as a Foreign Language (EFL) education, fostering learners’ ability to engage in
spontaneous, persuasive speaking remains a persistent challenge, especially in Japanese

university contexts where classroom talk is often limited to prepared scripts or formulaic
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responses. Traditional debate activities have been widely used to encourage critical thinking
and oral fluency; however, students frequently rely on memorized discourse, which constrains
their ability to interact adaptively in real communicative situations. This limitation highlights
a gap in pedagogical approaches that simultaneously support fluency development and deep
argumentation skills in real time.

To address this gap, this study integrates generative artificial intelligence (Al) tools with structured
communicative activities, such as debates and role-play, to enhance learners’ speaking competence. Generative
Al, including large language models like ChatGPT, offers opportunities to scaffold students’ rhetorical
frameworks by providing model responses that learners can analyze and adapt. In classroom settings, Al can
serve not only as a source of language input but also as a rehearsal partner, helping students internalize
functional patterns of persuasive discourse.

A central innovation of this study is the adoption of the “Devil’s Advocate” role within debate and role-
play activities. Broadly defined, playing the Devil’s Advocate involves intentionally adopting a position that
counters the prevailing view in order to challenge assumptions and stimulate deeper analysis. The term
originates from the historical role within canonization processes in the Catholic Church, where an appointed
advocate argued against sainthood to uncover potential flaws, and in educational contexts it is used to promote
critical inquiry by questioning dominant perspectives.

Educational research suggests that this strategy can counter groupthink and encourage students to
consider alternative viewpoints, thereby enhancing critical thinking and communicative flexibility. In this
study, students were introduced to the concept of Devil’s Advocate through both explanation and media
examples, prompting them to take on counterarguments in micro-debates and extended discussions. The
combined use of Al scaffolding and role-play activities aimed to cultivate not only linguistic fluency and

accuracy but also strategic competence and confidence in handling opposing positions.

2 Literature Review

2.1  Debate and Speaking Development in EFL Contexts

Debate has long been recognized as an effective pedagogical tool in EFL education for promoting learners’
speaking fluency, confidence, and critical thinking. Through structured argumentation, learners are encouraged
to articulate opinions, respond to counterarguments, and negotiate meaning in real time. Previous studies have
shown that debate activities can enhance oral proficiency by increasing speaking opportunities and motivating
learners to use language purposefully (Brown, 2014; Warschauer & Healey, 1998).

However, research has also noted limitations in debate-based instruction, particularly in contexts where

learners tend to prioritize accuracy over communicative effectiveness. In Japanese EFL classrooms, students
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often rely heavily on prepared scripts, which may improve grammatical accuracy but restrict eye contact, facial
expressions, and spontaneous interaction. This tendency reflects a broader examination-oriented learning
culture, where success is often associated with correctness rather than communicative impact. As a result,
learners may struggle to transfer debate skills to authentic speaking situations that require flexibility and
immediacy.

Moreover, group discussions frequently lead to opinion convergence, as learners avoid expressing
minority views in order to maintain harmony. Such conformity can limit the depth of discussion and reduce
opportunities for genuine critical engagement. These challenges suggest the need for instructional designs that

not only promote debate participation but also explicitly encourage perspective-taking and spontaneous speech.

2.2 The Devil’s Advocate as a Pedagogical Strategy

The Devil’s Advocate strategy has been widely discussed in educational and organizational contexts as a means
of preventing groupthink and stimulating critical discussion. By intentionally assigning a participant to argue
against the dominant or majority view, this role encourages deeper examination of assumptions and
consideration of alternative perspectives. In educational settings, adopting the Devil’s Advocate role has been
shown to promote analytical reasoning and more balanced deliberation.

From a sociocognitive perspective, arguing for a position that one does not personally endorse requires
learners to detach from personal beliefs and focus on logical structure and evidence. This process can deepen
conceptual understanding while also reducing affective barriers associated with personal disagreement. For
language learners, such role distance may lower anxiety, as the speaker is not personally responsible for the
opinion expressed, but rather performing an assigned role.

Despite its potential, the Devil’s Advocate approach has received limited attention in second language
speaking research, particularly in combination with debate and role-play. Existing studies tend to focus on
critical thinking outcomes rather than linguistic development, leaving a gap in understanding how this strategy
may influence fluency, accuracy, and complexity in L2 speech. This study addresses this gap by embedding
the Devil’s Advocate role within structured debate activities and examining its impact on learners’ speaking

performance and engagement.

2.3 Al-Supported Speaking Practice and Scaffolding

Recent advances in generative Al have introduced new possibilities for language learning, particularly in
providing individualized and immediate support for learners. Al tools such as ChatGPT can generate model
texts, suggest alternative expressions, and simulate conversational partners, offering learners opportunities for
rehearsal and reflection beyond classroom time. Rather than replacing instructors, Al can function as a form

of pedagogical scaffolding that supports learners’ preparation and confidence.
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Research on technology-mediated language learning suggests that such tools are most effective when
integrated into task-based activities rather than used in isolation (Chong & Reinders, 2020). In speaking
instruction, Al-generated models can help learners notice gaps between their intended meaning and actual
production, thereby supporting metalinguistic awareness. However, concerns remain regarding overreliance
on Al-generated language, particularly with respect to learners’ spontaneous production and linguistic
complexity.

From a cognitive perspective, Skehan’s (1998, 2009) trade-off hypothesis provides a useful framework
for examining these concerns. According to this model, learners’ attentional resources are limited, and gains
in fluency may come at the expense of accuracy or complexity, especially during spontaneous speech. The
integration of Al support with debate and role-play therefore raises important questions regarding how different

aspects of speaking ability develop and interact.

2.4  Research Gap and Focus of the Present Study

While previous research has examined debate instruction, critical thinking strategies, and Al-assisted language
learning separately, few studies have explored their combined effects on EFL speaking development. In
particular, there is a lack of empirical research investigating how Al-supported debate activities incorporating
the Devil’s Advocate role influence learners’ fluency, accuracy, complexity, and willingness to engage with
opposing viewpoints.

To address this gap, the present study examines a classroom-based intervention that integrates Al tools,
debate, and role-play within a Japanese university EFL context. By analyzing learners’ perceptions, classroom
observations, and performance data, this study aims to contribute to applied linguistics research by offering
pedagogical insights into how structured opposition and Al scaffolding can foster more adaptive and confident

communicators.

3 Methodology

3.1  Participants and Context

The participants in this study were 28 first-year Japanese university students enrolled in a compulsory English
course at a private university in Kyoto. All participants provided informed consent prior to data collection. The
students were majoring in law and were part of a cross-disciplinary English curriculum consisting of two
classes per week: Reading and Writing and Listening and Speaking.

Based on institutional placement data, the participants’ English proficiency ranged from CEFR B1 to B2,
with TOEIC scores approximately between 500 and 700. As is common in Japanese EFL contexts, the students
had extensive experience with grammar-focused instruction and written examinations but limited opportunities

for extended oral communication, particularly in argumentative or interactive speaking tasks.
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3.2 Course Design and Instructional Framework

The course was conducted over a 15-week semester and integrated debate activities into a curriculum officially
designated as a Reading and Writing course. This design intentionally expanded speaking opportunities within
institutional constraints. Debate and discussion activities were introduced gradually, beginning with short, low-
stakes tasks and progressing to more structured debates and group presentations.

Throughout the semester, students engaged in weekly debate sessions in pairs or small groups, adopting
affirmative and negative positions on a variety of topics. Mid-term and final assessments included group debate
presentations, allowing students to apply argumentative strategies in more extended speaking tasks. To reduce
anxiety and encourage participation, humor and exaggerated roles were incorporated into role-play activities,

particularly in micro-debate formats.

3.3 Debate Topics and Formats

Debate topics were selected to align with students’ cognitive and linguistic levels and were categorized into
three types:

(1) personal value topics (e.g., preferences in daily life),

(2) presumptive issues related to education and society, and

(3) broader policy-oriented issues.

This progression allowed students to move from familiar, low-risk topics to more abstract and socially
complex issues. Several debate formats were employed during the course, including parliamentary debate for
mid-term and final presentations, as well as modified micro-debates for regular classroom use. The micro-
debate format consisted of short, timed exchanges designed to promote quick thinking, concise expression,

and interactive engagement.

3.4  The Devil’s Advocate Role

A central feature of the instructional design was the introduction of the Devil’s Advocate role. Students
assigned to this role were required to argue against the majority opinion or adopt a position opposite to their
personal beliefs. The concept was introduced through explicit explanation and a short video illustrating the
function and purpose of a Devil’s Advocate in discussion settings. This introduction emphasized that the role
was not intended to negate others’ opinions, but to deepen discussion and explore alternative viewpoints.

In classroom practice, the Devil’s Advocate role was implemented primarily within micro-debate
activities and small-group discussions. In some cases, the role functioned as a third participant who challenged
both sides; in others, it served as a judging or questioning role. Students were encouraged, but not required, to
volunteer for this position. Over time, an increasing number of students actively chose to take on the role,

suggesting growing acceptance and understanding of its value.
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3.5 Use of Al Tools

Generative Al tools, specifically ChatGPT, were integrated into the course as a form of instructional
scaffolding rather than as a substitute for learner production. Students used Al primarily during the preparation
stage of speeches and group presentations to generate model arguments, organize ideas, and rehearse
expressions. They were encouraged to adapt Al-generated content to their own language level and
communicative style.

The use of Al was positioned as a support for confidence-building and rehearsal, particularly for prepared
speeches. Students were also allowed to use Al for self-directed practice outside class, including checking
clarity and experimenting with alternative phrasing. However, Al use was not permitted during in-class

spontaneous speaking tasks, allowing for observation of learners’ unaided oral performance.

3.6  Data Collection

Multiple sources of data were collected to examine the effects of the instructional intervention. These included
post-course questionnaires, students’ written reflections, classroom observations, and performance data from
speaking tasks and presentations. The questionnaire consisted of both closed-ended items using Likert-scale
responses and open-ended questions eliciting students’ perceptions of debate activities, the Devil’s Advocate
role, and perceived skill development.

In addition, pre- and post-course Mini-TOEIC scores were collected to provide supplementary
information regarding changes in general English proficiency. While TOEIC scores were not the primary

measure of speaking development, they offered a reference point for interpreting classroom-based outcomes.

3.7  Analytical Framework

Data analysis focused on three primary dimensions of speaking performance: fluency, accuracy, and
complexity. Learners’ self-reports and reflective comments were analyzed thematically to identify perceived
changes in confidence, engagement, and critical thinking. Observational data were used to triangulate these
perceptions, particularly in relation to students’ willingness to speak, vocal volume, use of gestures, and
responsiveness during debates.

In the present study, these dimensions were primarily interpreted based on learner perceptions and
classroom observations rather than direct linguistic measurements; therefore, the findings should be
understood as indicative trends rather than objective performance gains.

