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Research Article

Bridging to English-Medium Instruction Through CLIL:
Student Feedback Based on University Pilot Courses

Ikuko Ueno

Abstract

This study focused on pilot research conducted prior to launching a content and
language integrated learning (CLIL) course in 2024 at Rikkyo University in Japan—
an “English as a foreign language” learning environment. Despite the growing
popularity of CLIL, the number of Japanese universities implementing this approach
as part of a university-wide curriculum remains limited, a gap that the current study
aimed to address. The researcher conducted quantitative and qualitative analyses
using a mixed methods approach to explore learners’ feedback on the introduction of
the new curriculum. The sample comprised 171 university students who participated
in pilot CLIL classes as elective courses. They were asked to respond to a 17-item
questionnaire that included 13 items rated on a five-point Likert scale and four open-
ended questions. The data from the quantitative survey were examined through
correlational and descriptive analyses using the SPSS software. The results showed
that students had generally positive views about the CLIL courses, despite their being
quite unfamiliar with them, particularly appreciating the frequent opportunities for
collaborative learning with peers and exposure to diverse perspectives on the learning
content. Additionally, satisfaction with the course content and teaching methods
was high. However, in comparison, satisfaction with the development of critical
thinking skills was slightly lower. The results point to potential areas that should be

strengthened in future CLIL implementation.

Keywords: Content and language integrated learning (CLIL), English-medium instruction (EMI),
Facilitation, Critical thinking, Language scaffolding

Introduction

Rikkyo University launched content and language integrated learning (CLIL) elective
courses as part of the university-wide elective curriculum from the academic year 2024 and
implemented curriculum reform to change all the existing elective courses to CLIL. The CLIL
program has two main purposes. First, it aims to serve as a foundation or introductory course

to facilitate English-medium instruction (EMI) classes conducted in various faculties. This
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initiative will not only provide students with the essential skills to engage deeply with content in
English but also familiarize them with cooperative learning and different styles of presentation
prior to learning specialized knowledge at the undergraduate level. Rikkyo University offers a
wide range of CLIL courses taught by faculty members who are not always content experts; as
such, careful preparation is necessary to deliver these courses effectively. The second purpose
is to encourage continuous learning by transforming students’ perceptions of English as one
among the subjects they learn to an important communication tool they acquire. In this respect,
it is essential for university students to be able to continue language learning beyond the
traditional assessment-driven context, especially for those with lower intermediate English
proficiency. Continuous learning is key to language learning, but traditional teaching styles tend
to create unnecessary anxiety and fear in students who are less proficient. CLIL courses can
help students continue language learning by supporting the emotional aspects of the learning
process and reminding learners that English is a communicative tool.

In light of this extensive curriculum reform, the Center for Foreign Language Education
and Research (FLER) and the Center for the University-Wide Curriculum have been developing
and implementing CLIL courses—efforts spanning several years—for the 2024 academic year.
To refine our new CLIL curriculum, pilot studies have been conducted, and the university-
wide curriculum and committees responsible for CLIL courses have provided teachers with
guidelines, workshops, seminars, and teaching resources to help them better understand CLIL
instructional methods.

Against this background, this study explores the characteristics of CLIL at Rikkyo
University and its potential as a bridge to EMI. As part of a pilot study, this research mainly
aimed to gather insights to enhance CLIL pedagogy and facilitate a smoother transition to
EMI. A questionnaire was administered to students and teachers; however, this study focused
only on student responses to assess their experiences and perceptions of CLIL. As the majority
of students encountered the CLIL pedagogical approach for the first time at our university, a
valuable aspect of this research constituted reflections on their perceptions following this direct
experience vis-a-vis future curricular designs. The study findings are expected to guide current
CLIL implementations at Rikkyo University and improve continuous language learning by
offering deeper learning opportunities. CLIL integrates subject matter with language learning
and helps students apply their language skills to content learning. This pedagogical approach
is essential for students to develop the language skills necessary during CLIL courses, since
EMI classes usually lack the element of linguistic support. Ultimately, the content and language
skills taught in CLIL are intended to enrich students’ educational experiences and prepare them

holistically to express their opinions openly in a global society.
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Literature Review

CLIL: Fundamental Concepts

In recent times, CLIL has gained global popularity as a pedagogical approach to foreign
language education. Indeed, it is an effective approach that enables students to acquire both
content knowledge and language skills simultaneously (Coyle et al., 2010). Researchers
have also referred to the fact that CLIL courses are designed to improve learners’ language
proficiency and intercultural competence through learning related content. (Brinton et al.,
1989; Marsh, 2002). Additionally, CLIL can enhance learners’ motivation and engagement
during courses (Lasagabaster & Doiz, 2016; Nikula et al., 2016) CLIL is not a completely
new approach; it has evolved from traditional language teaching styles (Pérez-Cafado, 2012).
CLIL, which originated in Europe, was proposed by Coyle et al. (2010), and it encapsulates
four fundamental concepts: Content, cognition, communication, and culture (4Cs). Mastering

and integrating them into practice is the key to teachers’ successful implementation of CLIL.

Distinguishing EMI, Content-Based Instruction, and CLIL

In the broad research field of bilingual education in second language acquisition,
methodologies such as EMI, content-based instruction (CBI), and CLIL play distinct roles.
EMI focuses primarily on delivering academic content in English, typically in higher education
settings where the language of instruction is English, without specific language learning
objectives or scaffolding (Dearden, 2014). This approach is content driven and assumes that
linguistic proficiency develops incidentally through exposure.

In contrast, CBI involves using subject matter as a means of teaching language, yet
it does not always incorporate the systematic language development found in CLIL settings
(Brinton et al., 1989). CBI, which emerged in North America in the 1980s, is frequently
compared to CLIL, since CBI is primarily an immersion- or semi-immersion-style teaching
method for learning through content. Snow (2001) stated that CBI content was interpreted as
subject matter to be used for second/foreign language teaching purposes (p. 303). The goal
of CBI is to develop language proficiency, and the content is the teaching material for this
purpose. Therefore, while CBI does not strictly integrate content and language learning, CLIL
emphasizes the integration of the two. The clear difference between CLIL and CBI is that the
former is based on the 4Cs and aims to implement dual-focus learning.

CBI explicitly prioritizes language acquisition over EMI, but focuses primarily on
content as the medium rather than the overall goal. In this regard, CLIL uniquely blends the
goals of language and content learning, assigning equal importance to both. CLIL distinguishes
itself by promoting the active development of language skills as well as content acquisition,
and by providing language scaffolding that supports a dual focus (Coyle et al., 2010). Language
scaffolding is an important characteristic of CLIL. Without language scaffolding, CLIL course

implementation would not be successful because the learner’s language proficiency is not
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yet sufficient to understand the content deeply. Thus, elaboration of lesson preparation with
language scaffolding is crucial for CLIL courses. The intentional use of translanguaging in class
as a means of language scaffolding is meaningful (Lin, 2020). This scaffolding helps learners
engage deeply with academic material and understand the content, which in turn allows them to
further develop their language skills, showing how CLIL uniquely combines language learning

and content mastery.

Previous CLIL Studies in Japan

Reflecting on global trends, the CLIL approach has been gaining traction in Japan,
influencing English education. It has also been referenced in a document issued by the Ministry
of Education, Culture, Sports, Science, and Technology (MEXT, 2014), wherein experts
mentioned that it is necessary to view English as a part of language education rather than a
special skill. It has also been suggested that adopting approaches such as CLIL or immersion
education, as in Europe, could be effective. The recommendation to incorporate CLIL in
English classes in Japan is rooted in the objective of fostering active English language usage
among Japanese learners. Unlike conventional approaches that focus primarily on language
acquisition, vocabulary, and grammar, CLIL emphasizes the integration of new knowledge in
English through a subject. This approach demonstrates the crucial role of language as a tool for
communication and learning. Here, the context of Japan must be taken into account, with an
English as a foreign language (EFL) environment with few output opportunities and contexts;
nonetheless, this perspective presents a model of practice in which learners essentially use
language to deepen their learning, making it vital in contemporary English education in Japan.
CLIL practice goes beyond language-centric objectives and includes various activities such
as acquiring new knowledge, engaging in discussions, sharing perspectives, and appreciating
diverse viewpoints. While implementing CLIL practices in the EFL context in Japan may
present challenges compared with English as a second language (ESL) environments, it is
precisely this difficulty that underscores their necessity.

Prior research has explored CLIL practice in Japanese higher education institutions.
For instance, MacGregor (2016) provided thoughtful insights regarding university teachers’
perspectives; the study participants (two Japanese participants and 11 participants from the
U.K., Canada, and the U.S.) were teachers engaged in CLIL or EMI programs at universities.
Although the survey was conducted with a relatively small sample (n = 13), the results revealed
a general understanding of the many features of CLIL. However, there is some confusion
regarding the differences between the related methodologies (CBI, EMI, etc.) and CLIL. The
study underscores the need to strengthen educator training. In addition, it emphasizes that
teachers must be adequately trained in both content- and language-teaching skills. MacGregor’s
(2016) relatively greater emphasis on the importance of teacher readiness and support systems
is compelling because it aligns closely with our concerns in this study and underscores the idea

that the success of CLIL in Japan is deeply dependent on educators effectively addressing the
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challenges they face.

Yoshihara et al. (2015) conducted an in-depth investigation of students’ perceptions of
soft CLIL in EFL classrooms at Japanese universities. CLIL can be classified as soft CLIL and
hard CLIL based on the purpose of the lesson. Soft CLIL is used when language learning is the
main focus, whereas hard CLIL is used when content learning is the main focus (Izumi, 2019).
Although soft CLIL places greater emphasis on language learning than hard CLIL, unlike EMI,
both are focused on language learning as well as content learning. This prior study involved
194 students who completed an itemized and descriptive questionnaire over two years. The
results showed that students responded positively to learning about global social issues in a
CLIL format and highly valued English language instruction, which differed from the traditional
high school approach. Moreover, the study highlights the need for specialized teacher training
pertaining to the CLIL methodology. The study highlights the important role of educators’
experience and expertise in the successful implementation of CLIL.

Another study by Ikeda (2013), one of the most important CLIL researchers in Japan,
focused on high school students, and it is particularly significant for revealing the potential
benefits of CLIL practices in Japan. This study examined the effectiveness of CLIL for younger
learners in a secondary educational setting. Specifically, writing tests and course evaluation
questionnaires were administered to 16- and 17-year-old students with lower-intermediate
English proficiency, and the results showed that CLIL was effective in improving their essay
writing skills. It also confirmed the effectiveness of a “soft” version of CLIL in Japanese
education.

Despite notable previous studies conducted in Japan, the number of Japanese universities
implementing CLIL as part of a university-wide curriculum remains limited. Therefore, the
current study aimed to provide substantial insights for expanding and enhancing CLIL practices
in higher education. As we examined the effects and strategies of CLIL at the tertiary level, the
findings are expected to significantly inform future implementations and contribute valuable
insights for the transition from CLIL to EMI, aiming for effective integration of language

learning and content in Japanese universities.

Methodology

Research Questions

A semi-structured questionnaire was used in this study to evaluate the effectiveness and
impact of a CLIL program implemented at Rikkyo University, offered as pilot classes as part of
new elective courses and conducted during the 2022—2023 academic year. The main objective
was to explore students’ perceptions and experiences related to understanding the course content
and acquiring language skills in CLIL courses. The following research questions guided this

study:
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(1) What are the perceptions and reactions of students who participated in CLIL pilot courses

at the tertiary level in Japanese educational settings?

(2) What types of facilitation skills and strategies are necessary for educators to effectively

deliver CLIL lessons to tertiary-level students in Japan?

Participants

The questionnaire was administered to 171 students enrolled in 14 different CLIL
pilot classes: Introduction to Global Studies A (Humanities), Introduction to Global Studies B
(Social Science), Introduction to Global Studies C (Natural Science), Current News through
English Media, Multimodal Communication in English, Self-Directed and Reflective Language
Learning, Intercultural Studies, Sustainable Development Goals (SDGs), Movies, Japanology,
Art, Health and Wellness, Globalization and Business, and Business Speaking. Eligibility to
enroll in CLIL subjects begins in the second year; therefore, the participants were students from
their second to fourth years. Although the questionnaire did not specifically address faculties, in
2023, the year the pilot study data were analyzed, students enrolled in the CLIL courses came
from 11 different faculties: Arts, Intercultural Communication, Economics, Business, Science,
Tourism, Community and Human Sciences, Sociology, Law and Politics, Contemporary
Psychology, and Sport and Wellness. CLIL courses implemented as part of a university-wide
curriculum were not confined to any specific department. This diverse group of participants
provided a meaningful dataset for analyzing student engagement with CLIL methodologies and

their educational outcomes.

Questionnaire Design

The questionnaire was designed to gather comprehensive feedback on various aspects
of the CLIL courses, focusing on both qualitative and quantitative data. It was devised over
six months through discussions between two teachers, including the author, and subsequently
refined through feedback from all the full-time English teachers in our organization. The
questionnaire was initially created in English, but at the time of the survey, a Japanese version
was developed so that the students could easily answer it in Japanese. The questionnaire

included 17 items, divided into two main sections:

1. Multiple-choice items: This section comprised 13 items based on a five-point Likert
scale, ranging from “Strongly Disagree” to “Strongly Agree.” The questions aimed
to quantify students’ satisfaction with learning outcomes, understanding of course
content, acquisition of relevant English language skills, and overall engagement and
interest in the courses.

2. Descriptive questions: This section included four open-ended questions that allowed

students to express in detail their perspectives on what was most interesting,
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challenging, and different about the CLIL classes compared to other language courses.

It also provided a space for additional comments on the texts and materials used.

Questionnaire Content
The specific items included in the questionnaire (Appendix) were carefully developed
to align with the learning objectives stated in the course syllabi, aiming to determine whether

these objectives were met and understood clearly. The items covered various domains, such as:

» Achievement of learning outcomes.

* Clarity in understanding the learning goals of the subject.

» Development of critical thinking skills and relevant vocabulary.
* Impact of the teaching style on student involvement and interest.
* Usefulness of instructor feedback.

* Opportunity for reflection on learning.

» Appropriateness and clarity of instructional materials.

* Frequency and quality of communication with peers.

* Exposure to different perspectives through interactions.

The questionnaire also sought subjective feedback on the most engaging aspects of the CLIL
classes, differences noted in comparison with other language classes, and specific challenges
faced during the semester. Such feedback was deemed valuable to guide future enhancements

in the design and delivery of CLIL courses.

Data Collection and Analysis

The survey was administered to students enrolled in classes offered during the academic
year 2022—-2023, coinciding with the implementation of the pilot classes. Data were collected
through an online survey after the final class day to ensure that the students’ responses fully
reflected their entire course experience. Quantitative data from the five-point Likert scale items
were analyzed using descriptive statistics (mean and standard deviation) to determine overall
trends and levels of agreement or disagreement with the statements provided. Qualitative
responses were analyzed thematically to identify common patterns and derive distinctive
insights regarding students’ subjective experiences and perceptions. To deepen the analysis,
SPSS was used for correlation analysis with non-parametric tests. This analysis was performed
to examine the relationships between the different variables in the dataset and identify specific
factors that significantly affected student outcomes in CLIL courses. In addition, integrating the
results from both the correlational analysis and the qualitative analysis conducted based on the
open-ended responses provided a richer understanding and contributed to a more comprehensive
discussion of the findings. Pérez-Canado (2012), a leading researcher in the CLIL field, has

recommended a mixed-methods research approach that combines quantitative and qualitative
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methodologies to address the most significant deficiencies and errors found in previous studies
(p. 331). Accordingly, the integrated findings from the current analyses further clarify the
interactions between course content comprehension, language skill acquisition, and student

engagement.