Interpretation of the findings was informed by Skehan’s (1998, 2009) trade-off hypothesis, which
provided a framework for understanding potential tensions among fluency, accuracy, and complexity in

learners’ spoken production.
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4  Findings
This section presents the findings of the study in relation to the three research questions. Data were drawn
from post-course questionnaires, open-ended student comments, classroom observations, and performance-

related records. The results are organized according to each research question.

4.1  RQI: Effects of the Devil’s Advocate Role on Critical Thinking and Perspective-Taking

RQI1: How does the Devil’s Advocate role influence critical thinking and the exploration of different
viewpoints?

The findings indicate that the introduction of the Devil’s Advocate role had a positive impact on students’
engagement with multiple perspectives and the depth of classroom discussions. Questionnaire responses
showed high levels of interest in this role, with the majority of students rating it as “very interesting” or
“interesting.” Notably, no students reported negative perceptions of the activity.

Classroom observations revealed that discussions became more dynamic and balanced when a Devil’s
Advocate was present. Rather than quickly converging on a shared opinion, students were prompted to
reconsider assumptions and provide additional justification for their arguments. This shift was particularly
evident in micro-debate activities, where the Devil’s Advocate challenged both affirmative and negative
positions, resulting in extended interaction and clarification requests.

Qualitative data from student reflections further illustrate this effect. Several students commented that
discussions tended to stagnate when all participants shared the same opinion, whereas the presence of a Devil’s
Advocate encouraged deeper and more meaningful exchanges. Others noted that the role helped them
recognize the value of opposing views and understand that disagreement could enhance, rather than hinder,
productive discussion.

In addition, an increase in voluntary participation was observed over the course of the semester. Initially,
students were hesitant to adopt minority positions; however, as the purpose of the role became clearer, more
students actively volunteered to act as the Devil’s Advocate. This suggests that the role reduced conformity

pressure and created a classroom environment in which expressing alternative viewpoints was normalized.

4.2 RQ2: The Role of Al Tools in Supporting Prepared and Spontaneous Speech

RQ2: How can Al tools support students’ prepared and spontaneous speeches?

The findings suggest that Al tools were particularly effective in supporting prepared speaking tasks, such as
group presentations and structured debates. Students reported that Al-generated model texts helped them
organize arguments, identify appropriate expressions, and reduce anxiety related to grammatical accuracy. As
aresult, students appeared more confident during presentations, demonstrating improved vocal volume, clearer

articulation, and greater use of eye contact and gestures compared to previous cohorts.
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Student reflections indicate that Al use functioned as a rehearsal aid rather than a replacement for
thinking. Many students described using ChatGPT to confirm whether their intended meaning was conveyed
clearly and to explore alternative phrasing at an appropriate proficiency level. This process appeared to enhance

noticing and awareness of rhetorical structure, contributing to smoother delivery in prepared tasks.

In contrast, the impact of Al on spontaneous speech was indirect. While Al was not used during in-class
spontaneous speaking activities, students reported that prior rehearsal with Al reduced psychological stress,
allowing them to focus more on interaction during debates. Classroom observations support this claim, as
students demonstrated increased willingness to speak and respond under time pressure, particularly in micro-
debate formats.

Overall, the findings suggest that Al tools played a supportive role in building confidence and
preparedness, thereby facilitating more active participation in both prepared and spontaneous speaking

contexts.

4.3  RQ3: Effects on Fluency, Accuracy, and Complexity

RQ3: How does the integration of Al, debate, and role-play affect fluency, accuracy, and complexity in learners’
speaking?

The results may indicate perceived improvements in fluency, accuracy, and complexity, based on student
feedback and classroom observations rather than objective linguistic analysis.

Specifically, regarding fluency, both self-reported data and classroom observations indicate noticeable
improvement. A majority of students selected speaking-related skills as those that improved the most during
the semester. Observational notes highlighted increased speech length, reduced hesitation, louder voices, and
more expressive delivery, particularly during interactive speaking tasks.

In terms of accuracy, students perceived improvement primarily in prepared speech contexts. Al-
supported drafts were largely error-free, allowing students to focus less on form monitoring and more on
delivery. However, this does not necessarily indicate acquisition-level improvement in grammatical accuracy,
but rather a reduction in cognitive load during performance.

With respect to complexity, the findings suggest a tendency toward simplification in spontaneous
speaking tasks. Students often relied on shorter sentences and more basic structures when responding under
time constraints. This pattern aligns with Skehan’s (1998, 2009) trade-off hypothesis, which posits that gains
in fluency may come at the expense of complexity when attentional resources are limited.

Supplementary data from Mini-TOEIC scores showed a slight decrease from pre-test to post-test. While
this result may appear contradictory, it reflects the difference between standardized test performance and

classroom-based communicative development. The findings suggest that increased emphasis on speaking and
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interaction did not immediately translate into improved test scores, particularly for freshmen adjusting to
university-level learning after intensive entrance examination preparation. This decline may also reflect test-

taking fatigue or the shift in instructional focus from test-oriented learning to communicative practice.

4.4  Summary of Findings

Overall, the findings indicate that the integrated use of Al tools, debate, and role-play—particularly the Devil’s
Advocate role—contributed to enhanced learner engagement, increased fluency, and greater openness to
alternative viewpoints. At the same time, the results highlight trade-offs among different dimensions of
speaking ability and underscore the importance of interpreting proficiency development within both cognitive

and contextual frameworks.

5 Discussion

This study examined the effects of integrating Al tools, debate, and role-play—particularly through the use of
the Devil’s Advocate role—on Japanese university students’ EFL speaking development. The findings provide
several insights into how structured opposition and Al-supported scaffolding can influence fluency, accuracy,

complexity, and learner engagement in classroom-based communicative activities.

5.1  Devil’s Advocate and the Development of Critical Engagement

One of the most salient findings concerns the impact of the Devil’s Advocate role on critical thinking and
classroom interaction. The results suggest that assigning students to argue from a minority or opposing position
effectively reduced conformity pressure and encouraged more balanced and sustained discussion. In contexts
such as Japanese EFL classrooms, where harmony and agreement are often prioritized, this structured role
appears to legitimize disagreement as a productive and necessary component of communication.

From a pedagogical perspective, the Devil’s Advocate role functioned as a form of cognitive distancing.
Because students were not required to defend their personal beliefs, they could focus on constructing logical
arguments and responding to counterpoints without the affective burden of personal confrontation. This role-
based distancing likely contributed to increased participation and willingness to speak, particularly among
students who were initially reluctant to express dissenting opinions.

These findings extend previous research on debate and critical thinking by demonstrating that explicitly
assigning oppositional roles can deepen deliberation and increase interaction in L2 speaking tasks. While prior
studies have emphasized debate as a means of fluency practice, this study highlights the importance of role

design in shaping the quality and depth of communicative engagement.
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5.2 Al as Scaffolding Rather Than Substitution

The findings provide insights into the pedagogical role of generative Al in speaking instruction. Rather than
functioning as a substitute for learner production, Al tools in this study appeared to serve primarily as
scaffolding for preparation and rehearsal. Based on student reflections, providing level-appropriate and
structurally coherent model texts seemed to reduce learners’ anxiety related to grammatical accuracy and
organization, thereby potentially allowing greater attentional resources to be allocated to delivery and
interaction.

This function aligns with previous research on technology-mediated task-based language teaching,
which emphasizes the importance of integrating technological tools into meaningful communicative tasks
(Chong & Reinders, 2020). The present findings suggest that Al may be most beneficial when its use is
centered on preparatory stages, supporting confidence-building without diminishing opportunities for
spontaneous language use.

Importantly, the study also highlights potential risks associated with Al use. While Al-generated drafts
were linguistically accurate, they did not necessarily translate into increased complexity in spontaneous speech
within this classroom context. This underscores the need for careful instructional design that encourages

learners to move beyond reliance on pre-constructed language and engage in real-time language processing.

5.3  Interpreting Fluency, Accuracy, and Complexity Through the Trade-Off Framework

The observed patterns of speaking development can be meaningfully interpreted through Skehan’s (1998,
2009) trade-off hypothesis. The marked improvement in fluency, alongside stable or reduced complexity in
spontaneous speech, suggests that learners prioritized communicative effectiveness under time pressure. This
prioritization is consistent with the cognitive demands of debate and micro-debate activities, which require
rapid response and interaction.

The apparent discrepancy between classroom-based speaking gains and slight declines in standardized
test scores further highlights the distinction between communicative competence and test-oriented proficiency.
For first-year university students transitioning from entrance examination-focused learning, increased
emphasis on interaction and expression may temporarily disrupt test performance while fostering longer-term
communicative development.

Rather than viewing these trade-offs as deficiencies, they should be understood as indicative of learners’
shifting attentional priorities. As fluency and confidence increase, opportunities may emerge for subsequent

development in complexity and accuracy, particularly with sustained practice and targeted feedback.
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5.4 Pedagogical Implications for EFL Instruction

The findings of this study offer several implications for EFL pedagogy. First, incorporating structured
oppositional roles such as the Devil’s Advocate can effectively promote critical engagement and reduce passive
agreement in classroom discussions. Second, Al tools can play a valuable role in supporting preparation and
rehearsal, particularly for learners who lack confidence in their linguistic accuracy.

Finally, the integration of debate, role-play, and Al highlights the importance of designing speaking tasks
that balance support and challenge. By combining scaffolding with time-pressured interaction, instructors can
create learning environments that foster fluency, confidence, and adaptability—key components of

communicative competence in academic and professional contexts.

6 Limitations and Conclusion

6.1 Limitations

Several limitations of this study should be acknowledged. First, the research was conducted in a single
institutional context with a relatively small sample size of 28 first-year university students. As a result, the
findings may not be generalizable to other EFL contexts, proficiency levels, or educational settings. Future
research involving multiple institutions or longitudinal designs would provide a more comprehensive
understanding of the effects observed in this study.

Second, much of the data relied on self-reported perceptions and classroom observations. While these
data sources offer valuable insights into learners’ experiences and engagement, they do not provide objective
measures of speaking development. More fine-grained analyses, such as acoustic analysis of speech or detailed
discourse analysis, would allow for a more precise examination of changes in fluency, accuracy, and
complexity.

Third, although Al tools were integrated thoughtfully as preparatory scaffolding, the study did not
systematically compare Al-assisted and non-Al-assisted conditions. Future studies could employ experimental
or quasi-experimental designs to more clearly isolate the effects of Al use on different dimensions of speaking
performance.

Finally, the observed discrepancy between classroom-based communicative gains and standardized test
results highlights the need for careful interpretation. While TOEIC scores provided supplementary information,
they may not adequately capture changes in interactive speaking ability, particularly in short-term classroom

interventions.
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6.2  Conclusion

This study investigated the pedagogical effects of integrating Al tools, debate, and role-play—specifically
through the use of the Devil’s Advocate role—on Japanese university students’ EFL speaking development.
The findings suggest that this integrated approach enhanced learner engagement, promoted fluency, and
encouraged critical engagement with opposing viewpoints, even within the constraints of a curriculum
officially focused on reading and writing.

By assigning students to structured oppositional roles, the Devil’s Advocate approach helped reduce
conformity pressure and fostered deeper discussion, while Al tools supported preparation and confidence
without replacing learner production. Interpreted through a cognitive trade-off framework, the results highlight
how gains in fluency may coexist with stable or reduced complexity during spontaneous speech, particularly
in time-pressured tasks.

Overall, the study contributes to applied linguistics research by demonstrating how Al-supported debate
pedagogy can be used to develop adaptive communicative competence in EFL classrooms. Rather than
emphasizing linguistic perfection, this approach prioritizes flexibility, confidence, and critical engagement—

skills essential for meaningful communication in academic and professional contexts.

References

Brown, H. D. (2014). Principles of language learning and teaching (6th ed.). Pearson Education.

Chong, S. W., & Reinders, H. (2020). Technology-mediated task-based language teaching: A qualitative
research synthesis. Language Learning & Technology, 24(3), 70-86.

Skehan, P. (1998). A4 cognitive approach to language learning. Oxford University Press.

Skehan, P. (2009). Modelling second language performance: Integrating complexity, accuracy, fluency, and
lexis. Applied Linguistics, 30(4), 510-532.

Warschauer, M., & Healey, D. (1998). Computers and language learning: An overview. Language Teaching,
31(2), 57-71.

117



Effects and Challenges Following COIL Education Implementation—
Analysis Based on INTER-UNIVERSITY EXCHANGE PROJECT in 2018
(COIL project)

Ikuko Motohisa' & Emiko Koyama?® & Yukiko Ideno®

'Chiba University, “Shibaura Institute of Technology, and *Tokiwa University

imotohisa@faculty.gs.chiba-u.jp, Koyama.emiko.h6@sic.shibaura-it.ac.jp,

y-ideno@tokiwa.ac.jp

Abstract

Collaborative Online International Learning (COIL) promotes internationalization by enabling online
collaboration among students from diverse cultural and linguistic backgrounds. While the approach originated
in the State University of New York (SUNY) in 2004, it was introduced in Japan only recently. This study
analyzes the Ministry of Education, Culture, Sports, Science and Technology (MEXT) reports on the “2018
MEXT COIL Project” within the Inter-University Exchange Project (IUEP) to investigate factors supporting
sustainable COIL implementation in Japanese universities. By comparing the project outcomes of 13 higher
education institutions, the study identified the strategies for successful implementation and the common
challenges. Especially, universities that improved their evaluation from “A” to “S” tended to institutionalize
outcomes, expand partnerships, and develop scalable models. The research findings suggest that a stable
network of partner universities and a continuous search for new development opportunities are key to

sustaining COIL initiatives in Japan.

Keywords

COIL, internationalization, partner institutions, the strategies of sustainable implementation, and challenges

1 Introduction

The increasing demand for internationalization in higher education began in the mid-1990s. While Japan was
once globally competitive, it has since fallen to 38th place in 2024 (MEXT, 2025, p 50), partly due to a lag in
digital competitiveness (MEXT, 2025, p 53). This decline necessitates "internal internationalization" efforts,

which involve welcoming international students into educational programs.
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Collaborative Online International Learning (COIL) has emerged as a global approach to fostering
"internationalization at home". COIL involves international online interactive classes and new study abroad
formats. In 2018, Japan adopted the COIL Fiscal Year 2018: Support for Establishing Inter-University
Exchange Programs (IUEP) with the United States (U.S.) and other countries using the COIL model
through IUEP. Although the benefits of COIL are becoming apparent (Ikeda, 2014; Inoue et al., 2022), its
implementation methods and challenges remain unclear. Research on COIL in Japan is fragmented, with
planning often left to individual universities.

This study aims to address these issues by analyzing reports from 13 universities that participated in the
2018 MEXT COIL-type projects. The analysis seeks to uncover implementation planning challenges and

identify key success factors.

2  Literature Review

2.1 The Origins of COIL Worldwide

COIL is an educational approach where students from different countries and cultures collaborate
online to address shared challenges. Originating in the U.S. about 20 years ago and introduced at
the SUNY COIL center in 2006, COIL was developed for students facing difficulties with traditional
study abroad due to economic disparities or limited local interaction opportunities. This program
cultivates the essential skills for a diverse society: cross-cultural competence, communication skills
that transcend language barriers, problem-solving skills, self-directed learning, and information and
communication technology (ICT). COIL expanded from the U.S. to Europe and other regions due to
the recognized importance of these skills in a globalized era and the growing demand for more
students to gain international experience. Key factors driving this expansion include recognizing that
these skills are essential in an era of globalization and the growing demand in every country for more students
to study abroad and gain overseas experience.

The focus is on the COIL (Collaborative Online International Learning) concept for developing an
international curriculum (Rubin & Guth, 2016). O'Dowd (2021) examined the definition of "meaningful
interaction" and practical approaches based on social constructivism. The study analyzes the educational
benefits and challenges of online interaction when in-person instruction is difficult and explores the potential
of international education. Around 2000, amid advancing globalization, Japan's lack of international
competitiveness became increasingly apparent, prompting many companies to urgently cultivate talent capable
of succeeding globally. In response, MEXT launched the IUEP of Japan Society for the Promotion of Science
(JSPS) in 2011, which led to the creation of COIL-type projects in 2018 (JSPS, 2018a; MEXT, 2018a).
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2.2 The Start and Background of COIL in Japan

In Japan, COIL began at Kansai University in 2014 (Ikeda, 2020), and it has since expanded and become firmly
established in higher education through initiatives such as the 2018 COIL project by IUEP and the JPL-COIL
Association. Despite recent growth in research on COIL in Japan, studies remain limited, especially concerning
its effectiveness (Nagata, 2020). Generalization is difficult due to varied methodologies, participant
characteristics, and partnerships (Inoue, M. et al, 2022). Challenges persist, and comprehensive
countermeasures are still underway. COIL is crucial for fostering cross-cultural exchange and international
experience for both students and teachers, while allowing students to remain enrolled at their home institutions.
Since the early 2000s, Japan's decline in global competitiveness has driven a push toward
internationalization, making the development of globally minded talent an urgent priority. Companies now
seek graduates with strong communication skills and international experience (MEXT, 2025, p 55).
Universities are seen as the final opportunity for students to acquire international experience before entering
the workforce. The COVID-19 pandemic further accelerated the shift towards online learning and COIL
models. This study aims to identify factors for sustainable COIL implementation in Japanese higher education.
It addresses three research questions:
RQ1: What institutional characteristics are linked to successful COIL implementation in the 2018 MEXT COIL
project?
RQ2: How do partner university networks relate to MEXT project evaluation outcomes?
RQ3: What challenges and sustainability factors are evident from implementation reports of participating
universities between the 2018 project and the 2023 project ongoing?
To answer these questions, the study will conduct a comparative analysis of reports from the 13 higher
education institutions that participated in the 2018 MEXT project (COIL-type Project), and track and analyze

several universities that continued COIL projects after the 2023 MEXT project.

3 Methods

3.1 Research materials

This study employed a qualitative comparative content analysis of the mid-term and final reports submitted by
13 universities that participated in the 2018 MEXT COIL project. In addition, the reports of three universities
that continued to participate in the 2023 MEXT COIL project are used. Each project received five-year funding
from the Japan Society for the Promotion of Science (JSPS). The documents used for analysis can be

downloaded from the JSPS website.

3.2 Procedure

The current study focuses on the following points:
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(1) Rating changes between mid-term and final term for each university participating in the MEXT 2018 COIL-
type project
(2) The number of international partner universities in the MEXT 2018 COIL project and its relation to mid-
term and final evaluations
(3) Characteristics of the universities that received the highest S rating in the final report for MEXT COIL
2018
(4) The number and geographic region of partner universities between the MEXT COIL 2018 and MEXT COIL
2023 projects

First, to examine how ratings changed between mid-term and final for each university (or university
groups), data from the 2018 mid-term and final reports were compared across three groups based on MEXT
ratings: institutions that improved their ratings, those that maintained their ratings, and those that showed
decline or limited advancement. This comparison enabled the identification of recurring patterns associated
with successful implementation and longer-term sustainability. Second, to assess the impact of COIL
implementation on the participating institutions, we examined the number of international partner universities
in the 2018 COIL project. Content analysis was conducted to examine how the number of partner universities
may relate to changes in MEXT ratings. Third, to examine the reasons for success, detailed content analysis of
the mid-term and final reports of the highest-ranking universities was performed and categorized into (1) issues
and challenges, (2) improvements and achievements, and (3) factors that may have affected the evaluation.
Finally, three of the original 13 universities that continued their participation in both the 2018 and 2023 COIL
projects were used to assess the long-term impact of COIL implementation. Changes across geographic regions
between the 2018 and 2023 COIL projects were examined to assess the global impact of long-term COIL
implementation.

Data coding was completed by one author and checked by another. To enhance methodological
transparency, analytic memos were kept throughout the coding and categorization process. In addition, the
interpretation of categories was cross-checked against previous COIL-related studies and relevant theoretical
perspectives on international collaborative learning. This procedure was intended to improve the credibility of

the analysis and to reduce overly impressionistic interpretation.

3.3 Data analysis

All descriptive analyses and graphical representations were completed using R Studio (version 2023.09.1+494).
The coded categories included the name of the participating university (or groups of universities), Type of
COIL project (Type A: Projects that promote international exchange, Type B: Project that promotes
international exchange and that establishes an information platform for Japanese universities), the names of

partnering universities, geographic regions of the partner universities, the number of participating students
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(Japanese or international), and the mid-term/final evaluations. Comparative content analysis was conducted
to identify similarities and differences between the midterm and final evaluations of the 2018 MEXT projects
and across the ongoing 2023 MEXT project. The analysis focused on institutional strategies, the number of
partner institutions, and program implementation characteristics described in the reports. Through iterative
comparison of these elements, patterns associated with successful implementation and sustainability were

1dentified.

4 Results
4.1 Changes from Mid-Term to Final Evaluations in the 2018 MEXT COIL Project

Figure 1 shows the changes in evaluation ratings for participating institutions in the 2018 COIL-type projects.
The participating institutions and their university type (i.e., national, public, private) are shown in Table 1. The
ratings ranged from A- to S. Changes from the mid-term to the final evaluation could be broadly categorized
into three patterns. First, the universities that improved their MEXT ratings from A to S were Nanzan University,
Tokyo University of the Arts, and the collaborative partnership between Tokyo University of Foreign Studies
(TUFS) and International Christian University (ICU). The University of Tokyo was the only university to
improve its rating from A- to A. Second, the universities that maintained the same A rating in both mid-term

and final evaluations were the tri-university collaboration group consisting of Sophia University, Ochanomizu

Figure 1
Changes in Mid-term and Final Evaluations in the 2018 MEXT COIL Project
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Table 1

Participating institutions in the 2018 COIL Project

University Type University Name
National Chiba University
National Kagoshima University
National Ochanomizu University
National The University of Tokyo
National Tokyo University of Foreign Studies (TUFS)
National Tokyo University of the Arts
National University of the Ryukyus
Public Osaka Metropolitan University
Public University of Shizuoka
Private International Christian University (ICU)
Private Kansai University
Private Nanzan University
Private Sophia University

University, and University of Shizuoka, as well as Kansai University, University of the Ryukyus, and
Kagoshima University. Third, the universities whose final evaluations decreased from the mid-term
evaluations were Chiba University and Osaka Metropolitan University. These three patterns were named

“Increased”, “Unchanged”, and “Decreased” and used for the following analysis.