Ethical Considerations

All participants were fully informed of the purpose of the survey and assured of the
confidentiality and anonymity of their responses; subsequently, their written consent was
obtained. Additionally, the author of this study submitted the required documents to the Ethics
Review Subcommittee of the Journal and Research Committee of the Center for Foreign
Language Education and Research and received approval to use these data for research
purposes. Special measures were taken to safeguard personal data and all the data were stored
securely to prevent unauthorized access. Following these ethical procedures was obligatory to

carry out this educational research, aligning with current ethical standards.

Results and Discussion

This section presents the findings from a comprehensive evaluation of students’
experiences in CLIL classes, using both quantitative and qualitative methods. The results
are presented based on an analysis that unfolded in three parts: a descriptive analysis of the
structured questionnaire items (items 1-13), a correlation analysis to identify relationships
between different aspects of the learning experience, and a qualitative analysis of the open-

ended responses (items 14—17) to gain deeper insights.

Reliability Analysis

Cronbach’s alpha coefficients were calculated to evaluate the reliability of the
questionnaire. The questionnaire consisted of 13 items, each assessed on a standardized scale.
The analysis revealed that the Cronbach’s alpha based on the raw scores was .888, while
that based on the standardized items was .893. These values indicate a high level of internal
consistency within the questionnaire, supporting its appropriateness as a measurement tool for
this study.

Table 1
Reliability Statistics

Cronbach’s Alpha Based on
Standardized Items

.888 .893 13

Cronbach’s Alpha Number of Items
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Descriptive Analysis
Table 2 displays the mean scores and standard deviations for each questionnaire item,
reflecting the students’ evaluations of their learning experiences. These ratings were based on

a five-point Likert scale, with higher scores indicating more positive perceptions.

Table 2

Descriptive Statistics of Student Responses
Questionnaire items Mean SD
All learning outcomes were achieved 4.36 0.583
Learning outcomes were clearly understood 4.43 0.563
Relevant English language skills were acquired 4.24 0.602
Learned as expected from the subject matter 4.40 0.619
Learned critical thinking 3.95 0.841
Learned a wide range of vocabulary 4.31 0.653
Instructor’s teaching style was engaging 4.48 0.608
Instructor provided useful comments 4.53 0.588
Subject allowed reflection on learning 4.40 0.691
Materials were easy to understand 4.39 0.636
Materials were appropriate for the subject 4.46 0.596
Frequent communication with classmates 4.53 0.688
Learned from classmates’ perspectives 4.53 0.653

Note. SD = Standard deviation. All ratings are based on a five-point Likert scale.

Correlation Analysis

After the descriptive analysis, a correlation analysis was conducted using SPSS to
explore the significant relationships among the various metrics. This analysis focused on
correlations between students’ perceptions of teaching methods, learning outcomes, and
engagement with course content, and assessed their influence on overall student satisfaction
and learning effectiveness. Spearman’s correlation coefficient, along with a two-tailed test,
was deemed appropriate due to the data not requiring the assumptions of normality and linear
relationships between the variables. This non-parametric method was chosen to measure the
strength and direction of the association between two ranked variables. However, item 5 (I
learned how to think critically) was omitted because it did not show a significant correlation
with any other item. All analyses were conducted using SPSS version 28, which was the latest
version available at the time of analysis. The correlation analysis covered all the survey items,
as detailed in Table 3. The data presented in Table 3 show that the correlation coefficients are

highly significant, with all p-values noted to be 0.000. This significance level indicates that the
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relationships between the survey items are statistically significant at the 1% level, supporting
the reliability of these correlations in the context of the survey. By presenting an analysis of the
correlations with clear statistical significance, this study highlights the most relevant findings
that contribute to improving our understanding of students’ perceptions of teaching methods,
learning outcomes, and engagement with course content, and how these in turn impact overall

student satisfaction and learning effectiveness.

Table 3
Correlation Coefficients Between the Survey Items Indicating Statistical Significance
Item n r p
No. 2 170 .699™ 0.000
No. 1
No. 11 170 508 0.000
No. 1 170 .699™ 0.000
No. 2
No. 4 170 535" 0.000
No. 3 No. 4 167 520" 0.000
No. 2 170 .535™ 0.000
No. 4 No. 3 167 520" 0.000
No. 7 169 553" 0.000
No. 7 170 .543™ 0.000
No. 6
No. 8 170 .536™ 0.000
No. 4 169 553" 0.000
No. 6 170 .543™ 0.000
No. 8 170 6107 0.000
No. 7
No. 9 170 .530™ 0.000
No. 10 169 .556™ 0.000
No. 11 170 558" 0.000
No. 6 170 .536™ 0.000
No. 8 No. 7 170 6107 0.000
No. 9 170 6127 0.000
No. 7 170 .530™ 0.000
No. 9
No. 8 170 6127 0.000
No. 7 169 .556™ 0.000
No. 10
No. 11 170 786 0.000
No. 1 170 508" 0.000
No. 11 No.7 170 558" 0.000
No. 10 170 786 0.000
No. 12 No. 13 171 594 0.000
No. 13 No. 12 171 594 0.000

**. Correlation coefficients are significant at the 1% level (two-tailed).
Total respondents: N =171
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Correlation with Students’ Positive Reactions
Specifically, items 1 and 4, presented below, were examined because they focused on

students’ positive reactions to the course.

* [tem 1: All of the learning outcomes (objectives stated in the syllabus) for the subject were
achieved.

* [tem 4: I learned what I expected to learn from the subject matter.

Item 1 assessed the achievement of the overall learning objectives as delineated by the
educational program, requiring students to evaluate their learning based on objective criteria
and indicators. In contrast, item 4 pertained to the extent to which the students felt that their
personal expectations and goals were met, soliciting a more subjective evaluation of their
satisfaction with the course. Correlation analysis revealed significant relationships, as follows:
Item 1 showed significant correlations with item 2 (The learning outcomes/objectives of the
subject stated in the syllabus were clearly understood; » = .699, p < .01) and item 11 (The
materials used were appropriate for learning this subject; » = .508, p <.01), both of which
pertain to specific aspects of the educational outcomes. Meanwhile, item 4, which focused on
students’ subjective satisfaction, was found to correlate significantly with item 2 (The learning
outcomes/objectives of the subject stated in the syllabus were clearly understood; » = .535, p
<.01), item 3 (To understand the content of the subject, relevant English language skills were
acquired; » = .520, p < .01 ), and item 7 (The teaching style of the instructor allowed me to be
actively involved in the class and to develop an interest in the subject matter; » =.553, p <.01).
These items relate to students’ perceptions of their understanding of the learning outcomes, their
acquisition of English skills, and the effectiveness of the teacher’s instructional style.

These findings highlight the importance of both objective and subjective measures for
evaluating the efficacy of CLIL courses. The correlations indicate that students’ subjective
satisfaction aligns with their perceptions of learning outcomes and instructional methods,
suggesting that both dimensions are crucial for understanding the overall impact of CLIL

educational strategies.

Analysis of the Most Correlated Survey Item: Teachers’ Teaching Style

Next, we focus on the correlations associated with item 7, which evaluated the
instructor’s teaching style in terms of its ability to actively involve students and maintain
their interest in the subject matter. This item exhibited significant correlations with the largest
number of items within the analysis: Item 4, where students assessed if they learned what they
expected from the subject matter (» = .553, p <.01); item 6, regarding the acquisition of a
wide range of vocabulary and phrases (» =.543, p < .01); item 8, which involves the instructor
providing useful comments to aid learning (» = .610, p <.01); item 9, concerning the course’s

ability to encourage careful reflection on learning (» = .530, p < .01); item 10, evaluating if

11
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the materials used were easy to understand (» = .556, p < .01); and item 11, assessing the
appropriateness of the materials for learning the subject (» = .558, p <.01). These results
underscore the critical role of the teacher’s teaching style in CLIL environments. An effective
teaching style not only fosters active student participation but also significantly improves
learning outcomes. Additionally, there is a large and significant correlation between a positive
teaching style and the provision of useful comments and feedback by teachers, which support
student learning. Although the correlation coefficients represent mere associations and do not
establish causal relationships between items, the results of the correlation analysis suggest that
the influence of the teacher’s teaching style is likely associated with numerous aspects of the
learning experience. This indicates that students are likely to perceive the teaching style as

significantly related to various educational outcomes.

Instructor Feedback and Reflective Learning

There was a significant correlation between the usefulness of the teacher’s comments
and the opportunity for students to reflect on their learning. This suggests that insightful
and constructive feedback from the instructor is important for encouraging students to think
critically about their learning experiences, aiding in deeper understanding and continuous
improvement.

Item 9 (The course allowed students to reflect carefully on their learning) showed
significant correlations with item 7 (The lecturer’s teaching style allowed students to actively
participate in the class and become interested in the subject matter; » < .530, p <.01) and
item 8 (The lecturer provided useful comments for learning; » <.612, p < .01). These findings
underscore that while the lecturer’s teaching style is crucial for engaging students, appropriate
comments significantly enhance learners’ deeper learning. The relatively higher correlation
coefficient for item 8 compared with item 7 suggests that teachers should equally prioritize
crafting feedback and comments alongside general teaching practices. Considering that
lesson planning and preparation are standard practices, the distinct impact of well-considered
and contextually appropriate comments must be noted; they could serve as an effective tool
for promoting deep cognitive engagement among students. Additionally, while the primary
language used in CLIL courses is the target language, comments made outside class in the
students’ first language can also be beneficial, aligning with a recommendation under CLIL
for language scaffolding using the first language (L1). This insight regarding the influence of

teacher language emphasizes a critical aspect of effective CLIL course facilitation.

Critical Thinking

Paul and Elder (2007) define critical thinking as “the art of analyzing and evaluating
thinking with a view to improve it” (p. 4). In this study, critical thinking was addressed by item
5 (I learned how to think critically), but none of the correlations for this item were statistically

significant. Hence, it is not listed in Table 3. The results of the descriptive statistics also
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indicated a clear trend of lower mean values for this item compared to the other items. The
result suggests that students may not perceive a direct link between learning critical thinking
skills and other aspects of their educational experience. For example, students may not see
a clear link between critical thinking and the materials used in class or their communication
with classmates. The absence of a significant correlation with item 13 (I learned different
perspectives from other classmates’ ideas), despite expectations to the contrary, suggests that
many students may not yet fully understand the concept of critical thinking.

However, the development of students’ critical thinking was a key goal of the CLIL
course in our curriculum, which was strategically integrated from the outset of the curriculum
design process, alongside the cultivation of higher-order thinking skills (HOTS) as delineated
in the revised Bloom’s taxonomy (Anderson & Krathwohl, 2001). Therefore, a particularly
significant finding from this study is that critical thinking was not effectively established in the
pilot study stage. Teachers may need to address this gap by, for example, explicitly defining
what critical thinking entails during lessons and emphasizing to students that it is a central
objective of CLIL courses. This finding underscores the need to enhance this aspect in future

university-wide CLIL curricular practices.

Qualitative Analysis

The qualitative responses gathered from open-ended questions 14—17 confirmed the
quantitative data presented earlier in this paper. With these questions, students were asked to
provide their feedback about what interested them most about the CLIL course, how it differed
from traditional language courses, the challenges they faced, and their thoughts on the course
materials. Future in-depth qualitative analysis utilizing the NVivo software is planned as the
next phase of ongoing research to further understand the themes that emerged from this initial
study. Student comments from this pilot study provided a deeper understanding of the CLIL
experience and highlighted both the challenges and benefits from the learner’s perspective.
These insights are crucial for improving the CLIL curricula. Overall, many students expressed
satisfaction with the integrated learning style, which combines content learning with foreign
language acquisition, responding that this teaching method employing CLIL principles helps
them to understand the content deeper with peers and improve their language skills.

Below, a selection of representative student opinions are shown, extracted from the
descriptive responses to question 14 (What was the most interesting aspect of the CLIL class?),
question 15 (What was different about the CLIL class compared to other language classes?),
question 16 (What was the most challenging part of your CLIL class this semester?), and
question 17 (Please write any comments you may have about the textbooks and materials.).
These students valued the interactive learning environment with their peers and found the
diversity of perspectives highly informative. Many other students provided similar responses to
these questions, although their responses had subtle differences in phrasing. The trend observed

in the quantitative survey results concerning the development of critical thinking was also
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evident in the qualitative data. The questionnaire responses were originally written in Japanese

and were translated into English by the author.

Student A: Not just learning English, but also learning about various social issues.

Student B: There were many people who had traveled abroad or who spoke English, so it was
very interesting to be exposed to ideas I had never been exposed to before when talking to

people in discussions.

Student C: In CLIL, we had a lot of discussions, and it was good to learn a lot of knowledge

in English not only from the teachers but also from my classmates.

However, in reviewing student feedback provided in response to questions 15 and 16, a
significant point emerged: the intricate balance required between language proficiency and

engagement in higher-order thinking tasks within CLIL settings. Some examples are as follows:

Student D: The difference between this class and other language classes was that it focused
more on critical thinking in English rather than on learning English. However, many of my
classmates lacked the basic English skills to do this, so I did not feel that I gained much

practical learning out of the class.

Student E: It took a lot of time to cover unfamiliar words because I had to perform the analysis

in English, which was difficult even if I tried to understand it in Japanese.

Student F: Themes were often a bit difficult.

Student G: Conveying my opinions logically was challenging.

Student D pointed out a crucial issue with regard to classmates, which underscores the essential
need for basic language skills to fully engage in critical thinking tasks. Student E’s response
underscored the need for additional support for students who may not have the necessary
English language skills to keep up with the coursework. With respect to language scaffolding,
this includes vocabulary instruction, complementary background knowledge in the mother
tongue, and other forms of assistance to bridge the language gap. According to concise feedback
from students F and G, the themes or topics covered in the CLIL course may be too advanced
or complex for the current proficiency level of the students. Even though we covered the same
themes in the course, it would perhaps be more advantageous to choose more familiar topics
related to the themes to enhance students’ interest in and engagement with the course. This

suggests a need to assess and possibly adjust the difficulty of the course content to better match
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students’ abilities. Making the topics and introduction familiar is not the same as making the
lesson content simple. For students to learn deeply, it is a prerequisite that they first understand
the topic and develop an interest in it—only then can higher-order thinking can take place.

The descriptive responses from the students in this pilot study also provided candid
insights regarding both the strengths and challenges of the CLIL course. This feedback is
valuable and provides important guidance for future teaching plans and curriculum management.
In CLIL courses, students encounter new knowledge or content in English for the first time,
which they then assimilate. During this process, although the primary goal is not solely language
acquisition, clear language support is provided to facilitate content comprehension. When
certain aspects of the content remain unclear, students seek understanding through discussions
with their peers or by conducting research in English. This method ensures that while students
are primarily focused on grasping the content, they are also supported in developing their
language skills through structured language support. This dual focus on content and language
development is a core objective of CLIL courses, and emphasizes the interdependence of
language learning and content mastery. Conducting a detailed qualitative analysis of student
feedback, as well as analyzing quantitative data, together constitute a critical step in curriculum
management as it allows for a deeper exploration of student perspectives and their implications
for educational strategies within CLIL settings.