4.2 The Number of Partner Universities by Evaluation Change Group in the 2018 MEXT COIL Project

Figure 2 shows the number of partner institutions per evaluation change group (i.e., "Improved," "Unchanged,"
or "Decreased") between the midterm and final evaluations in the 2018 MEXT project reports, as described
above. Both the "Improved" and "Unchanged" groups had a high number of partner institutions, averaging
over nine institutions. Tokyo University of the Arts was an exception, with only one partner. Despite its limited
international collaboration, a content analysis revealed that Tokyo University of the Arts conducted projects
with industry partners and others. The university carefully provided students with feedback, making it a good
example of prioritizing quality.

Conversely, the group whose evaluation declined had few partnerships. For instance, Chiba University
had a large number of participating students and received an “S” rating in the midterm report. However, the
results of the comparative content analysis revealed that failing to establish partnerships with planned domestic

national universities and local institutions, as well as having a small number of partner institutions, may have
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contributed to the decline in their final evaluation. Similarly, Osaka City University partnered with only two
educational institutions in the United States. The content analysis showed that the university initially undertook
ambitious projects that went beyond the scope of COIL; however, these initiatives did not result in COIL-
related collaborations. The small number of partner institutions was likely due to insufficient substantive
organizational activities, making it difficult to address the situation later.

The University of Tokyo likely faced a similar situation, despite its ratings improving from A- to A
between the midterm and final reports. Initially, collaboration with MIT was planned, but organizational

restructuring necessitated reaching out to other institutions separately.

Figure 2

The Number of Partner Universities by Evaluation Change Group in the 2018 MEXT COIL Project
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4.3 Characteristics of Universities with S Ratings in the Final Evaluation in the 2018 MEXT COIL Project

Table 2 summarizes the characteristics of institutions that received the highest S ratings in the final evaluation
for the 2018 MEXT COIL project. All these institutions received an A rating in the mid-term evaluation, but
improved to an S in the final evaluation. The following points can be identified as characteristics of this group
from the table. The commonality among these universities is that their mid-term evaluations identified
“institutionalization, collaboration, and sustainability as challenges.” On the other hand, their final evaluations
are attributed to overcoming challenges such as “advancing institutional frameworks, expanding evaluations,
and establishing sustainability.”

Another characteristic is that each university possesses distinct strengths. For example, Nanzan
University's strengths include institutional development, foundation-building, and maintaining exchanges.
Tokyo University of the Arts' strengths lie in expanding its educational programs, increasing its social outreach,

and becoming an international model. Finally, the strengths of Tokyo University of Foreign Studies and
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International Christian University were identified as quantitative expansion of international education, model

development, and expansion into new regions.

Table 2

S-Rated Universities: Evaluation Step-Up Comparison (2018 MEXT COIL Project)

Issues Identified

Improvements and

Factors Leading

University in the Mid-term Achievements in the Final
to Evaluation(S)
Evaluation (A) Evaluation (S)

- Standardization and credit
- Need for fair assessment

recognition of COIL-based
standards through

courses
performance analysis

- Operation of three types of COIL
- Increasing diversity

programs - Development of
among international

- Promotion of collaborative tasks  systems and
students

and information sharing among organizational

Nanzan - Maintaining relationships

Tokyo University
of the Arts

with partner universities

- Managing reintegration of
returning students

- Strengthening overall
organizational financial

stability

- Degree program and
credit recognition not yet
fully established

- Strengthening
collaboration with domestic
universities

- Challenges in securing

faculty resources

students

- Establishment of an on-campus
infrastructure for ongoing COIL
activities

- Increase in the number of
exchange students to/from
partner institutions

- Implementation of short-, mid-,
and long-term intensive programs
- Establishment of a learning
cycle with remote collaboration

- Acceleration of students’
inbound/outbound mobility

- Demonstration of results through
portfolio creation

- Creation of an international

education model

foundations
-Maintenance of

exchange activities

- Advancement of
educational
programs

- Social outreach
and establishment
of a universal

model
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Table 2 (cont.)

S-Rated Universities: Evaluation Step-Up Comparison (2018 MEXT COIL Project)

- COIL participation

numbers below target - Campus-wide course alignment

- Expansion of
- Unclear connection with COIL

international
between courses and COIL - Nationwide expansion of COIL

education

- Need to strengthen pre- partnerships
- Establishment of
TUFS and ICU  and post-program follow-up - Development of a comprehensive

a model and
- Insufficient system for COIL curriculum

creation of new
integrating COIL with - Promotion of regional integration

development
regular courses involving Africa, Asia, and the

possibilities
- Lack of overall program Pacific
cohesion

4.4 Changes in University Partnerships Between the 2018 and 2023 MEXT COIL Projects

Figure 3 compares the number of partner universities and their geographic distribution among the three
universities that have continued to implement COIL in both the concluded 2018 project and the ongoing 2023
Type A projects (JSPS, 2026a; 2026b; 2026c). These data were analyzed to evaluate the long-term impact of
COIL implementation in Japan.

Throughout the 2023 academic year, the Tokyo University of the Arts maintained its number of partner
institutions. This is believed to be due to the meticulous implementation of the COIL project in 2018, which
led to high-quality, rather than high-volume, activities. This indicates that the university continues to maintain
strong partnerships with its partner institutions. The Tokyo University of Foreign Studies kept the same number
of partner institutions in the United States while adding new ones in other regions, including Asia, such as the
Philippines and South Korea. Conversely, the University of the Ryukyus halved the number of partner
institutions in the United States, but added new ones from other regions. Overall, there is a clear trend toward
an increase in the number of partner universities outside of North America, and these universities likely have
unique reasons for doing so, such as establishing cooperative frameworks with island regions in line with their

future goals.
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Figure 3.

Geographic Regions (US / Other regions) of Partnership Universities in the 2018 and 2023 MEXT COIL Projects
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5 Discussion and Conclusion

In this study, we classified universities in the COIL project into three groups based on changes in the mid-term
and final evaluations by MEXT. The results of the analysis for each RQ are discussed below.

Regarding RQ1, many universities received an “A” rating in either the midterm or final evaluation.
However, only three universities received an “S” rating in the final evaluation. An analysis of the three
universities' common keywords revealed that "establishment of a model" was included. This suggests that an
"S" rating indicates not only the implementation of COIL at each university but also the ability to generalize
such learning activities and institutionalize them at other universities. Since these are not subjective evaluations,
but rather terms common to all three universities, they can be considered qualities required at the "S" level.
This point likely served as a clue to the keywords that raised the evaluation, rather than the implementation
reports from individual institutions in previous studies.

Regarding RQ2, both the AA “unchanged” and AS “improved” groups had an average of 9 collaborative
partners. This suggests that a certain number of partnerships is necessary for COIL evaluation and outcomes.
Interestingly, the group that maintained an A-level rating in the final evaluation had more partner universities
than the group that improved to an S-level rating. While a larger number of partnerships is generally
advantageous, an examination of the relationship between groups whose ratings improved and those whose
ratings declined suggests that a certain number of partnerships is required for stable operations—a condition
met by the group that maintained an A-level rating. On the five-year project, having too few partner universities
was considered risky because it made responding to unforeseen circumstances difficult. These findings are

consistent with previous studies on COIL sustainability, which emphasize the importance of institutional
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commitment and stable international partnerships (O’Dowd, 2021). Establishing long-term collaboration
frameworks enables universities to sustain COIL activities beyond the completion of government-funded
initiatives.

Several challenges and factors affecting stability were identified during the implementation of the COIL
project regarding RQ3. For instance, in groups where mid-term and final evaluations decreased, the results of
short-term collaborative learning did not carry over to long-term evaluations. Although the number of partner
universities was around 9, Tokyo University of the Arts' experience clearly demonstrates that achieving high
evaluations in the AS model ultimately depends on the quality of collaborative learning and model
development, not just on quantity. In any case, it was evident that each university's initiatives in the AS model
leveraged the characteristics of its region, faculty, and partner universities. Their modeling and unique
approaches had a ripple effect on other institutions.

The analysis also indicates that universities engaged in these projects tended to collaborate with
institutions with which they had already established relationships. Although rapidly expanding the number of
partner institutions may be difficult, it is feasible to begin by implementing small-scale collaborative learning
activities with existing partners and gradually expand the network by adding another area for each faculty
member at their own university. These insights emerged from the analysis of institutional reports and related
materials, particularly in comparison between universities such as the University of Tokyo, which began with
an A— evaluation, and Chiba University, whose evaluation declined from S to A, and institutions that
maintained A or improved to S. Further disclosure of comprehensive project data would make it possible to
understand broader trends in global higher education better and to identify gaps and future directions in

collaborative international learning during that period.
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Abstract

Language support in Japan’s compulsory schools has expanded alongside growing linguistic diversity, yet in policy and
research, the category is often treated as more stable and self-evident than it is. This article argues that language support
is administratively useful but analytically unstable. Drawing on national guidance, local variation in student identification
and support, and illustrative empirical studies, it develops a three-part typology of instability: epistemic, institutional, and
subject-position. It shows that language support does not denote a single comparable category across contexts, because
its meaning varies with local identification practices, institutional arrangements, and the positions assigned to learners.

The article shows how these shifts affect what can, and cannot, be validly compared in research and policy.
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1 Introduction

Across Japanese compulsory education, language support has grown in scope and prominence. Public schools
enroll about 151,000 foreign-national students, and approximately 69,000 students are identified as needing
Japanese-language instruction, including both non-Japanese students and Japanese students with international
backgrounds (Ministry of Education, Culture, Sports, Science and Technology [MEXT], 2026a, pp. 1-2).
Policy documents also highlight ongoing inequality in educational paths, especially at the high school level,
where advancement and dropout rates remain notably uneven (MEXT, 2026a, p. 38). Together, these conditions
have made language support a pressing issue in both policy and practice.

Yet despite its wide administrative use, language support has not been examined consistently as an
analytic category in research on Japanese schooling. The term is used for pull-out Japanese-language
instruction, support within or alongside mainstream classrooms, and, at transition points, special admissions
or designated pathways for foreign-background students (MEXT, 2026a; Tokyo Gakugei University, 2023).
Policy materials make clear that support does not follow a single national model: schools and municipalities

use different procedures to identify students, and provision varies by local capacity, school type, and school
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stage (MEXT, 2026a).