The combined findings from the descriptive and correlation analyses highlight the
effectiveness of CLIL in achieving comprehensive learning outcomes and emphasize the
importance of instructor engagement and the clear communication of learning goals. However,
the lower ratings from the quantitative analysis and the feedback from the qualitative analysis
regarding critical thinking skills indicate an area for pedagogical improvement. Future
implementation of CLIL courses could benefit from incorporating explicit critical thinking
activities and assessments to better meet this educational objective. This requires a clear
explanation of what critical thinking is to students. Building on these insights, below, aspects
that contribute to the perceived effectiveness of CLIL in university education are discussed.

First, concerning the effectiveness of CLIL in university education, the positive trend
observed in the responses of university students participating in CLIL courses underscores a
generally high level of satisfaction with the teaching practices. Students reported particularly
high satisfaction with cooperative learning activities, highlighting the value of interactive and
collaborative approaches in the CLIL context. This finding aligns with educational theories that
emphasize active learning environments as catalysts for deeper understanding and increased
student engagement (Smith & Ragan, 2004). In these settings, students are not merely recipients
of knowledge but active participants in constructing meaning, which is crucial for the complex
cognitive processes involved in learning both content and a new language.

Second, this study found some differences regarding language skills and the role of
support in CLIL settings. While students were generally satisfied with the content they learned,

they were less satisfied with the improvements in their language skills based on the qualitative
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data. This implies that the CLIL model at the university level may not provide sufficient
language support for students. To bridge this gap, scaffolding techniques could be introduced
or enhanced to more effectively support language acquisition. Scaffolding, a concept borrowed
from Vygotsky’s (1978) theory of the zone of proximal development, includes specific support
that gradually decreases as learners become more proficient (Walqui, 2006). In the context of
CLIL, scaffolding could involve structured vocabulary exercises, contextual grammar usage,
and the strategic use of L1 as a support to match the thinking skills needed for the content being
taught.

Third, the findings on critical thinking are among the most important results of this
study. Both quantitative and qualitative analyses indicated the need for a more deliberate
integration of critical thinking skills into CLIL courses; critical thinking in CLIL is not simply
an implicit expectation but should be clearly defined and systematically integrated into the
curriculum. This is because the main purpose of implementing CLIL courses at Rikkyo
University is to foster critical thinking to enhance learners’ deep learning. Educational research
has consistently emphasized the role of critical thinking in promoting deep learning and
academic success (Bloom, 1956; Facione, 2015). To put this into practice in CLIL settings,
teachers can use strategies such as project-based learning, discussions, and presentations,
which require analytical thinking and the use of language skills in complex situations. In
addition, the definition and significance of critical thinking should be explicitly taught in the
class, and students should be provided with suggestions to critically question and analyze
information. Given the feedback from this pilot study, it is essential to reflect on these findings
and incorporate them in future implementation efforts to better meet the course objectives.

Finally, professional development for CLIL should focus on both content- and language-
teaching skills. This is especially important because CLIL programs often require language
teachers to teach subjects outside their main area of expertise. Teachers primarily trained in
language education must spend considerable time and effort preparing for these courses. They
need to learn and understand the content well enough to teach it effectively, an aspect that makes
CLIL courses different from traditional language classes. Drawing from ongoing training, which
includes workshops and seminars on new CLIL methods, teachers should consciously aim to
apply teaching strategies that encourage students to investigate and learn deeply on their own,
rather than just passively receiving knowledge from the teacher. This approach is expected to
change how teachers prepare for their classes. To support professional development, teaching
resources and advice on how to learn and understand the content should be provided so that
teachers feel more confident and prepared. Additionally, creating a support network among
teachers is important. This would allow them to share insights, challenges, and strategies for
effective CLIL teaching. By working together, teachers can improve their teaching practices.
These improvements are essential for the successful implementation of CLIL courses and to

ensure that students have a rich and comprehensive educational experience, which we aim for.
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Limitations and Future Studies

This study investigating the effectiveness of CLIL in a university setting had a few
limitations. First, as CLIL subjects are part of the elective courses, the motivation and English
proficiency levels of students taking these subjects are considered to be rather high from the
beginning. Therefore, this possible skew in the sample might affect the generalizability of the
findings. Second, the results may also be influenced by variations in instructor capabilities.
The effectiveness of CLIL often depends heavily on the instructors’ proficiency in both the
subject content and language used for instruction. Differences in teaching styles, expertise, and
interactions with students could significantly affect outcomes; however, these instructor-related
variables were not systematically evaluated in this study. Additionally, although we conducted
a survey of instructors, this study did not include an analysis of these results.

A future research initiative is to analyze the instructor survey data and comparing them
with the student data to identify the key factors related to instructor variability that contribute to
successful CLIL implementation. Further, other sophisticated statistical models, such as factor
analysis and path analysis, would enable a deeper exploration of the causal relationships and
dynamics among the variables studied. Furthermore, there is a need for additional qualitative
investigations, such as through interviews. Detailed analyses of students’ open-ended responses
would help us better understand their experiences and perceptions, providing detailed insights

into the teaching strategies and methods used in CLIL.

Conclusion

This study critically examined the impact of CLIL programs at the tertiary level,
specifically within the EFL context in Japan, providing answers to research questions regarding
students’ perceptions and necessary facilitation strategies. The data revealed a generally positive
response from the students and underscored the potential of CLIL to enhance both language
competence and content understanding. Students expressed high satisfaction with cooperative
learning activities, indicating the value of interactive and collaborative learning environments
for fostering engagement and deeper comprehension. This positive feedback aligns with the first
research question, highlighting favorable student perceptions and reactions to the pilot CLIL
courses, and suggesting that such programs effectively integrate language learning with subject
matter education.

However, this study also highlighted critical areas that require improvement. Although
content satisfaction was high, there was a discrepancy in the retention of language skills,
suggesting a need for enhanced scaffolding and more robust language support mechanisms.
Additionally, the integration of critical thinking within CLIL courses was identified as less
effective than anticipated, emphasizing the need for more explicit instruction and strategic

curriculum design to cultivate these essential skills. This directly addresses the second research
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question regarding the types of facilitation skills and strategies necessary for educators.
Moreover, these findings highlight several challenges for educators and emphasize the
necessity for significant preparation given the dual demands of teaching content and language.
Professional development and systemic support for instructors are crucial for the successful
implementation of CLIL, and dedicated resources are needed to enhance teachers’ competencies
in both language and subject matter. These efforts are important for meeting the facilitation
needs identified in this study as well.

In conclusion, the CLIL pilot study at Rikkyo University commenced well, with
generally positive feedback from the students; however, as the program advanced, certain
challenges were noted, such as the difficulty of developing critical thinking skills, the need for
language support, and the burden on the teachers in charge. The current study offers suggestions
for CLIL practice at the university level; as a next step, an extensive analysis of the data, as

described above, has been planned.
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Appendix: Questionnaire for Students

L AEA BICB T 2FEMR (VT AARERO BEFE) O TEERTE,

All of the learning outcomes (objectives stated in the syllabus) for the subject were achieved.

2. MR H OFEEER (VT AR BEEFE) XIS T E T,

The learning outcomes (objectives stated in the syllabus) of the subject were clearly understood.

3. YA A ONEZHRT 272012, B 2 EFE R H IOV,

To understand the content of the subject, relevant English language skills were acquired.

4 SRR A BEEA D LI L COENE 2T,

I learned what I expected to learn from the subject matter.

5. JLHIREE O F R T,

I learned how to think critically.

6. N IZBIE§ 2 REHC 7 L — R /2 ERIEIL S 3T,
I learned a wide range of vocabulary and phrases related to the content.

7. M BEDOH AT Lo TREICHBRICE D 5 Z L 28 DK, M348 B IZ Bk 2 Ff
<7z,

The teaching style of the instructor allowed me to be actively involved in the class and to
develop an interest in the subject matter.

8. HUHBIIFEDOTFT L2 H5RRa A v eb 2T,

The instructor provided useful comments for learning.

9. YR B IXFEDFERICONT Lo VIRV RDHRE 5 2 72,
The course allowed students to reflect carefully on their learning.

10. (M SN T2 BHT 53000 2T Do T2,

The materials used were easy to understand.

1L SN 2B G A E OF 00 5 2 THEYIE -7,

The materials used were appropriate for learning this subject.

12277 AA—F BB aIa = —va #1707,
I communicated frequently with classmates.

1B3.AD T TAR— b DEZTNOEIREELEZSI ENTET,

I learned different perspectives from other classmates' ideas.

14.CLIL 7 7 2 TH o & b BIRIED > 7o g3 T 22 (H HECR)
What was the most interesting aspect of the CLIL class? (open-ended response)

15. fDFFEZ 7 A LHART, EAREN CLIL 7 7 A TIEEWE L7zn? (HHE
W BDRTHEVETHHENERA, )

What was different about the CLIL class compared to other language classes? (open-ended
response)

16. 5D CLIL 7 7 ATH o L b REIZ 722 LT 52 (B ML)
What was the most challenging part of your CLIL class this semester?" (open-ended response)

17. 7% 2 FROBFHIOV TN AL bRBREEN TS, (b

Please provide any comments you may have about the texts or materials. (open-ended response)



Research Article

Students Use of Generative Artificial Intelligence
(ChatGPT) at Rikkyo University

Jeffrey Mok

Abstract

This is a study investigates the awareness, reasons of and use of ChatGPT at Rikkyo
University in Japan. Two quantitative data (n' = 69 and n? = 96) and one qualitative
data (n = 78) were collected over a period of 7 months to measure student perception of
use, trust, frequency and reasons. Descriptive statistics are reported alongside content
analysis of qualitative text data. Findings are compared with another similar study by
Ohmori et al. (2023) that was conducted at around the same time as this study. Findings
reveal comparable and some significant differences in the use of generative Al for
learning content, languages, generating ideas and writing graded assignments. The paper
also discusses trust, reliability, use in university and Al literacy. The paper concludes

with its limitations and suggestions for the way forward in the light of the findings.

Keywords: ChatGPT, Generative artificial intelligence, Al literacy, Rikkyo University

Introduction

Since the inception of Chat Generative Pre-trained Transformer (ChatGPT) in November
2022, users reached 100 million in just 2 months (Milmo, 2023) and continues at an ever-
increasing rate (Mogavi et al., 2024; Duarte, 2024). ChatGPT is a sophisticated chatbot
technology that uses Natural Language Processing (NLP) to produce coherent and contextually
relevant responses to questions (OpenAl et al., 2023). This ability to customize intelligent
responses and behave in a conversational manner underscores its potential as an educational
resource for students for learning as well as for completing their assignments. It is no wonder
that the higher percentages of users are between the youthful ages of 18 to 30 (Duarte, 2024).

The use of generative artificial intelligence by students has caught the education world
by surprise (Lodge et al., 2023). Universities and teachers were scrambling (and still are) to try
to understand the implications and repercussions in not just teaching but also in students using
generative Al and, in particular, generating text-based homework and assignments. Reports
emerged around the world such as the United Kingdom (Freeman, 2024) and Japan (Ohmori
et al., 2023) that university students were beginning to use generative Al.

As a teacher at Rikkyo University and one who is very much interested in using
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technology for teaching, I began to wonder about my students’ interest and use of generative
Al T half suspected that my students use generative Al for their studies and some even use
it to write their assignments. Anecdotal evidence from colleagues and news media furthered
my interest in this phenomenon. What is the extent of this phenomenon? How many of them
are aware of ChatGPT, the first iteration of generative AI? And if so, how prevalent are they
using it for their studies? What do they use it for? And what are the reasons why they turn to
ChatGPT? Only by conducting a proper investigation will I be able to be certain. With this in
mind and the rapid adoption of generative Al in public and educational use, I undertook this
study to investigate my students’ awareness and use. This study can also serve as a record of

the situation of Rikkyo’s students’ use of generative Al.

Literature Review

Generative Al is vastly different from the traditional artificial intelligence (Al) which
has been around for several decades now. Generative Al refers to a form of Al that is able
to construct new content that has human-like creativity. In contrast to traditional rule-based
Al, generative Al can create diverse types of content, including text, images, and even music
by learning from large datasets (Ramesh et al., 2021). Using recurrent neural network that
allows outputs to affect subsequent inputs and outputs, generative Al learns on its own (Huang
et al., 2024). In other words, generative Al gets better at predictions with time. Examples are
models like GPT-3 and DALL-E. Traditional Al, on the other hand, is primarily focused on
understanding and processing text, such as playing chess or performing complex calculations
(Russell & Norvig, 2021). They rely on predefined rules and logic and are limited by the
explicit knowledge encoded in their rules. Examples are rule-based grammar checkers such
as Grammarly. Generative Al and other forms of its iterations, like machine learning and
reinforcement learning, can learn from vast amounts of unstructured data and create outputs that
lie outside the initial training set (Ramesh et al., 2021). Today’s ChatGPT4 uses reinforcement
learning with human feedback (OpenAl, 2022) in an ever-increasing ability to learn and produce
more accurate and sophisticated responses than the previous versions.

This generative ability is the reason why users are flocking to generative Al applications.
Students can now “write” essays and reports by typing on the exact specifications of the
assignments set by their teachers. This is very different from the past when students had
to search for the information, comprehend, filter, compare, organize, synthesize and create
knowledge on their own. Traditional Al can only perform bits and parts of the process, but
generative Al can do the whole nine yards of thinking and creating for the user. A Higher
Education Policy Institute (HEPI) report on 1,250 United Kingdom undergraduate students
showed that around 53% of students have used generative Al to help with their assessments
with 13% generative texts for assessments (Freeman, 2024).

In Japan, there is a growing use of generative Al among university students. A survey by
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Yomiuri Shimbun (“Half of Japanese university students have used generative Al; 30% use on
regular basis,” 2024) found that 46.7% of respondents have used ChatGPT or other generative
Al, with 28.9% using such services frequently. In a national wide survey in Japan conducted
around the same time as this study, Ohmori et al. (2023) and his team found that 94.1% of
undergraduates knew and 32.4% of them used ChatGPT for homework. They also found that
18.8% used it daily. Among the users, 15.8% used ChatGPT to write assignments and 70.7%
to improve their “thinking ability.”

Besides using generative Al for their assignments, what else do students use generative
Al for? The HEPI report (Freeman, 2024) reported that 66% used ChatGPT for explaining
concepts, 53% for summarizing and 54% for suggesting research ideas. And 3% thought it
was acceptable to use generative Al text in assessments without editing. The Yomiuri Shimbun
(“Half of Japanese university students have used generative Al; 30% use on regular basis,”
2024) cited 22.1% of students used generative Al “as references for writing papers and reports,”

and 12.1% ““for translation or essays in foreign languages.”

Purpose of Study and Research Questions

In the light of the rapid adoption of generative Al, and its profound implications to
learning and teaching, this research seeks an empirical understanding of the awareness and
usage of ChatGPT of Japanese university students. Specifically, this study investigates the
perception, trust, specific use, and the frequency of use to get an understanding of ChatGPT
among students. In addition, the reasons behind its use in teaching and learning are also

explored. Therefore, the following are the research questions that this paper seeks to illuminate.

Research question 1: What is the perception of students about its use, trust, and as a
tool for learning?

Research question 2: What is the frequency of use for writing graded assignments,
generating ideas, learning, and learning languages?

Research question 3: What are the reasons for students’ perception of use of Al in

teaching and learning?

This study confines the investigation to the generative Al to applications built on large
language models (LLMs) and in particular, ChatGPT. At the time of study, the students were
using the free version, GPT-3. While there are other kinds of generative Al based on images or

video, the questionnaire was based on text-based prompt and response version.