The problem, then, is not only uneven implementation but also interpretive comparability. When
different identification practices, eligibility criteria, decision-making authorities, and forms of provision are
collapsed into a single label, findings can appear more comparable than they really are. Differences in
participation or outcomes may reflect not only learner characteristics or local provision, but also how support
is defined and enacted in particular settings.

Recent policy discourse has increasingly acknowledged diversity through frameworks such as tabunka
kyosei (“multicultural coexistence”) and revisions to the gakushii shido yoryo (Course of Study) (MEXT, 2019,
2021). The policy materials reviewed here reflect this shift by differentiating foreign-background students in
multiple ways, including Japanese proficiency, school stage, language background, region, migration history,
and school-entry trajectory (MEXT, 2026a). Yet they continue to organize these learners within a broad support
framework. Policy now recognizes greater internal diversity, but it does not settle what counts as support or
how support should be compared across contexts.

This study, therefore, treats language support as administratively useful but analytically unstable. It
develops a three-part typology of instability (epistemic, institutional, and subject-position) to show why
support cannot be assumed to function uniformly across contexts. Its contribution is analytic rather than
evaluative: it does not assess program effectiveness or propose an alternative model. Although the article
centers on compulsory schooling, it also considers transition into upper secondary education where this reveals
how earlier identification and support categories continue to shape access and recognition.

2 Analytic Stance and Materials

This article takes a category-analytic approach to language support. It examines how classificatory labels shape
what becomes visible, measurable, and comparable in research and administration (e.g., Bowker & Star, 1999;
Hacking, 2004). The study is a conceptual essay based on documentary and published sources rather than on
new empirical fieldwork. It aims to clarify how the category of language support shapes who is counted as
needing support, what kinds of provision are grouped together under the same label, and what can validly be
compared across contexts.

This approach is important in Japan, where policy materials suggest that demographic change has not
been matched by a fully shared identification framework. Some schools rely on classroom observation, while
others use locally standardized assessments, ad hoc checklists, or consultation with external coordinators
(MEXT, 2026a). The materials reviewed here do not indicate a fully standardized national protocol for
identification across contexts. As a result, multilingual students with similar linguistic profiles may be
categorized differently from one site to another, and eligibility may reflect local administrative practice as
much as learner characteristics.

Policy materials further show that identification and provision do not follow a single standardized model.

Students may be identified through teacher observation, check sheets, assessment informed by the Dialogic
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Language Assessment (DLA), locally developed tools shared through platforms such as Casta-net, and the
involvement of coordinators or other support personnel. The same materials also show that both the target
population and the forms of support are broader than they may first appear. The population includes not only
foreign-national students but also some Japanese-nationality students and, in some cases, children whose
enrollment status remains uncertain. Support extends beyond Japanese-language instruction to include mother-
tongue support, transition guidance, family liaison, and multiple instructional models, including pull-out, in-
class, and classroom-integrated forms of learning (MEXT, 2026b, 2026c, 2026d).

Rather than treating language support as a transparent descriptor of learner populations, this analysis
approaches it as an object of inquiry. It draws on three types of materials: (i) MEXT guidance documents and
recent policy discussions concerning the education of foreign students; (ii) illustrative cases of local variation
in student identification and support, including differences in eligibility criteria, assessment practices, and
forms of provision; and (iii) selected empirical studies in which language support shapes participant inclusion
and research interpretation.

These materials include broad policy discussions and more operational guidance on student acceptance,
language assessment, and upper-secondary access. They are used here not as direct descriptions of classroom
life, but as official statements that shape expectations and responsibilities in practice. The local cases serve as
illustrative contrasts rather than nationally representative samples. The empirical studies show how language
support functions analytically in research by shaping who is included, compared, and interpreted. Taken
together, these materials make it possible to trace how the meaning of language support shifts across

administrative and research contexts.

3 A Typology of Instability in Language Support
In Japanese schooling, language support commonly refers to Japanese as a Second Language (JSL) instruction,
pull-out provision, and related eligibility categories for students judged to have limited Japanese proficiency.
Administratively, the term may appear straightforward, but analytically it is unstable because it depends on
multiple criteria that are only partly aligned across sites and institutions. These criteria shape how learners are
identified, supported, and positioned in schools. This section develops the typology introduced earlier:

e cpistemic instability: how “language need” is defined and measured;

¢ institutional instability: who has the authority to decide eligibility;

e subject-position instability: how eligibility constructs who the learner is taken to be.
3.1 Epistemic Instability

Epistemic instability refers to the absence of a shared basis for deciding which students need language support.

In principle, eligibility is linked to Japanese-language proficiency. In practice, however, schools and
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municipalities rely on different kinds of evidence, and no fully standardized national protocol governs
identification across contexts (MEXT, 2026a).

Recent policy materials make this variation explicit. Schools may identify students through teacher
observation, check sheets, DLA-informed assessment, locally developed tools, or judgments made by
coordinators, rather than through a single nationally shared procedure (MEXT, 2026b, 2026c). The same
materials also distinguish between surface-level Japanese and the deeper language demands of academic
participation. In this sense, assessment is presented not only as a way to decide placement, but also as a basis
for planning instruction (MEXT, 2026b, 2026c). Policy discussions further note that schools do not always
have clear ways to distinguish Japanese-language acquisition needs from disability or special educational
needs, which can complicate decisions about what kind of support a student requires (MEXT, 2026d).

Research on the development of the DLA likewise shows that assessment in this area is neither simple
nor fully standardized. Butler and Sakurai (2020) show that the DLA was designed as a formative, dialogic
tool that must take account of factors such as text difficulty, kanji density, teacher scaffolding, and the gap
between oral proficiency and literacy development. At the same time, they note that assessment remains
difficult to align fully with mainstream classroom demands and high-stakes entrance examinations. This
suggests that judgments about language-related needs do not simply record an already obvious condition; they
are shaped by the design of assessment tools, the interactional support provided during assessment, and the
institutional context in which results are used. As a result, students with similar linguistic repertoires may be

categorized differently across municipalities, complicating research comparison and administrative reporting.

3.2 Institutional Instability
Institutional instability means that schools and local authorities do not organize and provide language support
in the same way. Without a single national framework, support is arranged differently across municipalities,
boards of education, and schools, so the same category may function differently from one institution to another.
Substantial regional variation in access to Japanese-language instruction reflects not only learner need
but also differences in local capacity (Burgess, 2011). Some areas have established JSL programs, while others
depend on temporary funding, volunteers, or community partnerships. As a result, both eligibility thresholds
and forms of provision vary widely. Policy discussions also distinguish between concentrated areas, where
experienced personnel are more available, and dispersed areas, where assessment and support are often less
stable because specialist staff are scarce (MEXT, 2026c, 2026¢). Although MEXT now provides more
guidance, reference frameworks, and advisor support, implementation still depends heavily on local boards of
education, school leaders, coordinators, and teachers responding to regional conditions (MEXT, 2026c, 2026d).
Local governments also use different delivery models: base-school systems, visiting instruction, and ICT-

supported remote teaching (MEXT, 2026b, 2026¢).
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Locally specific arrangements make this visible. Prefectural arrangements such as Osaka’s waku-ko
(designated high schools with special admissions and support tracks for foreign-background students) and
international-elective offerings in Kanagawa show how access and recognition are shaped through locally
specific institutional responses (Tokunaga, 2017; Yamamoto & Enoi, 2023). Kobayashi and Tsuboya (2021)
similarly argue that local access arrangements can create important pathways, but these remain dependent on
local capacity rather than nationally shared guarantees. Policy discussions also identify transition to high
school as a weak point in continuity of support, where provision often becomes thinner even though risks of
dropout and exclusion increase (MEXT, 2026a). Access, therefore, depends not only on learner needs but also
on how local systems are organized and resourced. The category does not function as a consistent institutional

entity nationwide.

3.3 Subject-Position Instability
Subject-position instability means that language support does not only provide help; it also shapes how students
are seen and what kinds of participation are expected from them, in line with sociocultural views of identity as
positioning (Bucholtz & Hall, 2005). These positions are shaped in part by the difference between kokugo
(Japanese as the national language) and nihongo (Japanese for non-native learners). This difference creates
different expectations about who counts as a legitimate speaker and how students should participate in class
(Tanaka, 2018). Students who receive language support are often seen as learners who need to move toward
mainstream norms, rather than as multilingual students whose full linguistic resources belong in the classroom.
Recent policy discourse also frames these learners in more positive terms: as multilingual, capable, and
rights-bearing students whose backgrounds should be treated as strengths rather than deficits (MEXT, 2026c¢,
2026¢). Policy discussions emphasize diversity as an asset, encourage the use of mother tongue knowledge
and prior learning, and suggest that the majority environment must also change in order to support coexistence
(MEXT, 2026c). Yet this shift in framing does not fully resolve how students are positioned in practice.
Ethnographic research shows a recurring dilemma. Learners may remain in mainstream classrooms that
they cannot fully access, or they may be pulled out to support classes that emphasize basic communication
with limited academic content (Kanno, 2008). Research on JSL provision similarly shows that support spaces
may function as places of safety and belonging while remaining weakly connected to age-appropriate academic
content and mainstream curricular recognition (Moorehead, 2013; McGuire & Tokunaga, 2020). These
arrangements, though intended to assist, can reinforce conditional membership. This contrasts with kikokushijo
(returnee students), whose bilingualism is more often framed as an asset and supported through special
admission pathways (Kanno, 2003). This positioning is reinforced when students’ heritage languages and
broader multilingual repertoires remain peripheral to ordinary curricula, signaling that they are not central to

legitimate academic participation. The result is a tension between policy language that values diversity and
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institutional arrangements that continue to organize students mainly through Japanese acquisition and

adjustment.

4 Consequences of Instability for Research, Practice, and Experience

This section examines the consequences of category instability for how research is interpreted and how support
is organized and experienced in schools. These should be read as category effects rather than as judgments
about program quality or teacher intention. The discussion below focuses on the interpretive limits this creates

and on how ambiguity is experienced in practice, rather than on the outcomes of any single program.

4.1 Consequences for Research

First, epistemic instability makes comparison across studies difficult. Because eligibility for language support
is established through locally variable forms of evidence rather than a single nationally standardized protocol
(MEXT, 2026a, 2026b, 2026¢), students grouped together under the label “receiving language support” in one
study may not be the same kind of population as those grouped under the same label in another. Apparent
differences in outcomes may, therefore, reflect differences in identification practices as much as program
effects or learner characteristics.

Second, institutional instability makes research samples harder to compare. Responsibility for
identification and provision is distributed across municipalities, boards of education, and individual schools,
so access depends on local governance capacity rather than shared entitlements (Burgess, 2011; MEXT, 2026a,
2026d). At the same time, policy materials show that language support covers a wider range of students and
support arrangements than the label may suggest, including some Japanese-nationality students, children
whose enrollment status remains uncertain, mother-tongue support, transition guidance, and multiple
instructional models (MEXT, 2026a). Studies drawing on quota-based access schemes, special admission
pathways, or locally organized support may, therefore, be examining institutionally specific rather than
nationally comparable populations (Kobayashi & Tsuboya, 2021).