Method

This research uses both quantitative and qualitative data collection methods. Two

quantitative samples were surveyed, with the first one (n = 69) conducted between 30 June to 7
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July 2023 (R1) and another (n = 96) between 15 to 19 January 2024 (R2). Only one qualitative
sample (n = 78) was collected between 15 to 19 January 2024. The participants were first-year
students from Rikkyo University. Their major fields of studies were business, law, psychology,
media, international relations, tourism, sociology, and economics.

Empirical data was collected using an online survey form consisting of a 26-item
questionnaire. The two data points allow this study to compare the rate and adoption of use between
the gap of 7 months. The survey used the Likert scale, “1 = least likely to 5 = very much” for
items (S1-S10) measuring degree of agreement and, “1 = none to 5 = daily” for items (Q1-Q10)
measuring frequency (Appendix A Questionnaire items). Q11-Q14 ask about their experience with
ChatGPT with their teachers and whether they shared ChatGPT with their friends. Q15 asks for
their reasons for use. The survey was written in Japanese as well as in English.

Means for each of the SI-S10 items will be reported and discussed. The means are
reported with standard deviations (SD) and standard error (SE) to show the variability of values
in a sample data and variability between the sample from the same population, respectively.
Frequency for each of the Q1-Q10 items will be discussed and reported in percentages.

Qualitative data was collected from a written response to the question of “Should students
in University use generative Al for their assignments?” Students were also requested to provide
at least three reasons for their responses and were given 3 weeks to write their response. Content
analysis was conducted on the qualitative text submitted by the students. Common words and
expressions were aggregated and those with high frequency will be reported and discussed.

This study’s findings will be discussed with references to a similar survey conducted
between May 24 to June 2 by Ohmori et al. (2023), which was around the same time as this
research started. Their findings were reported in the DBER Center on June 8, 2023.

Findings

Research Question 1

What is the perception of students on its use, trust, and as a tool for learning?

Table 1
Knowledge of ChatGPT and Use
R2 sample R1 sample 0
Male Female | Overall Male Female | Overall Male Female | Overall
(N=31) | (N=65) | (N=96) | (N=31) | (N=38) | (N=69)
30 64 94 31 37 68
A (96.8%) | (98.5%) | (97.9%) | (100%) | (97.4%) | (98.5%) 3.2 L 0.6
21 32 53 20 10 30
B (67.7%) | (49.2%) | (55.2%) | (64.5%) | (26.3%) | (43.5%) 3.2 229 L7

Note. A: Knowledge of ChatGPT; B: Used ChatGPT
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Knowledge of ChatGPT is high with 98.5% in June 2023 (R1) and 97.9% in January
2024 (R2) (Table 1). There is not much of a difference between the males and females in their
awareness.

43.5% used ChatGPT in June 2023 (R1) with an increase of 11.7% in January 2024 (R2).
However, there is a sharp difference between the genders when it comes to using ChatGPT.
While there was a slight increase of 3.2% in males, females increased by 22.9% after 7 months.
There is a 18.5% difference between the males and females in January 2024 (R2) and there are

38.2% more male than female users in June 2023 (R1).

Table 2
Overall Frequency of Use
R2 sample R1 sample
Male Female Overall Male Female Overall (N
(21 (32) (N =53) (20) (10) =30)
once/ week 6 ? 15 6 2 8
(28.6%) (28.1%) (28.3%) (30.0%) (20.0%) (26.7%)
23/ week 5 8 13 7 5 12
(23.8%) (25.0%) (24.5%) (35.0%) (50.0%) (40.0%)
4-6/ week 6 9 15 7 1 8
(28.6%) (28.1%) (28.3%) (35.0%) (10.0%) (26.7%)
dail 4 6 10 0 2 2
y (19.0%) (18.8%) (18.9%) (0%) (20.0%) (6.6%)

The frequency of use was naturally more towards once to twice or 3 times a week when
compared to daily use (Table 2). Although smaller in percentages, the discovery that students
use it daily is an interesting phenomenon at this early stage of generative Al adoption. There
was an increase of 12.0% of daily users with 18.9% in January 2024 (R2) compared to 6.6% in
June 2023 (R1). There were no noticeable differences between genders in the frequency of use

when it came to January 2024.

Table 3
Overall Perception of ChatGPT- Trust (S1-S4)
R2 sample R1 sample 5
Mean SD SE Mean SD SE

S1 3.11 0.90 0.09 3.00 0.83 0.10 +0.11
S2 2.55 0.92 0.09 2.65 0.95 0.11 -0.10
S3 2.38 1.33 0.14 2.57 1.06 0.13 -0.19
S4 2.54 1.12 0.11 2.81 1.00 0.12 -0.27

Note. See Appendix A for details of questions S1-S4.
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Students somewhat trust ChatGPT when it comes to the information generated (S1).
The mean increased slightly from 3.00 = 0.10 (SE) to 3.11 = 0.09 (SE) (Table 3). However,
when it comes to verifying information (S3 & S4) and reliability (S2), the students were mixed.
The mean ranges from 2.57 £ 0.13 (SE) to 2.81 £ 0.12 (SE) with a larger SD in June 2023.
Significantly, this trust in reliability slipped over 6 months in January 2024 with the mean
dropping from 2.38 + 0.14 (SE) to 2.55 = 0.09(SE).

Table 4
Gender Perception of ChatGPT- Trust (S1-54)
Male
Item
R2 SD SE R1 SD SE 0

S1 3.13 0.75 0.14 2.87 0.83 0.15 +0.26
S2 2.71 0.89 0.16 2.55 0.98 0.18 +0.16
S3 2.68 1.30 0.24 2.52 1.07 0.20 +0.16
S4 2.68 1.09 0.20 2.71 1.08 0.20 -0.03

Female
R2 SD SE R1 SD SE 0

S1 3.11 0.96 0.12 3.11 0.82 0.13 0.00
S2 2.48 0.93 0.12 2.74 0.91 0.15 -0.26
S3 2.23 1.32 0.17 2.61 1.04 0.17 -0.37
S4 2.48 1.12 0.14 2.89 0.91 0.15 -0.42

Item

Note. See Appendix A for details of questions S1-S4.

When it comes to how the genders view ChatGPT, both were consistent in their trust
(S1) with the means hovering between 2.87 = 0.15 (SE) to 3.13 + 0.14 (SE) over the 7 months
(Table 4). Interestingly, while the males slightly increased their trust level (0 =-0.03 to +0.26)
over time, the females decreased considerably (0 =-0.26 to -0.42). The females began with a

slightly higher trust level but decreased consistently across the 3 items (S2—S4).

Table 5
Overall Perception of ChatGPT- Learning (S5 and S6)
R2 sample R1 sample
Item
Mean SD SE Mean SD SE 0
S5 2.82 1.15 0.12 3.01 1.15 0.14 -0.19
S6 3.41 1.10 0.11 3.25 1.18 0.14 0.16

Note. See Appendix A for details of questions S5-S6.

Overall, there is a somewhat positive perception of ChatGPT’s effect on learning (S5).
The mean ranges from 2.82 = 0.12 (SE) to 3.41 = 0.11 (SE) (Table 5). Significantly, students



Students Use of Generative Artificial Intelligence (ChatGPT) at Rikkyo University

rated speed (S6) as one of the highest averages, 3.41 = 0.11 (SE) in January 2024 and 3.25 +
0.14 (SE) in June 2023.

Table 6
Overall Perception of ChatGPT- Teaching and University (S7—S10)
R2 sample R1 sample
Item
Ave SD SE Ave SD SE 0
S7 2.42 1.22 0.13 2.67 1.16 0.14 -0.25
S8 3.05 1.19 0.12 3.25 1.15 0.14 -0.19
S9 3.33 0.99 0.10 3.16 0.97 0.12 0.17
S10 2.32 1.27 0.13 2.30 1.21 0.15 0.02

Note. See Appendix A for details of questions S7-S10.

Students generally want the university to integrate Al (S8) in education (3.05 +0.12
(SE) to 3.33 £ 0.10 (SE)) but are mixed when it comes to teachers using them (S7) (2.42 + 0.13
(SE) in January 2024 and 2.67 = 0.14 (SE) in June 2023 (Table 6).

Research Question 2

What is the frequency of use in answering questions, generating ideas, writing
assignments, and learning languages?

These findings looked at the frequencies of specific use among students who used
ChatGPT. A total of 30 (43.5% of N = 69) used ChatGPT in R1 and 53 (55.2% of N = 96) in
R2 samples.

Table 7
Specific Use — Graded Assignments (Q1, Q2, 08 & 09)
R2 sample R1 sample
Items Male Female Overall Male Female Overall
(21) (32) (n=153) (20) (10) (n=30)
01 14 16 30 11 8 19
(66.7%) (50.0%) (56.6%) (55.0%) (80.0%) (63.3%)
02 9 12 21 6 5 11
(42.9%) (37.5%) (39.6%) (30.0%) (50.0%) (36.4%)
08 8 10 18 9 4 13
(39.6%) (31.3%) (34.0%) (45.0%) (40.0%) (43.3%)
09 10 14 24 8 4 12
(45.3%) (43.8%) (45.3%) (40.0%) (40.0%) (40.0%)

Note. See Appendix A for details of questions Q1, Q2, Q8 & Q9.
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Among the students who used ChatGPT for their graded assignments, 63.3% used it
for content generation (Q1) in June 2023 (Table 7). This specific function remained the highest
percentage over the 7 months. The rest were used for preparing for their examinations (QS8) and
research for graded assignment (Q10).

Although it is the lowest percentage (36.4% in June 2023), it is significant that students
used ChatGPT to write their graded assignments (Q2). The usage behaviour for graded
assignments remained largely the same (39.6%) in January 2024. There were no noticeable

differences between genders in the specific use of ChatGPT for graded assignments.

Table 8
Specific Use - Ideas and Learning (Q3, 06, Q7 & Q10)
R2 sample R1 sample
Items Male Female Overall Male Female Overall
(21 (32) (n=53) (20) (10) (n=30)
03 17 20 37 13 10 23
(81.0%) (62.5%) (69.8%) (65.0%) (100%) (76.7%)
Q6 13 21 34 9 6 15
(61.9%) (65.6%) (64.2%) (45.0%) (60.0%) (50.0%)
Q7 15 22 37 9 7 16
(71.4%) (68.8%) (69.8%) (45.0%) (70.0%) (53.3%)
010 18 26 44 16 9 25
(85.7%) (81.3%) (83.0%) (80.0%) (90.0%) (83.3%)

Note. See Appendix A for details of questions Q3, Q6, Q7 & Q10.

Among the students who used ChatGPT for learning and ideas, 83.0% to 83.3% used
it to deepen their understanding (Q10) (Table 8). This specific function remained the highest
percentage over the 7 months. The next most frequent use was to generate ideas (Q3) with
69.8% to 76.7%, followed by using ChatGPT to understand difficult and complex concepts (Q6
and Q7). There were no noticeable differences between genders in the specific use of ChatGPT

for ideas and learning.

Table 9
Specific Use - Learning Languages (Q4—Q5)
R2 sample R1 sample
Items Male Female Overall Male Female Overall
(21 (32) (n=53) (20) (10) (n=130)
04 10 15 25 9 5 14
(47.6%) (46.9%) (47.2%) (45.0%) (50.0%) (46.7%)
Q5 7 10 17 6 8 14
(33.3%) (31.3%) (32.1%) (30.0%) (38.1%) | (46.7%)

Note. See Appendix A for details of questions S1-S4.
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This study discovered that 10.3%—-26.0% of students use ChatGPT to correct their
English (Q4) and their Japanese (Q5) (Table 9). There was an increase of 15.7% for English
but a decrease in 2.6% for Japanese over the 7 months. There were no noticeable differences

between genders in the specific use of ChatGPT for ideas and learning.

Research Question 3

What are the reasons for students’ perception of the use of Al in teaching and learning?

Table 10
Reasons for Use of ChatGPT (Q15)
R2 sample R1 sample
Reasons Male Female Overall Male Female Overall
91) (130) | n=221)| (66) (75) | (n=141)
Saves time 18 33 51 15 22 37
(8.1%) | (14.9%) | (23.1%) | (10.6%) | (15.6%) | (26.2%)
Saves effort 17 28 45 16 18 34
(7.7%) | (12.7%) | (20.4%) | (11.4%) | (12.7%) | (24.1%)
Convenient 26 36 62 13 18 31
(11.8%) | (163%) | (28.1%) | (9.2%) | (12.8%) | (22.0 %)
Easier than asking 8 5 13 3 3 6
my professor (3.6%) | (23%) | (5.9%) | (2.1%) | 2.1%) | (4.3%)
. . 8 4 12 6 5 11
Better than going to library | 5 g0y | gy | (54%) | (43%) | (3.6%) | (7.8%)
8 12 20 8 7 15
Better than Google search | 3 coiy | (5400) | (01%) | (5.7%) | (5.0%) | (10.6%)
Others 12 6 18 2 5 7
Q7%) | (54%) | (8.1%) | (3.6%) | (1.4%) | (5.0%)

Saving time, effort and convenience are the main reasons why students use ChatGPT.
26.2% for “saves time,” 24.1% for “saves effort,” and 22.0% for “convenience” in June 2023.
This remained consistent even in January 2024 (Table 10). Students think that using ChatGPT
is better than using Google to search for ideas and information (9.1% in January 2024 and
10.64% June 2023).

Qualitative Findings

Students were asked to give a comment on the question, “Should students in University
use generative Al for their assignments?.” There was a total of 78 responses with 42 stating
“yes” and 24 opposing it with 12 staying neutral. Students who stayed neutral expressed both
positive and negative reasons and are organized in the following categories of positive and

negative reasons, which are summarized below. Reasons with higher frequencies will be
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reported first.

Positive Reasons

Most students cited efficiency (39) in learning, especially in helping them do their
assignments. They used words and phrases such as “saves time,” “fast,” and “efficient.” In
terms of what was efficient, the common words and phrases were, “generating ideas” (this had
the highest mention), “checking for information,” and “instant feedback.”

The next highest was that Al provides customized learning (20). They used words
and phrases such as “own pace,” “personalized,” “provide advice and information tailored to
each student,” and “adaptive learning.” This adaptability is seen in the quotes, “learn from Al
whenever you want” and “I can ask any questions I want.”

The third highest frequency was learning languages (17), particularly, for writing

99 C6y

purposes. Students used words and phrases such as “help me make sentences,” “improve my

99 ¢¢

writing,” “correcting reports,” and “correction of writing” or “incorrect expressions.” Others

99 ¢¢

were, specifically, “summarize,” “editing,” and “translation.” Besides writing, some mentioned
that Al helps to “improve students’ speaking skill” and in “conversations on foreign language.”
One mentioned “language partner.” A few cited words and phrases such as “people tend to feel
nervous when they talk with foreign people” and “who have difficulty expressing herself” as
the reasons for using Al. It was clear that students used Al for learning as one put it as “very
useful for students’ assignments and independent learning.”

Students mentioned the idea of Al acting as an additional teacher (6) as another reason.
They used words and phrases such as “act as a teacher” and ““ask any questions.” These students
added words and phrases such as “meaningful interaction,” “learn more things than from my
teacher,” and “different perspective.”

Interestingly, a few students mentioned this reason: the access to Al is open to all (4).
They used words and phrases such as “equal access” and “access to all.”

Surprisingly, although not directly related to their benefit or learning, students (20) came
up with this reason that Al can lessen the workload for teachers. They used words and phrases

29 ¢

such as “automated grading,” “monitoring,” and “giving feedback” as the reasons.

Another reason not directly related to their benefit or learning while at Rikkyo, many
cited Al is the future (13). They mentioned they want to learn to use Al. They used words and
phrases such as “Al literacy,” “The future is full of AL,” “for my future” and it will help in

learning which “information is correct or not?.”

Negative Reasons
The top reason (35) why students do not want to use Al is that they are suspicious

of the information generated by generative Al. They used words and phrases such as “not

99 ¢¢ 29 ¢¢

accurate,” “not credible,” “misinformation,” “I do not know what is right and wrong,” and “fake

information.” Some even mentioned “Al makes mistakes” and “lead to wrong understanding.”
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A couple attributed this to “difficult to judge,” and “intentions doesn’t match with AI.”
The next most cited reason (26) is the use of Al will affect the thinking ability

29 ¢

negatively. Students used words and phrases such as “will not think for themselves,” “reduce
critical and creative thinking,” “will not think harder” or “deeply.” And some added “decrease
learning abilities,” “lose the ability to think,” “lose language skill,” and “stop human growth.”
Other interesting comments were “Al give only answers to students easily but couldn’t give
processes” and “I won’t remember the content.”

The third highest frequency (12) is the issue of copyright. Students used words and

99 ¢C 99 ¢¢

phrases such as “copyright infringement,” “plagiarism,” “misuse,” and “cheat.”
The rest of the reasons were privacy issues (8), over reliance on Al (5), and lack of

social connection (2).

Discussion

Knowledge and Use of ChatGPT

Almost all students (98.5%) knew about ChatGPT in June 2023 (Table 1) after its
introduction in November 2022. The awareness level is comparable to Ohmori et al. (2023)
nationwide survey of 94.1% (p. 7) but Rikkyo students has a significantly higher incidence of
students already using ChatGPT. Rikkyo had an overall of 43.5% of students using ChatGPT
with 64.5% males and 26.3% females. Ohmori et al. had 35.7% overall with males at 44.8% and
females at 27.1% (p. 7). Knowledge of ChatGPT is clearly very high while the use has steadily
increased over 7 months in this study.

As for the frequency of use among the users, only 6.6% used ChatGPT daily (Table 2)
in June 2023. This is lower than Ohmori et al.’s (2023) “usage rate in daily learning” for all
levels at 20.1% with first years at 18.8%; males at 31.6% and females at 15.2% (p. 10). Males
tend to use ChatGPT daily more than females. The daily use of ChatGPT in Rikkyo increased
3 times from June 2023 to January 2024. This is another indication of the increasing frequent
use of Al among students. In fact, Yomiuri Shimbun (“Half of Japanese university students have
used generative Al; 30% use on regular basis,” 2024) reported that half of Japanese University
students have used generative Al with 30% using it on a regular basis.

What is a rather astonishing discovery is that Rikkyo University students’ awareness of
ChatGPT is high only 7 months after ChatGPT was introduced in November 2022 and almost
half of them have already begun to use it for their studies. Perhaps it is because of Rikkyo’s
locality in the capital of Japan, or due to the student’s socioeconomic background, but it is clear
that Japanese students are acquainted with the abilities of generative Al. The question however
is not when students will use generative Al as they are already using it, but how we, as teachers,

manage this phenomenon of prevalent use.
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Specific Use for Learning

Our study found almost two-thirds of Rikkyo students used ChatGPT for learning (Table
8). This is higher than Ohmori et al.’s (2023) 32.4% for all levels with first years at 35.7% (p. 7).
When used for learning purposes, students used it mostly to deepen their understanding of
subject matter. Among the different specific uses of ChatGPT, generating ideas and deepening
understanding had the highest usage rates. This is supported by the high averages in their
positive perception of Al being a tool for learning (Table 5). The top reasons for using ChatGPT
for learning were that it saves time, effort and is convenient (Table 10). This concurs with
the qualitative data with the most mentioned words or phrases as “saves time,” “fast,” and
“efficient” for using ChatGPT for studies. Students were using it to generate ideas, check their
information, and get instant feedback.

Almost half of the users learned languages from ChatGPT (Table 9). More students
used it to learn the English than Japanese language. Students felt they learn how to write and
improve their sentences with corrections and feedback from ChatGPT. Learning languages
was cited as one of the top reasons why students turn to generative AI. Ohmori et al.’s survey
(2023) reported that students think ChatGPT is a positive thing for improving their writing skills
(77.5%) and thinking ability (70.7%) (p. 7). Our findings are comparable and encouraging as it
appears to be an appropriate use of generative Al for academic purposes.

What is evident is that students are clearly using generative Al to learn content and
languages. The efficiency in generating ideas and checking student’s work are what students go
to ChatGPT for. There is no doubt that all these positive qualities led to students considering
ChatGPT as a language partner and an additional tutor.

Specific Use for Graded Assignments

However, what is of concern is that this study discovered that between 36.4% to 39.6%
of users used ChatGPT to write their graded assignments (Table 7). This is higher than Ohmori
et al.’s (2023) overall usage rate for all levels at 14.0%, and first-year at 15.8% overall with
males at 22.7% and females at 10.3% (p. 7). The most common usage, was however, for content
and ideas generation when it comes to use for graded assignments. This finding is significant
because many students are beginning to leverage generative Al to create content and even write
graded assignments. The significance is in the tool’s ability to generate, organize, and create
content where students had to do that thinking and work before. Generative Al is doing most
of the thinking for the students. This “doing all the thinking” is one of the main reasons that
students in this study cited as affecting their thinking ability negatively, one of the negative
reasons for using Al.

The introduction of generative Al has increased the concern for the possible rise of
cheating. These concerns of plagiarism or cheating were highlighted by the students as reasons
for discouraging generative Al use. The ethical implications to assessment integrity are a big

concern (Lodge et al., 2023). It is perceived that with generative Al, the “barriers to engaging
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in cheating behaviour ... have been lowered significantly” (p. 3). It is, however, overstated.
Stanford discovered that 64% of more than 70,000 high school students cheated on tests
between 2002 and 2015, and in 2023, it remained largely the same (Spector, 2023). ChatGPT
is just an additional means for students to cheat if they have every intention to cheat. Perhaps,
with generative Al, the shortcut just got a lot shorter.

However, the implication remains that teachers need to alter their assignment type
and assessment methods. Take home essay or project development will be opened to the use
of generative Al and grading criteria that solely based on content may no longer be able to
differentiate students’ ability to know or possess that knowledge.

What is heartening from this study is that Rikkyo students are not using generative Al to
take shortcuts for their graded assignments albeit a number of them are using it to generate their
assignments, they are using it to help in their learning. Rikkyo students are using generative Al
to generate ideas, clarify difficult and complex concepts and even to learn languages. Students
are treating ChatGPT as an additional “tutor” whom they can turn to without anxiety and at

any time of the day.

Perception of Trust and Reliability

The findings discovered that students do not rate ChatGPT as a highly reliable source of
information after initial use. When asked about reliability and verifying information, the means
were relatively high in June 2023 but decreased over time (Table 3). The 0 increased from half
to a quarter SD after 7 months for the female students (Table 4). The male students maintained
relatively the same level of trust.

The qualitative data collected in January 2024 had a high of 35 (out of 78) students cited
they were suspicious of the accuracy of ChatGPT’s answers. They mentioned that they think
Al makes mistakes and they do not know how to judge if the answers are credible. The HEPI
report also reported that 35% of their respondents do not know how often ChatGPT produces
fake information, a term known as “hallucinations” (Freeman, 2024).

The issue of inaccuracy has been reported and discussed with largely inaccurate
medical information (Gravel et al., 2023) to fairly accurate ones (Johnson et al., 2023). This
issue of accuracy is clearly a concern in the field of education and learning where a review of
educational articles on ChatGPT 3.5 highlighted this when students rely on it for learning (Lo,
2023). Bias was also highlighted as an issue of reliability (Edmett et al., 2023).

The issue of inaccurate information was acknowledged by OpenAl, the developer of
ChatGPT (OpenAl, 2022). It should be recognized that the first iteration of ChatGPT, ChatGPT
3.5, which was first introduced on November 30, 2022, had limitations in its accuracy and
since then, ChatGPT-4, a subsequent version uses a more powerful and larger processing
model. The fine-tuning of ChatGPT, on the 4™ version uses reinforcement learning with human
feedback (OpenAl, 2023), which should improve the accuracy and veracity of the information

it generates. Only time will tell how accurate ChatGPT will be in the future.
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What is clear is that Rikkyo students are discerning and do not take everything that
generative Al produces for them as evidenced by the reasons students gave in their distrust of
Al They are also not as gullible as some educators fear for students when they use Al. This is

also a good sign of Al literacy in our students.

Perception of Teaching and Use in the University

There is a preference for the university to use Al in education. When asked about Al
integration to education, the averages were between (3.05 £ 0.12 (SE) to 3.33 £ 0.10 (SE)
which is on the higher side (Table 6). The reasons students gave for this preference were Al
acting as an additional teacher where they have no hesitation in asking any question and to
ask at any time. The HEPI report also reported that 36% of their respondents highlighted the
common use as “Al private tutor” (Freeman, 2024). A high number of students felt that Al can
provide customized and personalized learning for them. A few students cited that Al provides
equal access and opportunities to all students who want to learn. Many educators and language
teachers advocate leveraging ChatGPT for teaching and learning, particularly using it to
generate “raw” content or guide for teaching outlines or materials (Lo, 2023) create assessment
tasks (Edmett et al., 2023, p. 58). A British Council report on Al and ELT highlighted the
“potential to improve accessibility for some learners” (Edmett et al., 2023, p. 55).

What is significant here is that students felt the faceless and non-threatening disposition
of ChatGPT offered them less anxiety and difficult compared to face to face classes with
teachers and other students. The “instant feedback™ and “equal access” to all are the other
alluring qualities that make generative Al a valuable learning resource for students. ChatGPT
as an intelligent “entity” that offers intelligent and conversational interaction with a learner is

clearly an unrivalled “teacher” that students can turn to at any time today.

Generative Al Literacy and the Future

A number of students (13) indicated the prevalent use of Al in today’s society and
learning how to use Al is important for their future. Two students referred to the term, “Al
literacy,” as a positive aspect of its use in the university. The HEPI report also reported that
73% of their respondents expect to use Al after they finish their studies (Freeman, 2024).
This is instructive to teachers and curriculum planners as it suggests that university education
should include some form of Al literacy teaching. This is highly perceptive of these students
as a largest survey (Grace et al., 2024) to date of 2,778 Al researchers predicted that generative
Al will be able to automate “several economically very valuable tasks” (p. 4), such as creating
“payment processing site from scratch and writing new songs” and many others within the next
ten years. McKinsey (Manyika & Sneader, 2018) has already warned that roughly 800 million
workers will be affected by automation by 2030. The Global Economics Analyst Report by
Goldmann Sachs (Hatzius et al., 2023) estimated about 300 million jobs could be impacted

by generative Al. Already, a study found at least 30% of workers are using generative Al for
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communication tasks, efficiency, generating ideas for work, and improving the quality of their
work (Cardon et al., 2023).

Al literacy can be understood as “a set of competencies that enables individuals to
critically evaluate Al technologies, communicate and collaborate effectively with Al, and use
Al as a tool online, at home, and in the workplace” (Long & Magerko, 2020, p. 2). This form
of literacy has become even more critical for universities that are producing graduates for the
future world of generative Al applications (Lodge et al., 2023). What used to be the prevalent
traditional Al applications are fast becoming replaced by generative Al applications (Dasher,
2023). There are already generative Al applications in content creation, conversational agents,
coding and software development, creative arts and design, scientific and medical applications,
and educational assistive applications (Huang et al., 2024). What is more pertinent perhaps now
is the shift from traditional Al literacy to literacy of generative Al, which is far more advanced
and powerful in its capabilities. Universities are well advised to include generative Al literacy

in their curriculum as well as having students use generative Al for their learning purposes.

Limitations

This study was based on convenient sampling with the participants from the researcher’s
classes. As such, the data suffers from lack of researcher distance in both the students’ responses
as well as researcher’s interpretation of the data. While there is a fair representation of students’
majors, but it can do with a larger sample size and representation of the rest of the schools at
Rikkyo. Another limitation is the general wording of the questions that may elicit responses
based on the understanding of the words. For example, one question, “become better as a
student” (S5), can have a wider interpretation as originally conceived. While it is recognized
that no wordings can be perfect but there are a couple of questions that could have been served
better with more clarity. At any rate, the general idea and therefore data is captured for a general

understanding of the generative Al situation at Rikkyo.

Conclusion

This study was set out based on my curiosity of my students’ exposure to generative Al.
The findings are evidently clear that students are very much aware of the existence of generative
Al though not of its potential nor distinction based on their reasons. Yet, almost half of them
were already using generative Al in January 2024 with 11.7% from June 2023. Daily users also
increased over time, by two and a half times after 7 months. The increasing number of users and
frequency will only get higher with the positive experiential benefits that the students reported.
While students do voice concerns, the positives seem to outweigh them, and it will become a
matter of understanding how to use generative Al to mitigate the negative aspects.

Besides the obvious benefits of speed, on-demand, ease, sophistication and ability

to produce finished pieces of work, generative Al presents an almost human-like entity that
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students are able to communicate with. Whether it is to learn languages or content, there is no
doubt that all these positive qualities led to students considering ChatGPT as a language partner
and an additional tutor. This Natural Language Processing ability clearly offers student this
other “person,” who is more knowledgeable and capable, to learn from and even to get work
done on their behalf. With generative Al, we will no longer experience the frustration with
traditional Al conversational agents as such the chatbots that are available on service websites.

When you have an intelligent entity that has the ability to produce finished pieces of
work at your disposal, the temptation to use it in place of your own effort will be difficult to
refuse. And so, the concerns of students using it to produce their assignments and pass off as
their own are real indeed. This study has shown that students will resort to generative Al to do
their graded assignments when they are already predisposed to cheat or plagiarize. It is not that
the emergence of generative Al will increase cheating or plagiarism cases but that it has become
quicker and more sophisticated to do what they were predisposed to do anyway.

As a human invention and at its early stages of innovation, teething problems are to
be expected and that is exactly what students discovered when they started to use ChatGPT-3
version during the period of investigation. Inaccuracies and misinformation have occurred with
students waning their trust and their use have happened. But with future iterations of more
advanced generations of generative Al, these issues will get less and less.

The advent of public access to generative Al is akin to the dawn of the internet age in
the 1980s where the latter ushered in the proliferation of knowledge and global connectivity.
It revolutionized the world in commerce, science, communication, industry and education.
Generative Al perhaps has this potential to shake the world into another era of the way we
live and make our living. This is where this study revealed that even our students are aware of
this potential and seek literacy of this thing called Al. And as suggested in this paper, to shift
it further into generative Al literacy where more and more traditional Al applications will be
replaced by generative Al applications.

What this study has also revealed is that students are not gullible and persist in their
use of generative Al despite their experience of inaccuracies and misinformation. They are also
very much aware of plagiarism, copyright and cheating morals when using generative Al to do
their work. This should allay the fears of educators that students are seduced by the promises of
generative Al and blithely ignore the dangers thereof. Perhaps this is also where the literacy of
ATl will ensure that ethical and deeper understanding of the use of Al reaches to all when there

is such a program in place.
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S1.
S2.
S3.
S4.
Ss.
S6.
S7.
S8.
S9.