Third, subject-position instability complicates interpretation because eligibility does not signify the same
social position in all contexts. In some settings, support may function as temporary linguistic assistance; in
others, it may signal more durable academic marginality, affective compensation without curricular inclusion,
or a conditional pathway toward mainstream participation (Kanno, 2003, 2008; Moorehead, 2013; McGuire &
Tokunaga, 2020). Treating language support as a neutral descriptor risks collapsing these different positions
into a single category. Therefore, interpretation depends not only on who receives support, but also on what
support means in a given institutional setting.

Taken together, these patterns suggest that findings in language-support research should often be read as
category effects as much as program effects. Instability limits what can be validly compared across studies and

narrows the scope of the claims such research can make.
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4.2 Consequences for Practice and Experience

4.2.1 Uneven Access to Support

Where identification relies on different kinds of evidence and responsibility is spread across local institutions,
access to support becomes uneven. In practice, support depends not only on student need but also on local
expertise, staffing, assessment capacity, and the way support is organized. Policy discussions explicitly
identify disparities between concentrated and dispersed areas, and they also note that support often weakens
at transition points, especially in the move to high school (MEXT, 2026¢, 2026d). This means that access is
shaped not only by student characteristics but also by the local conditions under which support is organized.

Longitudinal work on Brazilian Nikkei students in Japan similarly shows that marginalization can persist
despite changing policy discourse and expanding support initiatives (Hachiman & De Mello, 2025).
Quantitative research on Brazilian migrant children also shows that local context matters for high school
enrollment: residence in Hamamatsu, where integration programs and NPO support were more developed, was
associated with higher odds of enrollment than in less supportive settings (Takenoshita et al., 2014). Large-
scale quantitative research further shows persistent disparities in high school enrollment between native and
immigrant-background children, even when some socioeconomic differences are considered (Hagiwara & Liu,
2023). Together, these studies suggest that expanding support and provision does not by itself produce stable
or equitable access.

4.2.2 Peripheralization of Multilingual Repertoires

A second consequence is that students’ multilingual repertoires may remain peripheral to formal schooling.
Even where policy discourse increasingly values diversity, support often continues to treat students’ non-
dominant languages as secondary to the main task of acquiring Japanese. These languages may be welcomed
socially or used instrumentally, but they are often weakly connected to age-appropriate curriculum, assessment,
and formal recognition.

Research on JSL provision illustrates this pattern clearly. Moorehead (2013) shows that support spaces
may function as sites of curricular suspension, weakly connected to mainstream academic content and marginal
to core school routines. McGuire and Tokunaga (2020) similarly show that support classrooms can function
as ibasho, spaces of safety and belonging, while mainstream classrooms remain governed by fixed curricular
expectations and assimilative norms. In such arrangements, students’ broader linguistic repertoires may be
socially affirmed without becoming academically central. The result is a form of inclusion in which
multilingualism is acknowledged, but not fully recognized as part of legitimate classroom participation.

4.2.3 Support Without Institutional Legitimacy
A third consequence is that support may exist without being fully institutionalized within ordinary schooling.
When eligibility is interpreted differently across settings and provision depends heavily on local organization,

support may be available, but its status and purpose remain unstable (Burgess, 2011; MEXT, 2026a).
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Kobayashi and Tsuboya (2021) show that local access arrangements can create important pathways into
high school. However, these pathways often operate within unchanged school expectations and standards of
evaluation. In other words, support may help students to enter or to stay in school without changing how they
are judged once they are there. Under these conditions, support can function as help or accommodation without
giving students stable academic legitimacy. As a result, uncertainty about what support is meant to do becomes

part of everyday schooling.

S Why Instability Persists: Ideological and Policy Conditions

The instabilities identified above do not persist simply because schools lack better tests, clearer procedures, or
stronger coordination. They persist because current arrangements allow schools to respond to linguistic
diversity without substantially changing the main norms of participation, evaluation, and curriculum. This does
not mean that instability is produced intentionally. Rather, the system can continue to function without fully
resolving it. This section examines the ideological and policy conditions that help to sustain instability in the

category of language support.

5.1 Monolingual Norms in Mainstream Schooling

A key reason why instability persists is that compulsory schooling remains organized around monolingual
norms. Instruction and assessment remain organized around kokugo as the unmarked medium of legitimate
participation, while nihongo functions as a supplementary domain for students classified as non-native or non-
standard users (Heinrich, 2012; Sato, 2019). This distinction may expand access to support, but it also
preserves a hierarchy in which mainstream participation continues to be judged through Japanese-centered
expectations.

Within this framework, policy may acknowledge diversity, but everyday classroom participation is still
organized around Japanese as the main legitimate medium of learning. Recent policy materials describe
diversity in more positive terms and encourage schools to draw on students’ prior knowledge and mother-
tongue resources (MEXT, 2026b, 2026¢, 2026¢). Even so, these shifts do not by themselves change how
participation is recognized in mainstream instruction and assessment. Language-support categories can,
therefore, expand without fundamentally changing kokugo-centered norms. Thus, instability reflects not only
administrative variation but also a continuing tension between multilingual realities and monolingual

institutional expectations (Kubota & McKay, 2009).

5.2 Hierarchies of Valued Multilingualism
Instability also persists because not all forms of multilingualism are equally recognized in school. In policy
and curriculum discourse, “foreign language education” remains closely associated with English, while other

linguistic repertoires occupy a much weaker position in curriculum design, teacher preparation, and assessment
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(Honna & Saruhashi, 2019). Languages other than English often lack standardized pathways, stable funding,
and widely available teaching materials, leaving support for broader multilingual development uneven and
locally dependent (Mizuguchi & Hasegawa, 2016).

This hierarchy affects not only which languages are taught, but also which languages become visible as
legitimate school knowledge. Heritage and other non-dominant languages may be valued symbolically or
privately, yet they are seldom treated as central to academic participation. As a result, many students rarely
encounter these languages as recognized parts of the formal curriculum. Policy materials increasingly frame
students’ diversity as a strength and refer positively to mother-tongue knowledge and multilingual resources
(MEXT, 2026b, 2026¢, 2026¢). At the same time, these resources remain weakly institutionalized in
mainstream schooling. Support, therefore, tends to focus on helping students participate through Japanese,
while other parts of their linguistic repertoires remain supplementary or symbolic. Under these conditions,
ambiguity surrounding language support comes to seem normal rather than unusual, because the wider

hierarchy of valued languages remains largely unchanged.

5.3 Institutional Reproduction of Ambiguity

These ideological and policy hierarchies are reproduced through the way support is organized in practice. Even
as national guidance has expanded, implementation still depends heavily on local expertise, staffing,
coordination, and continuity (MEXT, 2026a). As a result, support develops unevenly across settings, not only
because needs differ, but because the capacity to respond to them is unevenly distributed.

For this reason, ambiguity is reproduced not only through policy gaps, but through ordinary institutional
arrangements that remain uneven from place to place. Support may exist, but it is often only loosely connected
to mainstream instruction, assessment, and long-term progression. Studies report social isolation, bullying,
emotional distress, and language-related difficulties, particularly among later-arriving students (Inoue &
Banstola, 2025). Research also shows that support spaces may provide safety or belonging while remaining
weakly connected to mainstream academic recognition (Moorehead, 2013; McGuire & Tokunaga, 2020).
These studies do not explain instability on their own, but they show how it is sustained in practice through
arrangements that provide assistance without fully reorganizing participation, assessment, or curricular
legitimacy.

Taken together, these patterns suggest that instability in language-support categories is not simply a
technical problem. Schools and systems may expand support while leaving broader norms of recognition
largely unchanged. This helps to explain why ambiguity persists even as policy discourse becomes more

inclusive.
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6 Conclusion

This study has argued that language support in Japanese schooling is useful as an administrative label, but
unstable as an analytic one. The problem is not only uneven implementation. Schools identify students in
different ways, different institutions decide eligibility, and support positions learners differently across settings.
As a result, the term does not always refer to the same kind of student group, provision, or institutional role.

The typology developed in this study, epistemic, institutional, and subject-position instability, shows
how this variation is produced through ordinary school and research practices. For research, it makes studies
harder to compare because students grouped under this label in one setting may not be equivalent to those
grouped under it elsewhere. In practice, it is associated with uneven access, the marginal place of students’
broader multilingual repertoires, and forms of support whose place within ordinary schooling remains unclear.
These are best understood as effects of how the category is constructed and applied, rather than simply as
evidence that a particular program or teacher is effective or ineffective.

One implication is that differences in achievement, participation, or support outcomes may reflect
differences in how the category is defined and organized, not only differences in students or teaching. The
point is not to argue against support or to suggest that instability can be removed completely. Instead, it is to
show that support can expand while the main norms of recognition in schooling remain largely unchanged. As
long as schools and local systems define language support differently, conclusions drawn from that category
need to specify who counted as receiving support, how that decision was made, and what the support actually

involved.
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Abstract

This study investigates the challenges faced by part-time English lecturers at universities in Japan and suggests
ways to improve English courses as a part of university-level language education. Japanese higher education,
especially private universities, heavily relies on adjunct lecturers to deliver curricula for its English education.
However, since the late 1990s, social changes have made it increasingly difficult for Japanese universities to
hire qualified part-time English instructors, threatening the quality and sustainability of English language
education. This study focuses on two faculties at two private universities in Tokyo, where over 80% of English
classes are taught by part-time lecturers. By comparing faculties with different majors, it aims to identify both
shared and unique issues among part-time instructors. A survey with open-ended questions was conducted
among current and former adjunct English lecturers, covering the following themes: teaching-related concerns,
coping strategies, maintaining sustainable teaching, supporting students before COVID-19, supporting
students during and after COVID-19, and applying online teaching experience in current instruction. The data
were analyzed using KH Coder, a text-mining software, to extract both positive and negative patterns. Results
indicate that respondents often experience issues such as unclear job responsibilities, insufficient institutional
support, and job insecurity. Nevertheless, they make strong efforts to facilitate student learning through quizzes,
group work, and online tools. The findings suggest that how instructors cope with challenges depends on their
individual backgrounds and the level of support provided by administrators of the courses. Based on these
results, we argue that it is crucial for course administrators to offer clearer job descriptions, access to more
teaching materials, and stronger institutional support to part-time English instructors. The study concludes that
collaboration among universities through the sharing of challenges and solutions can provide valuable insights

into improving English education in Japan.
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1 Introduction

Japanese universities, especially large private ones, have been heavily dependent on part-time instructors, and
English education is no exception. The number of part-time English instructors has been steadily increasing as
the number of universities grows. This reliance has become a defining feature of higher education nationwide.
This situation may be justified from a management perspective. The COVID-19 pandemic further exposed
these issues, particularly for part-time instructors who often have limited access to digital tools and training
opportunities.