Students Use of Generative Artificial Intelligence (ChatGPT) at Rikkyo University

Appendix: Questionnaire items
I believe the responses generated by ChatGPT are convincing.
ChatGPT is a reliable source of information.
I use ChatGPT to verify information.
ChatGPT helps me identify inaccurate information.
Using ChatGPT helps me become better as a student.
Using ChatGPT helps me learn faster as a student.
I prefer professors to use ChatGPT in their classes.
It is important that universities integrate ChatGPT for the future.

ChatGPT is an example of why we cannot keep doing things the old way for schools in the

modern world.

S10. I think in the future, Al will replace teachers and professors in class.

For Questions 1 to 10, how many times did you use ChatGPT to:

Ql.
Q2.
Q3.
Q4.
Qs.
Q6.
Q7.
Q8.
Q.

Get content for your graded assignments?
Write your graded assignment?
Brainstorm ideas on a topic?

Correct your use of English?

Correct your use of Japanese?
Understand complex problems.
Understand difficult concepts?

Prepare for your examinations?

Do research for your graded assignments?

Q10. Deepen your knowledge on a topic?

Q11. Do any of your professors ban the use of ChatGPT for homework?

Q12. Do any of your professors ban the use of ChatGPT for graded assignments?

Q13. Do you think your professors are aware of you using ChatGPT in your homework?

Q14. Have you shared with your friend about the use of ChatGPT for homework?

Q15. Choose as many reasons as possible for using ChatGPT.

Q16. Please tick the Al you have used before.
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Research Article

La implementacion del MCER en la ensefianza ELE en
Japon: una experiencia desafiante con los niveles A1-A2 en
la universidad

Junko Matsumoto
Patricia Takayama

Resumen

Todos los estudiantes de la Universidad Rikkyo deben cursar obligatoriamente dos
lenguas extranjeras durante su primer afio de estudios universitarios. La mayoria opta
por el inglés y, elige una segunda lengua de entre seis opciones: aleman, francés,
espafol, chino, coreano y ruso. Esta segunda lengua se imparte dos veces a la
semana, siguiendo las disposiciones del plan de estudios actual. Desde hace tiempo,
la ensefianza del espaifiol como lengua extranjera (ELE) en esta universidad ha estado
centrada en la gramatica y el vocabulario, conforme a la dindmica tradicional que
predomina en muchas instituciones educativas en Japon. Asimismo, el limitado
numero de horas de estudio pone en evidencia la dificultad que tienen los alumnos
en poder adquirir adecuadamente todas las competencias comunicativas. A fin de
contrarrestar todo lo anterior, a partir del curso académico 2024, la universidad ha
implementado un nuevo plan de estudios en las segundas lenguas extranjeras basado
en el estandar internacional del Marco Comun Europeo de Referencia (MCER), lo
que representa un importante desafio. El departamento de espafiol, anticipandose a
este cambio de curriculo y con el fin de preparar una transicion sin complicaciones,
decidié comenzar a utilizar un libro de texto que sigue el MCER (Espariol ELElab de
la Universidad de Salamanca, nivel A1-A2), en los cursos académicos 2022 y 2023.
El presente articulo se centra en los desafios que implica implementar y adaptar las

clases de espafiol al MCER, especialmente a partir del cambio del libro de texto.

Keywords: ensefianza ELE, estudiante japonés, libro de texto, MCER

Introduccion

El objetivo principal de este articulo es aclarar los desafios existentes al ensefiar espafiol

como segunda lengua extranjera a estudiantes japoneses siguiendo los criterios del Marco
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Comun Europeo de Referencia para las lenguas (MCERI1): aprendizaje, ensefianza, evaluacion.
Se dice a menudo que implementar el MCER en Japon es complicado, y esta dificultad se aplica
también a estudiantes no europeos. Por lo tanto, seguir dicho marco en la ensefianza de espafiol
como segunda lengua en Japon supone un reto considerable. En este articulo se presentan los
cambios observados durante los dos afios de implementacion de un texto elaborado segun los
parametros del MCER en las clases obligatorias de espainol como segunda lengua extranjera
en la Universidad Rikkyo. Ademas, se resumen las dificultades, reflexiones y mejoras que han

surgido durante este proceso.

El Marco Comun Europeo de Referencia para las lenguas (MCER)

Definicion

El MCER, fue establecido por el Consejo de Europa dentro de sus politicas lingiiisticas,
a fin de proporcionar las bases para medir habilidades en lenguas extranjeras. Se organiza
en seis niveles (A1, A2, B1, B2, C1, C2) que describen las competencias lingiiisticas desde
un nivel basico (A1) hasta un dominio proficientemente avanzado (C2), lo que permite la
transparencia y la comparabilidad en diferentes contextos educativos. La importancia del MCER
se basa en el hecho de que no solo comprende los objetivos que se deben alcanzar en cada nivel,
sino también los contenidos y la metodologia, siendo el objetivo principal del mismo otorgar un
marco comun para cada nivel en cuanto a cada uno de los aspectos anteriores. En la Tabla 1 se
muestran las competencias esperadas para cada nivel del MCER. En 2020 publicaron la ultima

version, el Volumen complementario.

1 En el presente articulo, utilizaremos la sigla MCER para referirnos al Marco Comun Europeo de Referencia para las
lenguas.
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Tabla 1

Descripcion de los niveles del MCER

C2

Es capaz de comprender con facilidad practicamente todo lo que oye o lee.

Sabe reconstruir la informacion y los argumentos procedentes de diversas fuentes, ya sean en
lengua hablada o escrita, y presentarlos de manera coherente y resumida.

Puede expresarse espontaneamente, con gran fluidez y con un grado de precision que le
permite diferenciar pequefios matices de significado incluso en situaciones de mayor
complejidad.

Usuario competente

C1

Es capaz de comprender una amplia variedad de textos extensos y con cierto nivel de
exigencia, asi como reconocer en ellos sentidos implicitos.

Sabe expresarse de forma fluida y espontanea sin muestras muy evidentes de esfuerzo para
encontrar la expresion adecuada.

Puede hacer un uso flexible y efectivo del idioma para fines sociales, académicos y
profesionales.

Puede producir textos claros, bien estructurados y detallados sobre temas de cierta
complejidad, mostrando un uso correcto de los mecanismos de organizacion, articulacion y
cohesion del texto.

B2

Es capaz de entender las ideas principales de textos complejos que traten de temas tanto
concretos como abstractos, incluso si son de caracter técnico, siempre que estén dentro de su
campo de especializacion.

Puede relacionarse con hablantes nativos con un grado suficiente de fluidez y

naturalidad, de modo que la comunicacion se realice sin esfuerzo por parte de los
interlocutores.

Puede producir textos claros y detallados sobre temas diversos, asi como defender un punto
de vista sobre temas generales, indicando los pros y los contras de las distintas opciones.

Usuario independiente

B1

Es capaz de comprender los puntos principales de textos claros y en lengua estandar si tratan
sobre cuestiones que le son conocidas, ya sea en situaciones de trabajo, de estudio o de ocio.
Sabe desenvolverse en la mayor parte de las situaciones que pueden surgir durante un viaje
por zonas donde se utiliza la lengua.

Es capaz de producir textos sencillos y coherentes sobre temas que le son familiares o en los
que tiene un interés personal.

Puede describir experiencias, acontecimientos, deseos y aspiraciones, asi como justificar
brevemente sus opiniones o explicar sus planes.

A2

Es capaz de comprender frases y expresiones de uso frecuente relacionadas con areas de
experiencia que le son especialmente relevantes (informacion basica sobre si mismo y su
familia, compras, lugares de interés, ocupaciones, etc.).

Sabe comunicarse a la hora de llevar a cabo tareas simples y cotidianas que no requieran mas
que intercambios sencillos y directos de informacién sobre cuestiones que le son conocidas
o habituales.

Sabe describir en términos sencillos aspectos de su pasado y su entorno, asi como cuestiones
relacionadas con sus necesidades inmediatas.

Usuario basico

Al

Es capaz de comprender y utilizar expresiones cotidianas de uso muy frecuente, asi como,
frases sencillas destinadas a satisfacer necesidades de tipo inmediato.

Puede presentarse a si mismo y a otros, pedir y dar informacion personal basica sobre su
domicilio, sus pertenencias y las personas que conoce.

Puede relacionarse de forma elemental siempre que su interlocutor hable despacio y con
claridad y esté dispuesto a cooperar.

Nota. Fuente: Instituto Cervantes (2002), Marco comun europeo de referencia para las lenguas:
ensenianza, aprendizaje, evaluacion, Madrid, MECD-Anaya.
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Caracteristicas del MCER

Como instrumento fundamental para la ensefianza y evaluacion de lenguas en contextos
educativos, en el MCER se tienen en cuenta las competencias existenciales de los estudiantes,
es decir el conocimiento previo del estudiante en diferentes aspectos como el sociocultural,
asi como su capacidad innata de aprender. En la misma linea que dicho enfoque, se encuentra
la llamada teoria de la competencia lingiiistica, propuesta por Noam Chomsky (1965), que se
centra en la capacidad innata de los individuos en adquirir una lengua. Chomsky argumenta
que todos los seres humanos nacen con una capacidad inherente para aprender un lenguaje. Al
definir el marco comun para cada uno de los niveles, el MCER tiene en cuenta esta premisa
como punto de partida y, en consecuencia, hace hincapié¢ en la importancia de la interaccion
sociocultural y comunicativa.

Una de las caracteristicas mas significativas del MCER es su enfoque orientado a la
accion, que subraya la importancia de que los estudiantes sean capaces de desenvolverse de
manera efectiva en diversas situaciones comunicativas. Segun Fernandez (2011), “este enfoque
de accion lleva a plantear como eje las actividades comunicativas, a promover la integracion
de las actividades en contextos, ‘textos’ y tareas donde adquieren sentido, y a seleccionar los
exponentes lingiiisticos que posibilitan la accion comunicativa” (p. 61).

Ademas, el MCER impulsa un enfoque basado en tareas, poniendo énfasis en la
realizacion de actividades concretas que simulan situaciones de la vida real. Existe una amplia
evidencia que respalda la coincidencia entre el enfoque orientado a la accion y el enfoque
basado en tareas (Robles Avila, 2019). Ambos enfoques persiguen un objetivo comin: dotar
al estudiante de las competencias lingiiisticas necesarias para desenvolverse en diferentes
contextos y situaciones.

Asimismo, el MCER adopta un enfoque comunicativo al ofrecer un marco que guia
la ensefanza de la lengua, centrandose en el desarrollo de competencias comunicativas.
Este enfoque se refleja en la relevancia que el MCER otorga a las tareas de interaccion y
colaboracion entre los estudiantes, promoviendo asi una ensefianza que fomenta el aprendizaje

activo y significativo.

Importancia de la adaptacion e implementacion del MCER en la enseifianza ELE

Las caracteristicas del MCER vy los distintos enfoques teoricos previamente mencionados
proporcionan un marco sélido para su integraciéon en el curriculo educativo de la ensefianza
ELE. Esta incorporacién es un proceso crucial que asegura que se cumplan con estandares
internacionales, adaptandose a la vez a las necesidades especificas de los estudiantes.

En este contexto, la inclusion de actividades orientadas a tareas en el curriculo debe
considerar tanto el resultado final como el proceso de comunicacion y colaboracion que se
genera durante las actividades en el aula. Ademas, no es suficiente con realizar una adaptacion
curricular para asegurar una implementacion efectiva del MCER. También es fundamental

modificar los criterios de evaluacion. Como senala Sanz Muiioz (2005), “Solo un cambio radical
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en el pensamiento y en la filosofia que actualmente envuelven la evaluacion de lenguas puede
dar paso a un cambio en la metodologia...” (p. 45).

Todos estos aspectos involucrados en la implementacion del MCER presentan multiples
desafios. Entre ellos se encuentran la posible resistencia al cambio por parte de las instituciones
educativas, la falta de recursos adecuados, y la necesidad de una capacitacion y apoyo mas
robustos para los docentes. Como menciona Diaz-Corralejo (2002), “frente al pensamiento
del profesorado, que a veces es un tanto conservador, se abren puertas a enfoques diferentes
basados en la experiencia y en la teoria, y a la motivacidon necesaria para adaptar el MCER a
nuestra especificidad” (p. 43). Por ello es que este proceso exige el compromiso activo de todos
los actores participantes en la educacion, quienes se deben comprometer y concientizar acerca
de su papel en todo este proceso, ademas de formarse de manera especifica.

Superar todos estos desafios es vital para lograr una integracion efectiva del MCER
en la ensefanza de lenguas, garantizando asi que los estudiantes adquieran las competencias

necesarias para comunicarse de manera efectiva en un mundo cada vez mas globalizado.

Contexto de la ensefianza de las lenguas extranjeras en Japon y
en la Universidad Rikkyo en particular

Durante muchos afos, la ensefianza de las lenguas extranjeras en Japon se ha centrado en
el aprendizaje de la gramatica y el vocabulario. Esta tendencia tradicional se aplica no solo en
el ambito universitario, sino también se extiende a otros ambitos educativos. Eso se traduce en
clases donde solo se transmiten conocimientos teoricos, y donde los alumnos estudian la lengua,
su mecanismo y estructura, participando de manera pasiva en las clases. Y como no se estaba
formando, en realidad, a estudiantes capaces de manejar adecuadamente el idioma aprendido
mediante el método tradicional, recientemente en ciertas universidades se ha propuesto suprimir
las asignaturas de lenguas extranjeras obligatorias, a excepcion del inglés.

Sin embargo, existen excepciones a esta tendencia; tal es el caso de la Universidad
Rikkyo. En cada nuevo curso académico se incorporan a esta institucion educativa mas de 5.000
nuevos alumnos (japoneses y no japoneses), lo que mantiene siempre un nimero aproximado
total de 20 000 estudiantes. La universidad se caracteriza por ofrecer una educacion de artes
liberales que promueve el internacionalismo y el liderazgo en sus dos campus, Ikebukuro y
Niiza. Ademas de los estudios especificos de cada carrera, la universidad ofrece una serie de
asignaturas comunes obligatorias en todas las facultades, cuya finalidad es promover la cultura
y cultivar un amplio rango de conocimientos mas alla de las especializaciones. Esto fomenta
una capacidad de juicio integral y el desarrollo de cualidades humanas, lo que representa una
de las caracteristicas mas distintivas de la institucion.

Todos los estudiantes de esta universidad deben aprender dos idiomas distintos de su
lengua materna a lo largo de su primer afio como asignaturas obligatorias. La mayoria de los

alumnos estudia inglés tres veces por semana, ademas de una lengua elegida entre alemén,
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francés, espafiol, chino, coreano y ruso. En la universidad, las clases tienen una duracién de
100 minutos, y las clases del segundo idioma extranjero se imparten dos veces por semana. Un
semestre abarca 14 semanas, lo que equivale a un total de 46 horas por semestre o 93 horas
anuales de instruccion en la lengua extranjera elegida.

Por la importancia que la universidad le otorga a la adquisicion de las lenguas
extranjeras, en 2020 se cred el Centro de Ensefanza e Investigacion de Lenguas Extranjeras
(Center for Foreign Language Education and Research, FLER), el organismo responsable de
impartir los cursos de idiomas de todas las facultades. El funcionamiento de este centro y las
tareas que debe llevar a cabo representan un reto y, también, una apuesta en un contexto de

ensefianza ELE tan tradicional como el existente en Japon.

Implementacion del MCER

Se ha comenzado a implementar un nuevo curriculo en el presente curso académico,
el de 2024. Se basa en los principios del plurilingiiismo y la pluriculturalidad del MCER y se
ha aplicado en la ensefianza de seis lenguas (alemén, francés, espafiol, chino, coreano y ruso)
conforme a los objetivos comunes estipulados en el MCER. Este enfoque resulta complicado
no solo por las caracteristicas de cada lengua, sino también por las diferencias lingliisticas
entre ellas y el japonés, lo que plantea un reto en la unificacion de contenidos educativos
y métodos de ensefianza y en la rectificacion de problemas existentes en las evaluaciones
intra e interlingiiisticas. Para vencer todas las dificultades mencionadas, y lograr una efectiva
implementacién del MCER en las clases de lengua extranjera, se han llevado a cabo cambios

sustanciales en cuanto a la diagramacion, la metodologia y la evaluacion de las clases.

Cambios en la diagramacion de las clases

La universidad Rikkyo, y mas especificamente el FLER, ha decidido adaptar las clases
de lenguas extranjeras al MCER, de manera que cada curso esté ajustado a los objetivos y
contenidos de cada nivel de este. Para las clases obligatorias de primer afio, el objetivo comun
para las seis lenguas basado en el MCER sera cubrir el contenido A1l en el primer semestre, y
el contenido A2 en el segundo. Y si bien el numero de horas de estudio es limitado, se hara un
uso intensivo del tiempo fuera del aula.

En cuanto a las clases optativas, también se han realizado cambios significativos. Por
ejemplo, en lugar de mantener las clases optativas del curriculo anterior, que consistian en
niveles «intermedios» o «avanzados» centrados Unicamente en el desarrollo de destrezas
lingiiisticas, se han implementado nuevas clases con el proposito de incentivar a los estudiantes,
estableciendo un sentido de horizontalidad y diagonalidad en el aprendizaje. Muchas de estas
clases, ademas de focalizarse en el mejoramiento de las capacidades comunicativas, se han
centrado en impartir contenidos especificos para que los estudiantes mejoren sus habilidades
lingliisticas al mismo tiempo que profundizan sus conocimientos sobre un tema determinado.

En el primer semestre de 2024, dentro de las clases optativas de espaiiol, los estudiantes han
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podido elegir entre una gran variedad de clases sobre temas diversos, como cocina, futbol,
anuncios publicitarios, historia, etc.

La mayoria de estas clases optativas se ofrece a partir del segundo afo, después de que
los estudiantes hayan finalizado sus clases obligatorias de segunda lengua extranjera. De esta
forma, algunos alumnos seguiran estudiando la lengua y otros comenzaran a aprender un nuevo
idioma, profundizando asi su entendimiento del plurilingiiismo y la pluriculturalidad.

Con estos cambios en la diagramacion de clases, se espera que las clases se adapten
al estandar internacional en cuanto a contenidos, metodologia y evaluacion, y que los
estudiantes puedan alcanzar un nivel similar a cualquier otro estudiante de espafiol de otros
paises. Asimismo, el otro objetivo del nuevo curriculo es aumentar el nimero de alumnos que

continuan sus estudios tras las asignaturas obligatorias.

Nueva metodologia de ensefianza

Acompafiando el cambio en la diagramacion de las clases de las lenguas extranjeras,
también se ha establecido un cambio en la metodologia de las clases. Con este cambio, el
objetivo es lograr un aprendizaje efectivo del idioma.

En los afios anteriores a 2024, los estudiantes de espafiol tenian dos clases por semana,
siguiendo el esquema tradicional: en una clase se estudiaba la gramatica (por lo general con
un profesor japonés) y en la otra clase se practicaba la conversacion (por lo general con un
profesor hispanohablante). En cada una de las clases, generalmente habia unos 36 estudiantes,
dificultandose asi la practica comunicativa y el seguimiento personalizado de cada estudiante.

Desde este afio académico 2024, se ha cambiado la dindmica de las clases. Si bien los
estudiantes siguen teniendo clases de lengua extranjera dos veces por semana, cada semana
hay una clase de 40 estudiantes orientada al «input» y otra clase de 20 estudiantes centrada en
el «output». En la clase de «input» los estudiantes adquieren los conocimientos relacionados
a la gramatica y también al vocabulario. En la clase de «output» se espera que los estudiantes
apliquen todo lo aprendido en las clases de «input» a través de ejercicios o tareas orales y
escritas que se dan en situaciones de la vida real. Asimismo, el limitado numero de estudiantes
en las clases de «output» facilita la realizacion de tareas y la practica comunicativa. En estas
clases, aunque se utiliza el japonés para algunas explicaciones, se pretende que la lengua meta
sea utilizada tanto como sea posible. De esta manera, se espera generar un efecto educativo
positivo, incrementando el «input» lingiiistico y creando un entorno en el que los estudiantes

puedan utilizar la lengua meta entre ellos.

Cambios en el libro de texto

La mayoria de los libros de texto publicados en Japdn se basan en criterios gramaticales.
Y si bien los mismos incluyen partes con didlogos y précticas, la gran mayoria del contenido
se centra en la gramatica.

El syllabus del primer semestre de la clase obligatoria de espafiol que se utilizé en los
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anos académicos 2020 y 2021 (véase el Anexo A), demuestra lo mencionado anteriormente.
Como se puede observar, estd basado en un libro de texto utilizado previamente, y cada una de
las clases del syllabus estd destinada a estudiar un tema gramatical en concreto. Antes del afio
académico 2022, casi todos los syllabus de las clases de lengua extranjera seguian este tipo de
planteamientos.

Respecto a las clases ELE, anticipandose al cambio del curriculo (que se hizo efectivo
en el primer semestre de 2024), se decidi6 comenzar gradualmente con la adaptacion al MCER,
y uno de los cambios llevados a cabo fue la utilizacion de un nuevo libro de texto en el afio
académico 2022. Se eligio el libro Espariol ELElab, de la editorial Asahi, como material
didactico para las clases obligatorias de ELE. La eleccion de este libro se fundament6 en que
sigue el MCER vy es la version japonesa de un texto utilizado exclusivamente por la Universidad
de Salamanca para sus cursos destinados a extranjeros. Gracias a este cambio en el libro de
texto previo a la implementacion oficial del MCER en las clases de lengua extranjera, se pudo
realizar una transicion gradual e ir ajustando los tiempos y los temas que habia que estudiar en
cada clase, de acuerdo con las opiniones de los profesores y del alumnado.

En el Anexo B se presenta el syllabus del afio académico 2022. Dicho syllabus fue
modificado para adaptarse a los criterios del MCER y se puede observar un cambio significativo
en el calendario del curso. Hasta 2021, los syllabus solo indicaban los asuntos gramaticales para
cada clase, por ejemplo, «letras y pronunciacidon» para la primera clase, y «verbos de presente
indicativo» de la sexta a la duodécima clase. Sin embargo, en el 2022, cuando se comenzo a
utilizar el libro ELElab, se establecieron objetivos concretos y practicos para cada clase, tales
como «aprender a saludar» para la primera clase, y «presentarse» en la segunda, reflejando asi
un cambio significativo y una metodologia de ensefianza mas acorde con el MCER. Y aunque se
abordan puntos gramaticales y de vocabulario importantes para cada clase, estos se consideran

elementos secundarios.

Cambios en la evaluacion de los estudiantes

En afios académicos de la Universidad Rikkyo anteriores al 2024, cada profesor de
espanol preparaba los exdmenes de su clase y realizaba la evaluacion de manera independiente,
siendo esta diferente a la de los otros compaiieros. Este tipo de metodologia en la evaluacion
sigue siendo muy comun en muchas instituciones universitarias en Japon. Si bien tiene sus
ventajas, ya que cada instructor tiene la libertad de decidir sobre el contenido de los examenes,
la gran desventaja reside en el hecho de la posible disparidad en el nivel de dificultad de los
examenes, y por consiguiente, en la diferencia de los conocimientos o niveles alcanzados por
los estudiantes.

Uno de los puntos esenciales del MCER consiste en la unificacion de los criterios no
solo de contenidos, sino también de evaluacion. Para unificar la evaluacion de las clases de
espaiol, han comenzado a llevarse a cabo por primera vez examenes comunes desde el primer
semestre del 2024.
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En las clases de «inputy», se ha realizado al final del semestre un examen escrito
comun para todas las clases obligatorias de primer afio. A fin de evitar posibles filtraciones de
informacion entre los estudiantes, se han creado tres versiones del examen. Este examen escrito
también contenia partes de comprension auditiva y evaluaba, principalmente, las capacidades
de comprension de lectura y comprension auditiva, asi como de conocimientos gramaticales y
de vocabulario.

En las clases de «outputy», se realizaron durante el semestre dos examenes escritos que
comprendian tareas para evaluar la expresion escrita. Al final del semestre también se realizo
un examen comun oral para comprobar el nivel en la expresion y la interaccion oral de los
estudiantes.

Tanto para las tareas escritas como para el examen oral, se prepard una rubrica de
evaluacion, de manera que todos los profesores pudieran evaluar a los estudiantes siguiendo
los mismos criterios.

Cabe destacar que, para no limitar la independencia de cada profesor, se decidio que los
examenes comunes, tanto para las clases de «input» como las de «output» representaran solo
el 40% de la evaluacion total del curso, dejando el 60% de la evaluacion restante a criterio de

cada profesor.

Formacion docente

La adaptacion del curriculo y de las clases al MCER es un proceso dindmico que
requiere la cooperacion de todas las partes involucradas en la ensefianza de la lengua extranjera.
Y una de las partes mas importantes de este proceso de adaptacion e implementacion, recae en
la figura del profesor. Por lo tanto, es esencial que exista una adecuada comprension por parte
del profesorado en cuanto a los contenidos, evaluacion y objetivos del MCER. Para acercar
las ideas del MCER a los demés componentes del departamento de espaiol, se llevaron a cabo
varios talleres de formacion docente.

El departamento de espafiol estd compuesto aproximadamente por treinta profesores de
ELE de los cuales tres son lectores, y dos son profesores titulares (después del afio académico
2023). El resto de los profesionales son contratados a tiempo parcial, lo que dificulta que se
puedan compartir ideas por la limitacion en la cantidad de reuniones de profesores que pueden
llevarse a cabo dado que muchos de ellos imparten clases en otros centros educativos y cuentan
con poco tiempo disponible durante el semestre. No obstante, gracias a la colaboracion de todos
los docentes, fue posible iniciar el proceso de implementacion del nuevo plan de estudios sin

inconvenientes.
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Resultados observados

Cambios en el niimero de estudiantes ELE

Como mencionamos anteriormente, el departamento de espafiol comenzo6 gradualmente
a implementar el MCER a su curriculo gracias a la adopcion del nuevo libro de texto ELElab
en 2022.

Puede que no responda totalmente a este factor, pero desde ese aiio se ha podido
observar cambios en la cantidad de estudiantes inscritos a las clases obligatorias de primer afio
en las que se ha usado dicho libro de texto.

En la Tabla 2 y en el Grafico 1 se ve la tendencia en el nimero de estudiantes del primer
afno que han escogido espafiol como segunda lengua obligatoria durante los ultimos cinco afios.
La cantidad de estudiantes de espafiol oscila entre 846 y 1053, representando un 20 % sobre
el total de alumnos nuevos. Si bien durante 2021 y 2022 hubo un descenso en el nimero de
estudiantes de espanol, a partir del afio 2022 esta cantidad fue en aumento, en consonancia con
el incremento general en el nimero de inscripciones en la universidad.

El Grafico 2 muestra la cantidad de estudiantes que tomaron clases optativas de espafol
en cada semestre de los ultimos cinco anos. Lamentablemente, el nimero de inscriptos en las
asignaturas optativas es significativamente menor en comparacion a la cantidad de inscriptos en
las asignaturas obligatorias. A finales del afio 2021, se comenz6 a implementar una orientacion
enfocada en las asignaturas optativas, lo que contribuy6 a un aumento en la matricula en 2022.
Desde entonces, se ha mantenido esta estrategia, lo que ha dado como resultado un incremento
en el nimero de estudiantes y una disminucion en la oferta de clases con baja asistencia. Esta

tendencia positiva se ha consolidado atin mas en 2024.

Tabla 2 y Grafico 1

Numero de estudiantes de espanol del primer ario en la Universidad Rikkyo

(personas)
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2020 2021 2022 2023 2024
Numero de estudiantes en total 4334 4383 4458 4619 4644
Numero de estudiantes de espafiol 1053 865 846 974 1035
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Grafico 2
Numero de estudiantes que se matriculan en clases optativas por semestre
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Tabla 3
Numero de estudiantes que se matriculan en clases optativas
2020 2021 2022 2023 2024
1.° 2.° 1.° 2.° 1.° 2.° 1.c 2.° 1.c
Ne de estudiantes 209 131 98 68 144 82 144 68 168
en los campus 0 0 64 40 144 64 143 68 168
en linea | 209 131 34 28 0 18 0 0 0
Ne de clases optativas 21 21 21 21 20 20 20 20 18
en los campus 0 0 13 13 20 16 20 20 18
en linea | 21 21 8 8 0 4 0 0 0
Clases canceladas 3 1 1 1 0 5 0
en los campus 2 0 1 1 0 0 0
en linea 1 1 0 0 0 0 0

La Tabla 3 muestra el numero de estudiantes que tomaron alguna clase optativa, el
numero de clases optativas impartidas en un semestre y el nimero de clases canceladas por no
tener estudiantes en cada semestre de cada afio académico respectivamente.

El afio 2020 se presenté como un caso excepcional, ya que se registro un aumento en
la cantidad de estudiantes inscritos en clases optativas debido a que todas las asignaturas se
impartieron de forma remota como resultado de las restricciones relacionadas con la COVID-19.
Si bien la modalidad en linea facilitd la participacion de los estudiantes en aquella ocasion, no
siempre resulta ser la mejor opcion. Desde la perspectiva docente, valoramos considerablemente

las clases presenciales de lenguas, donde los alumnos tienen la oportunidad de comunicarse
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e interactuar de manera efectiva. Por esta razon, se decididé no continuar ofreciendo clases en
linea en la actualidad.
Ademas, se ha observado una tendencia hacia la disminucion del nimero de estudiantes

durante el segundo semestre, aunque las causas de este patrén no estan del todo claras.

Opiniones del profesorado
Normalmente al final de cada semestre, se lleva a cabo una reunién de profesores
en las que se comparten las experiencias y opiniones acerca de distintos temas. Y gracias
a las experiencias recogidas en cada semestre, se ha podido renovar el plan de estudios
semestralmente, y el syllabus se ha actualizado anualmente. Para los syllabus de 2023 y 2024 se
realizaron modificaciones respecto al de 2022 con el fin de optimizar el avance del aprendizaje.
A continuacion, se presentan las opiniones y experiencias del profesorado en los tltimos

tres afios, a fin de establecer conclusiones en cuanto a la implementacion del MCER.

1. Experiencias del profesorado durante el afio académico 2022

Al concluir el primer afio en que se utilizé ELElab como libro de texto, se observo
que fueron los profesores quienes se encontraron con mayores dificultades al usar el nuevo
material, a pesar de que se habia proporcionado formacion al respecto. Tanto en la reunion final
del primer semestre como en la del segundo de este afio se manifestaron numerosas quejas por
parte de los docentes, quienes sostenian que el libro tenia demasiado contenido y que su uso
resultaba incomodo en una clase de espaiol en Japon, senalando dificultades con los audios por
ser rapidos y complejos, entre otros aspectos.