Previous research has highlighted the significant role of part-time instructors in English education at
Japanese universities (Kato, 2023). Despite unstable employment conditions and limited access to institutional
resources (Kanbayashi, 2021), many of these instructors continue to deliver effective instruction. According
to Japan’s Ministry of Education, Culture, Sports, Science and Technology (MEXT), their adaptability and
creativity during and after the COVID-19 pandemic have been particularly notable (MEXT, 2022). They
learned to integrate online tools and hybrid teaching styles, enabling them to sustain classes even under difficult
circumstances. This experience also transformed perceptions of communication and feedback among both
teachers and students (Yamaguchi, 2021). According to Taguchi (2022), shifts in student satisfaction data
suggest that education now places greater emphasis on clarity, flexibility, and emotional understanding in
teacher—student relationships. In other words, students increasingly value not only knowledge, but also how
instructors listen, respond, and support them in diverse learning environments.

However, several critical issues remain unresolved. Part-time instructors frequently report heavy
teaching loads and insufficient institutional support (Kimura, 2016; Kanbayashi, 2021). They often prepare
materials, adjust lesson levels, and manage classes independently, highlighting the need for improved
communication between universities and part-time faculty (Kato, 2023). As emphasized by MEXT (2020;
2022), sustainable education must consider both teaching quality and teacher well-being. Therefore,
universities should try to support part-time instructors by improving their working environments, which in the
long run would benefit both educators and students.

This study tries to gain insights into what kind of support universities should provide to part-time
instructors to improve and sustain English education by examining their working environments and teaching
experiences of part-time English instructors. It focuses on their teaching challenges, adaptations before and
after COVID-19, and university efforts to promote sustainability and student satisfaction. Data were collected
through a questionnaire survey of current and former part-time instructors, and both quantitative and qualitative
responses were analyzed using text-mining and correspondence analysis. By identifying key concerns and
innovative teaching approaches, this study aims to offer data-driven suggestions for developing a more
sustainable English education system in Japan, particularly regarding the role and engagement of part-time

teachers.

144



2 Method

2.1 Participants and Basic Information

A total of 23 valid responses were collected from part-time university English instructors. The participants
included both current and former part-time English instructors who were recruited through professional
networks and academic contacts. Among them, 14 were female, 7 were male, and 2 did not indicate their
gender. Participants began their teaching careers between 1992 and 2022. The average number of courses
taught per semester was 8.65 (SD = 5.31), and the average number of English courses taught was 5.22 (SD =
2.62).

2.2 Questionnaire

The questionnaire consisted of six open-ended items focusing on the teaching experience and challenges of
part-time English instructors. This questionnaire was administered online using Google Forms and was written
in Japanese. The items were as follows:

1) Concerns and Difficulties: Do you have any anxieties, concerns, or difficulties related to teaching English
as a part-time instructor?

2) Coping Strategies: How do you deal with these concerns, or how would you like to address them in the
future?

3) Sustainability and SDGs (Quality Education): In relation to the SDG goal of Quality Education, what
efforts do you make to ensure sustainable teaching as a part-time instructor?

4) Improving Student Satisfaction (Pre-COVID): Before the COVID-19 pandemic, what strategies did you
use to improve student satisfaction in your classes?

5) Improving Student Satisfaction (Post-COVID): Since the COVID-19 pandemic, what strategies have you
used to improve student satisfaction?

6) Application of Online Teaching Experience: How do you think your online teaching experience during the

pandemic will be applied to future classes?

2.3 Data Analysis

In this study, each individual response was treated as a unit of analysis in KH Coder. The text data were
segmented based on each questionnaire item, and all responses were analyzed collectively within each category.
The selection of forced extraction words was based on their relevance to current digital learning environments
and frequently used educational tools in university English education.
For analytical purposes, the responses were labeled as follows:
Concerns and difficulties

Coping strategies
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Efforts to ensure sustainability

Pre-COVID: Efforts to improve student satisfaction

Post-COVID: Efforts to improve student satisfaction

Application of experience to future teaching

To analyze the free-text responses objectively, text mining was conducted using KH Coder, a
software tool for quantitative content analysis. This method was selected to reduce researcher bias and to
ensure objectivity in interpreting qualitative data. During preprocessing, grammatical particles, auxiliary verbs,
and other function words that do not carry independent meaning were excluded from the analysis. Only content
words, including nouns, verbal nouns, adjectives, adverbs, and verbs, were retained. Responses that contained
only “nothing in particular” were excluded from the dataset. Additionally, the following expressions were
manually included as forced extraction words to capture digital and pedagogical features relevant to current
university English teaching: ACE, MyELT, online learning, online assignments, Google Classroom, Google
Form, Microsoft Teams, face-to-face, PowerPoint slides, group work, pair work, generative Al, on-demand,
cloud, and PowerPoint.

Through the integration of open-ended responses and text-mining methods, the study aimed to identify

key terms, co-occurrence patterns, and conceptual clusters related to part-time instructors’ concerns, strategies,
and innovations. This mixed approach enabled an integrated understanding of how individual instructors’

voices reflect broader issues of sustainability and quality in university-level English education.

3 Results and Analysis: Co-occurrence Network Analysis and Correspondence Analysis

3.1 Concerns and Difficulties in Language Teaching

Figure 1

Concerns and Difficulties in Language Teaching
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strong cluster emphasizes the foundational role of textbooks in English teaching. The nodes #<i# (English)
and ZFFE (textbook) are isolated yet closely connected, indicating that issues surrounding textbook
selection and use are consistently mentioned together, possibly reflecting a shared concern among respondents.

Another cluster reveals the precarious status of part-time language instructors. Words such as 7.3
(position), E{T: (responsibility), 7= (gap) point to perceived inequalities and tensions between professional
responsibility and institutional authority, indicating structural challenges related to employment conditions.
The cluster containing /& U % (feel) and f57~ (order) seems to reflect the cognitive and emotional load
experienced by instructors as they navigate both external expectations and internal workload, especially when
managing multiple classes as indicated by = <~ (unit). Although small, another cluster highlights a
fundamental constraint suggested by IFfli] (time) and % (necessary), implying a lack of sufficient time
to prepare adequately or respond to institutional demands, underscoring the stress caused by persistent time
pressure.

One cluster centers on adaptive strategies, illustrating how teachers are experimenting with various
teaching methods, balancing face-to-face and online teaching, and seeking practical solutions. Behind this is
the revision of the Act for Eliminating Discrimination against Persons with Disabilities in 2021, which requires

“reasonable accommodation” for disabled people. A smaller and peripheral cluster captures repetitive
stressors and structural elements including 3 7 /N A (syllabus), K % N % (nervous), and #t —
(unification), which indicate ongoing anxieties about syllabus creation and calls for greater standardization.

Overall, the core tension appears to lie between emotional and pedagogical pressures and the adaptive
strategies teachers employ. There is also a clear divide between institutional and employment concerns and
classroom practices. Textbook-centered instruction and structural challenges emerge as peripheral yet

persistent background issues.

3.2 Concerns and Difficulties in Managing Teaching Tasks

Figure 2 appears to show a dense cluster centered on how instructors handle assignment design,
student motivation, and classroom management challenges. This is particularly relevant to
supporting and accommodating diverse learners as well as addressing their part-time status and
irregular schedules. Terms such as #fitJ] (deadline) and A4Z (goal) highlight concerns with time-
bound tasks, while &5 X— 3 > (motivation) may suggest reflection on student readiness and
engagement (Figure 2).

Another cluster focuses on lesson content and delivery, indicating that lesson design is closely tied to
assignment strategy and emphasizes flexibility in adapting content and teaching methods. Instructors also
express concerns about balancing workload and time. The terms i Y] 72 (appropriate) and i {5 FR

(minimum) imply efforts to maintain instructional quality while avoiding overburden. This cluster represents
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Figure 2 themes of time, workload, and

Concerns and Difficulties in Managing Teaching Tasks flexibility, illustrating pragmatic
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weekly planning. Regarding course design, progression, and assessment, L' ~/L- (level)and 7 7 Kk 7" K
(output) indicate attempts to align assignments with students’  abilities and learning goals. In connection with
evaluation and assessment, the association among J/&{# (emotion), 3L{% (grammar), and 7 A b (test)
appears to suggest the stress students experience around testing and the need for more thoughtful and
supportive feedback. One particularly notable feature is the central triangle consisting of %3 (class), FRd
(task) and “#/E (student), which represents the core teaching dynamic. These terms frequently appear
together but remain somewhat isolated from other specific clusters. This may suggest that they are foundational
but not deeply embedded in any single issue category.

These clusters reveal that instructors are actively managing multiple and competing priorities such as
student diversity, task design, time constraints emotional load, and curricular coherence. There is a consistent
emphasis on adaptation and balancing workload, reflecting shared concern about the sustainability of teaching
practices. Moreover, course design and weekly structure appear central to implementation strategies, while

assignment management and student engagement remain constant challenges for language instructors.

3.3 Ensuring Sustainability in Language Education

Figure 3 illustrates that sustainability and institutional commitment appear to be the central
themes, revealing a growing awareness that institutional support is essential for maintaining the
level of language education.

The close relationship between #F#t (continuation) and |l (Judgment) may suggest an ongoing
need for clear direction and accountability at the university level. Another cluster demonstrates active efforts

to personalize learning support strategies, as indicated by %] (individual), “## (learning), 55
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Figure 3 (instruction). There is a strong
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term viability in teaching contexts,

particularly for part-time instructors. Another group of clusters focuses on the use of online assignments and
essay tasks to sustain engagement. These assignments serve as practical tools to maintain continuity, especially
in post-COVID or hybrid learning environments. One unique and crucial cluster conveys a warning through
the terms (> (mind-body), #£41 % (collapse), and #k#c (renewal). This underscores that inadequate
support systems can lead to burnout, thereby undermining sustainability. There appears to be an urgent need
for better workload management and emotional support. While practical concerns regarding tool access and
opportunities for improvement are likely linked to previous online learning initiatives, one of the smallest
clusters may suggest that Part-time instructors may be underrepresented within the educational system and
may lack adequate institutional support. These isolated clusters reflect fragmented perspectives or underserved

issues that require stronger integration into institutional discussions.

3.4 Enhancing Student Satisfaction (Pre-COVID)

With regard to the enhancement of student satisfaction before the COVID-19 pandemic, the cluster focuses on
the institutional efforts to measure and implement various teaching styles (Figure 4).

The terms {%H (utilization) and 3% (gain) emphasize feedback and reflective practices, particularly
in comparing face-to-face and online learning experiences. Another cluster demonstrates student-oriented
reflection. The terms such as BB (interest) and 75 (opinion) suggest that learner-centered approaches
were associated with higher levels of satisfaction prior to COVID-19. Many of the smaller clusters, including
“7/E (student) and %3 (class), seem to represent the primary beneficiary group.

Another group of clusters containing f5 (instruction), /515 (method), J%5%E (English), {i 5]

(individual), 20 (education), = =—A (news) , B (movies) seems to reflect concern about how
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Figure 4
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£ 1 5 (combine), [ < (listen), and & % % (answer), appear disconnected from the central themes,
implying that technological components and assessment mechanics were not yet fully integrated into the
discussion of student satisfaction prior to the pandemic.

Pre-COVID efforts to enhance student satisfaction appear to have emphasized learner-centered
activities, reflective practices, hybrid instructional methods, and personalized teaching in language education.
However, the limited integration of students’ perspectives and online elements highlights areas for future

development and stronger institutional alignment.

3.5 Enhancing Student Satisfaction (Post-COVID)

Compared to the pre-COVIDI19 results, the cluster reflecting the post-COVID educational landscape
emphasizes blended learning, feedback mechanisms, and systematic support (Figure 5).

There is a strong pedagogical focus on interactivity, as shown by the terms Ef# (consciousness), 7
4 — R/3» 7 (feedback), and ER% (creation), which reflect a learner-centered approach. The introduction
of 2 A7 A (system) and 3<4% (support) further may suggest institutional adaptation aimed at sustaining
student satisfaction.

Another cluster centers on the importance of personalized interaction, represented by f& ]
(individual), FH#% (support), and A7 ¢+ A7 U — (office hour), which appear to have been encouraged
or strengthened by remote and hybrid teaching contexts. Faculty responsiveness and individualized guidance
play a key role in shaping the post-pandemic student experience. One  cluster highlights the emotional

climate of post-COVID classrooms regarding communication. The frequent co-occurrence of terms related to

Zoom and emotional cues such as | (facial expression) and 754 (atmosphere) seems to reflect
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Figure 5 the hybrid learning environment and
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is also noteworthy that one small cluster implies lingering concerns about COVID-related safety protocols and
teacher roles in managing them, as suggested by the term % (crowded space).

Compared with the pre-COVID environment, there is a stronger emphasis on feedback systems, digital
tool utilization, and hybrid instruction methods, all of which have become more prevalent in the post-COVID
teaching context. Moreover, emotional awareness, and sustained engagement mechanisms have emerged as
key drivers of student satisfaction. Finally, the continued appearance of terms such as closed spaces and Zoom

indicate a lasting sensitivity to pandemic-related dynamics, even as face-to-face instruction resumes.

3.6 Co-occurrence Network Analysis: Application of Experience

In Figure 6, online teaching as the main instructional platform is highlighted as the central experience and
application. Its dominant frequency indicates that online classes became a major structural foundation for
integrating other instructional skills (Figure 6).

One of the major clusters features practical digital literacy and the adaptation of educational tools. Skills
such as using platforms like Zoom and online applications offered by Google were not only practiced but
became part of the instructional routine. This also implies student participation, which contributed to
improvements in overall computer literacy and multimodal presentation skills.

An isolated but important pair, “7*/£ (student) and /& 9 (think), seems to reflect meta-cognition and
student-centered thinking about the educational environment. Another cluster, which includes .5+ (learn)
and ) (efficiency), indicates perceived benefits of online formats, particularly in terms of efficiency and
learning outcomes. Visual aids such as A 7 - [ (slide) played a crucial role in helping students feel, see,

and understand content, pointing to effective learning enhancement. The term /K Jif; (absence) seems to reflect
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Figure 6 efforts to ensure continuity and
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serve as a bridge between emotional expression and functional continuity, especially when compensating for
absences. The term X[ [f] (face-to-face) remains associated with learning and feedback, suggesting that hybrid
environments blended smoothly with online resources.

These results indicate that educators and students actively integrated digital skills into teaching and
learning practices in the post-COVID period. Tools such as Google search, Zoom, and PowerPoint became
essential for content delivery, feedback, and emotional engagement. The experience of online teaching was not
merely temporary, but it has been carried forward, enhancing both logistical management and affective

dimensions of learning.

3.7 Correspondence Analysis: Efforts to Improve Student Satisfaction

Figure 7 visually represents the correspondence relationships between key terms gathered from responses
about efforts to improve student satisfaction, particularly before and after the COVID-19 pandemic. The
correspondence analysis was conducted based on the frequency of co-occurring words across categorized
responses, and the distances between words represent the strength of their association.

Words plotted in closer proximity indicate stronger semantic or contextual associations. One of the
prominent associations in the post-COVID-19 context relates to logistical challenges, individual adaptation,
and online or hybrid learning environment. Keywords such as %} (face-to-face), 7 A I~ (test), f#H
(use), &M (question), =ik (awareness), FEff] (time), fifl A (individual), and 2= I ==/ —3 3 >
(communication) reflect a transition phase in which instructors and students were adapting to new tools,
testing formats, and modes of classroom interaction.

Several central keywords span both pre- and post-pandemic contexts, including %5 (learn), FEfi
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material) are more strongly associated with pre-COVID educational experiences, reflecting a focus on active
and collaborative instructional strategies such as group activities and presentations.

From right to left, a clear pedagogical shift is visible: that is, from a student-centered and interaction-
focused mode before the COVID-19 pandemic to a logistical and technologically adaptive orientation
afterward. The middle cluster includes terms such as feedback, students, and learning, which remain consistent
across both periods and are central to the ongoing pursuit of student satisfaction. On the far right, the role and
effort of teacher engagement and emotional consideration are implied by {373} % (mindful) and 5%
(instruction). This may suggest a lasting emphasis on self-awareness, guidance, and individualized support as

key components of sustainable teaching practices.

4 Discussion

4.1 Pedagogical Concerns and Emotional Burden

The co-occurrence network analysis of open-ended responses revealed that part-time instructors often face
both emotional and practical challenges in their teaching. The words such as pain, difficult, and task frequently
appeared together, forming an important cluster that seems to reflect the mental stress associated with
classroom diversity, varying student proficiency levels, unclear syllabi, and limited institutional support.
Instructors noted that differences in student backgrounds and vague expectations contributed to ongoing stress
and uncertainty. Another cluster included words like English, textbook, and responsibility. This group
highlighted issues related to curriculum design and the limited decision-making power given to part-time

instructors.
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4.2 Adaptation and Coping Strategies

In contrast, clusters containing words such as method, consideration, and creativity illustrated how teachers
actively adapted to different classroom situations. Participants reported using online tools such as PowerPoint
slides, videos, and Google Forms, as well as hybrid teaching methods, to keep students motivated during and
after the pandemic. Some instructors also mentioned providing individual support for students who missed
classes or had lower English proficiency. These responses show that most of the teachers made conscious and

flexible efforts to ensure the smooth continuation of their lessons.

4.3 Toward Sustainability

Another network focused on the concept of sustainability. The words such as support, innovation, and mental
and physical well-being appeared in the same cluster, suggesting that teachers view sustainable education not
only as a matter of teaching skills but also as dependent on manageable workloads and institutional
understanding. Several instructors mentioned that heavy teaching schedules caused stress, emphasizing that
continued employment and stable curricula are essential to protect both the quality of education and the

teachers’ well-being.

4.4 Correspondence Analysis: Shifting Student Satisfaction

The correspondence analysis comparing pre- and post-COVID-19 responses revealed clear changes in how
teachers discussed student satisfaction. Before the pandemic, satisfaction was closely linked to active
learning, group work, and presentation-based activities. After the pandemic, teachers used more practical and
management-related terms such as assignment clarity, feedback, and online access. This shift may suggest
that student satisfaction has become increasingly connected to clear communication, transparent systems,

and consistent feedback rather than classroom interaction alone.

4.5 Application of Experience and Transferable Skills

Finally, the analysis of application of experience showed that teachers have continued to use digital skills
developed during the pandemic in face-to-face and hybrid classes. Tools such as PowerPoint, online
submission systems, and video editors are now integrated into regular teaching practices. Many instructors
reported that these digital tools helped them maintain lesson continuity and clarity, particularly for students
who were absent. Across all analyses, a consistent pattern emerged: that is, part-time English instructors play
a vital role in English education at Japanese universities, but they often work under difficult conditions that
affect both their teaching and well-being. Nevertheless, even under these constraints, most teachers
demonstrated strong creativity and adaptability, especially after COVID-19. Their comments clearly show the

urgent need for a more supportive and sustainable system for part-time faculty in higher education.
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6 Conclusions

This study examined the experiences of part-time English instructors in Japanese higher education. The
findings showed that these instructors face multiple challenges and difficulties, including job insecurity,
emotional stress, and limited teaching resources. At the same time, they have developed innovative ways to
address these problems, using online platforms, slides, and videos to make learning more accessible and
engaging. They also strive to strengthen connections with students and enhance satisfaction through feedback
and reflection.

Sustainable English education requires universities to recognize and value the contributions of part-time
faculty. These findings suggest that part-time teachers can share their creativity and ideas more freely when
they feel respected and supported in their teaching and working environment. This, in return, enhances not
only their own teaching but also the overall quality of university English education. Ensuring fair working
conditions, equitable access to teaching resources, and greater opportunities for professional development will
benefit teachers, students, and institutions alike. Future research should include students’ perspectives and
compare practices across different universities to understand how institutional policies influence both teaching
and learning. By continuing to listen to the voices of part-time instructors, a more inclusive and sustainable

environment for English education in Japan can be built to further strengthen English language education.
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Appendix A

A Questionnaire Items (English and Japanese)

1. Concerns and Difficulties (RZC#4)

What kinds of anxieties, concerns, or difficulties do you experience when teaching English as a part-time instructor?
FEHEEEA & L CRGEORELFEMT 5 9 2T, LD X I RRIIARZPMAZE L TELNE T,

2. Coping Strategies (i)

How do you deal with the concerns and difficulties mentioned in (1)?

1. DARZRMAIZHK LT ED X D ITHHE I TOET D,

3. Sustainability in Education (Z(F& DFf5E)

What efforts do you make to ensure the sustainability of education as a part-time instructor?

FERERRAN & LT [BE ORI 2B T20ICEDL I RTRELTHET D,

4. Improving Student Satisfaction (Pre-COVID-19) (= 2 FRiiDTR)

Before the COVID-19 pandemic, what strategies did you use to improve student satisfaction in your classes as a
part-time instructor?

SRR, FEREREAT S LT MPAEDOTRE] @m0 07edllED X 57T RE L TWE L2l
5. Improving Student Satisfaction (Post-COVID-19) (v} D TK)

Since the COVID-19 pandemic, what strategies have you used to improve student satisfaction in your classes as a
part-time instructor?

I FHALARBIEE T, ERWEEEATE LT IM2AEDOWMEE] 2@ 5720l En R 5 TRE L TNE
ERV/AN

6. Application of Online Teaching Experience (F2BRD{EH)

How do you think your experience with online teaching during the COVID-19 pandemic can be applied to future

class management?

ARTMTOL T A AZZEDORERD, SROBEERIZED L ITENSND LBV ET D,
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