A pesar de lo anterior, se observo un fendmeno interesante. Al analizar los comentarios
que los profesores realizaron en respuesta a las encuestas de evaluacion completadas por los
estudiantes al finalizar las clases, se evidencid una satisfaccion notablemente alta entre los
docentes, asi como una minima preocupacion respecto al libro de texto. Es decir que, al concluir
el ano académico, se registraron pocas opiniones negativas.

A continuacion, se presentan algunos comentarios de los profesores:

* “Me alegra mucho que en mi clase haya estudiantes que pudieran progresar no solo en

la lectura y escritura, sino también en las habilidades de escucha y habla”.

* “Introducir el nuevo texto fue un reto para nosotros, los profesores, pero estoy
satisfecho con los porcentajes de satisfaccion en clase y el deseo de continuar
estudiando el idioma”.

* “Me llamo la atencion que los estudiantes autoevaluaran el progreso de su competencia

comunicativa, algo que no sucedia en las clases anteriores”.

2. Experiencias del profesorado durante el afio académico 2023
Durante el segundo afio de uso del ELElab en las clases, se observo una mejora. Si bien

los nuevos profesores expresaron inquietudes similares a las de sus colegas en el primer afo,

51



52

WEFEHREBWIZEY ¥+ —F v 455% (JOURNAL OF FOREIGN LANGUAGE EDUCATION AND RESEARCH, VOL. 5)

los docentes con experiencia empezaron a reconocer los beneficios de la nueva ensefianza.
Por consiguiente, el segundo afio de utilizacion de ELElab como libro de texto para las
clases obligatorias, fue mejor. Resultd que la experiencia del afo anterior infundia energia en
los profesores. En las reuniones del departamento del espafiol ya casi no escuchdbamos quejas
sobre el libro de texto por parte de algunos docentes, ya que habian aprendido a manejarlo poco
a poco a su manera. Citamos algunos comentarios de los profesores reflejados en los resultados
de encuestas de evaluacion de las clases del curso académico 2023.
* “Es dificil preparar un libro de texto que sea facil de entender para todos los alumnos.
Intentamos mejorar los materiales suplementarios que utilizamos en clase cada afio, y

seguiremos esforzandonos por mejorar la comprension de los alumnos”.

“Las evaluaciones de clase mostraron que, en general, los estudiantes participaban en
serio en la clase, y que ellos mismos sentian que su competencia se habia ampliado,

especialmente en el segundo semestre”.

“Ademas del gran numero de estudiantes con ganas de aprender, en la clase se cred
un ambiente en el que los estudiantes se comunicaban activamente. Me complace la
satisfaccion de los alumnos con la clase y la alta evaluacion de su aprendizaje, que han

llegado a disfrutar realmente”.

“La clase fue muy buena, con participacion y cooperacion activas. Y el deseo de los

alumnos de comprender y expresarse en espafiol se foment6 con cada leccion”.

3. Experiencias del profesorado durante el afio académico 2024 (primer semestre)

Al final del primer semestre del afio académico 2024, se realizé una encuesta en
linea a fin de conocer las opiniones del profesorado, porque este era el primer semestre de la
implementacion efectiva del MCER. La encuesta fue respondida por 20 profesores, 13 a cargo
de las clases de «output» y 9 a cargo de las clases de «input».

Viendo los resultados se pueden sacar algunas conclusiones. La mayor parte del
profesorado comprende el alcance del MCER. Si bien las opiniones continuan divididas en
cuanto al libro de texto, el 50% de los encuestados estaban de acuerdo o muy de acuerdo con
el plan de estudios llevado a cabo durante el semestre. La gran mayoria de los profesores de
las clases de «output» también estaban de acuerdo en cuanto a la utilidad de las rubricas de
evaluacion, tanto para los examenes escritos de redaccion como para el examen oral final.

A continuacion, se presenta un resumen de los resultados a través de graficos:
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Grafico 3
Sobre el MCER

(Comprende el significado/alcance de los niveles (A1-C2) del Marco Comuin Europeo?
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Grafico 4
Sobre el plan de estudios
Para alcanzar un nivel Al (objetivo de este primer semestre de 2024), el plan de estudios fue

adecuado.
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Grafico 5
Sobre el libro de texto
Para alcanzar un nivel Al (objetivo de este primer semestre de 2024), el libro de texto fue

adecuado.
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Gratfico 6
Rubrica de evaluacion del examen escrito

(Para los profesores de Espafiol 1) La rubrica fue util para la evaluacion del examen escrito.

® Estoy totalmente de acuerdo /
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Grafico 7
Rubrica de evaluacion del examen oral

(Para los profesores de Espafiol 1) La rubrica fue util para la evaluacion del examen oral.

@ Estoy totaimente de acuerdo /
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A @ Estoy de acuerdo/ 585
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Opiniones del alumnado
1. Tendencias de los altimos cuatro afios (2020-2023)

El anélisis de los resultados de las encuestas de evaluacion realizadas por los alumnos
en relacion con los datos de los tltimos cuatro afos reveld algunas tendencias relevantes. Se
seleccionaron tres aspectos relacionados con el cambio de libro de texto y el nuevo plan de
estudios: participacion activa, satisfaccion con la clase y deseo de continuar el aprendizaje. Las
evaluaciones se dieron en una escala de 5 puntos, donde 5 es el mas alto y 1 el mas bajo (véase
la Tabla 4 y el Grafico 8). Se observa que, en 2020, el nimero de encuestados fue elevado en
comparacion con otros afios. Es probable que el menor nimero de encuestados en 2021 haya
influido en que los puntos de satisfaccion alcanzaran cifras mas altas. Sin embargo, se percibe
una tendencia ascendente sin importar el nimero de encuestados, indicando que el nuevo libro

de texto y el plan de estudios han tenido un impacto positivo en los estudiantes.
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Tabla 4
Encuestas de evaluacion realizadas por los alumnos (2020-2023) 1
2020 2021 2022 2023
Numero de encuestados 803 446 578 635
Participé activamente en esta clase. 4.24 4.31 4.36 4.4
Satisfecho con esta clase. 3.93 4.27 4.12 4.11
Tengo mayor deseo de seguir aprendiendo el idioma. 3.43 3.59 3.56 3.62
Grifico 8
Encuestas de evaluacion realizadas por los alumnos (2020-2023) 1
(personas) (puntos)
900
800 4.5
700 4
600 35
3
500
2.5
400
2
300 15
200 1
100 0.5
0 0
2020 2021 2022 2023
== Numero de encuestados
Participé activamente en esta clase
== Satisfecho con esta clase
e Tengo mayor deseo de seguir aprendiendo el idioma

Asimismo, independientemente del libro con el que hayan estudiado, ya sea el anterior
o el nuevo, el 98% de los estudiantes siente que ha mejorado su competencia lingliistica tras
estudiar espanol durante un afo (véase la Tabla 5 y el Grafico 9). Este resultado es sumamente
satisfactorio para el cuerpo docente. También, se observa un ascenso pequefio pero significativo
en las competencias escrita, auditiva y oral en espaiiol. Aunque se registré una disminucion
en la competencia lectora en los ultimos dos afios, se considera que sigue siendo alta en
comparacion con las otras competencias. Este fendmeno sugiere que los estudiantes del ultimo
afno percibieron un progreso mas equilibrado en las cuatro competencias lingiiisticas que los
estudiantes de afios anteriores. La baja competencia en las habilidades auditivas y orales ha
sido un tema recurrente durante afios, y los resultados de 2023 son fruto de la introduccion del

nuevo libro de texto y de la mejora continua del plan de estudios.
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Tabla §
Encuestas de evaluacion realizadas por los alumnos (2020-2023) 2

2020 | 2021 | 2022 | 2023
He mejorado mi competencia lingiiistica con esta clase en general.| 97.9% | 97.5% | 97.9% | 98.1%
He mejorado mi competencia lectora. 80.1% | 83.4% | 76.0% | 72.4%
He mejorado mi competencia escrita. 45.2% | 61.7% | 53.6% | 62.2%
He mejorado mi competencia auditiva. 21.7% | 27.4% | 23.5% | 34.8%
He mejorado mi competencia oral. 18.8% | 26.2% | 22.0% | 30.2%
Grifico 9
Encuestas de evaluacion realizadas por los alumnos (2020-2023) 2
(%)
100 -
75 -
50 -
: I i '
0 I I
He mejorado mi He mejorado mi He mejorado mi He mejorado mi He mejorado mi
competencia competencia competencia competencia competencia
lingtiistica con lectora escrita auditiva oral
esta clase general
H 2020 2021 2022 W 2023

2. Resultados de las encuestas del afio académico 2022

En las encuestas, también se incluyeron secciones donde los alumnos pudieron expresar
libremente sus opiniones sobre la clase. Como era opcional dejar comentarios, se puede inferir
que las impresiones que se plasmaron fueron sinceras. En las encuestas de 2022, se recogieron
comentarios libres de un total de 162 participantes de los 578 encuestados (véase el Anexo
C). Se han seleccionado 26 opiniones relativas al libro de texto; 21 de estas, destacadas en
negrita, corresponden a quejas sobre la dificultad del texto, lo que representa un 3.6% del total
de encuestados. Este dato pone de manifiesto el impacto que tuvo el ELElab en los estudiantes,
quienes probablemente lo consideraron diferente a los libros de texto que habitualmente
utilizaban en sus clases de idioma.

Por el contrario, se encontraron también opiniones positivas sobre la clase, resaltadas en
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cursiva. Son solo cinco, lo que supone en cantidad un cuarto respecto al total de las opiniones
negativas, pero muestran asimismo la satisfaccion por la manera en que se han realizado las
clases, con comentarios tales como “Participé mucho con motivacién y lo pasé muy bien”, o
“Me gusto6 porque habia ocasiones de comunicarnos en espafol”. Esto demuestra que, mas alla

de estudiar, los alumnos pudieron practicar la lengua.

3. Resultados de las encuestas del afio académico 2023

En las encuestas realizadas en 2023, obtuvimos comentarios libres de un total de 164
participantes de los 635 encuestados. De estas respuestas, se seleccionaron 20 opiniones que
abordaban especificamente temas relacionados con el libro de texto y la administracion de la
clase (véase Anexo D). Se identificaron 10 quejas sobre el libro, las cuales se presentan en
negritas, mientras que las opiniones positivas respecto a la administracion de la clase estan
resaltadas en negrita y cursiva, siendo un total de 9.

Se observa una tendencia mas favorable en comparacion con el afio anterior, ya que las
opiniones negativas sobre el libro de texto representan solo el 1.6%. Ademas, hemos notado un
incremento en las opiniones positivas, especialmente en cuanto a la administracion de la clase,
con comentarios tales como “Pude recordar muchas palabras gracias al aprendizaje grupal y a
las clases activas, donde hablaba con la persona que tenia al lado en clase”, o “Ademas, siempre

trabajabamos en parejas, lo que me ayudo a concentrarme mas y aprender mientras entendia”.

Conclusiones

La adaptacion de las clases de lengua extranjera al MCER es esencial para que los
estudiantes desarrollen capacidades lingiiisticas basadas en estandares internacionales. Este
marco, con su orientacion por tareas y enfoque comunicativo, impulsa a las instituciones
educativas a actualizar su curriculo, metodologia y evaluacion, con el fin de ofrecer una
educacion de mayor calidad a sus alumnos.

La Universidad Rikkyo ha comenzado a afrontar este desafio en sus clases de lengua
extranjera, lo que ha representado un cambio significativo frente al sistema tradicional de
enseflanza. En particular, en la ensefianza ELE, la adopcion de un libro de texto que siga el
MCER ha facilitado que tanto docentes como estudiantes se familiaricen con los contenidos y
la dinamica que propone este marco. La introduccion de dicho libro de texto hace dos afios ha
permitido que la transicidon y adaptacion al nuevo curriculo sea gradual, evitando un cambio
abrupto.

No obstante, se ha observado que la adopcion de este nuevo libro de texto ha generado
también ciertas resistencias, especialmente por parte del profesorado. Sin embargo, cada vez
mas docentes estan familiarizandose con este material. Es importante reconocer que no existe
un libro de texto perfecto y que tanto alumnos como profesores pueden tener diferentes niveles

de satisfaccion con el material utilizado. En este contexto, podemos concluir que el uso del
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texto ELElab no ha sido del todo desfavorable y que las evaluaciones sobre la concepcion y
desarrollo de las lecciones han mejorado, posiblemente como resultado del creciente dominio
que han adquirido los docentes.

Asimismo, otros cambios llevados a cabo desde este afio académico 2024, tales como
los relacionados a la dinamica de clases y a la adopcion de exdmenes comunes, han contribuido
a adaptar la ensenanza ELE a los parametros principales del MCER.

En resumen, la implementacion del MCER presenta un reto para nosotros como
docentes. Cambiar el enfoque de ensefnanza es complicado, pero gracias a la experiencia de
estos ultimos afios, hemos podido ir mejorando y ajustando el plan de estudios, la metodologia

y evaluacion en pos de mejorar la ensefianza ELE en la universidad.

Referencias

Chomsky, N. (1965). Aspects of the theory of syntax. MIT Press.

Council of Europe (2020). Common European Framework of Reference for Languages:
learning, teaching, assessment — Companion volume. Strasbourg: Council of Europe
Publishing. www.coe.int/lang-cefr

Diaz-Corralejo, J. (2002). El marco comun europeo de referencia: una herramienta transversal,
multicultural y modular para un cambio de paradigma. En Salaberri, S. (Coord.), La
lengua, vehiculo cultural multidisciplinar. MECD-ISFP, 49—60.

Fernandez, S. (2011). Nuevos desarrollos y propuestas curriculares. Programar a partir del
MCER. Revista de Didactica de Espariol Lengua Extranjera, 12, 3—64.

Instituto Cervantes. (2002). Marco comun europeo de referencia para las lenguas: enserianza,
aprendizaje, evaluacion. Madrid: MECD-Anaya.

Robles Avila, S. (2019). 4 vueltas con el enfoque orientado a la accion: leyendo las nuevas
aportaciones desde el volumen complementario del MCER (2017). Alabe 19.

Sanz Muifioz, S. (2005). El reto de la evaluacion siguiendo las directrices del Marco de

Referencia en el contexto educativo espafiol. Glosas Didacticas, 14, 37-45.


http://www.coe.int/lang-cefr

La implementacion del MCER en la ensenanza ELE en Japdn: una experiencia desafiante con los niveles A1-A2 en la universidad

Anexos
Anexo A: El syllabus de 2020 y 2021

[{#3 D B#E / Course Objectives]

ANA VEAOERGEEZY, BCHENMBEHSFNERRD AT VEEORHZZICOH 5,

Students learn the basic structure of Spanish and acquire elementary expressive skills, such as self-introductions, and general knowledge
on the Spanish-speaking world.

[##%DAB / Course Contents]

NEFAOOEREHE HEREORERE, MELEN, BCRARERLEETS. BENTAMIEZRET,

On basic grammar comprehension, students perform role-playing excercises, learn important expressions and practice simple sentence
composition and self-introduction. Drills are included as appropriate.

[{85£51H / Course Schedule]

-

NFERS

AFEHER, XOfME

K425 (/) X sertBEH
AR 2 EDbeE)F

HAFFDE WG T (ser, estar, hay)
FLEIRTERH OB

FERERS OEEF

StRIRTE R D EYEE

StRIRTERH O EhEE

SRR OBN EZ0RE
SURRERS OBN & Z0RR
EHERERSTOEE EZ0RR

13 EREAERE & = AR

14 FEHERA

I SADFRICIECZDRIEB D

B - R - R TR N ]

=3
- = = i = I .

n

I~
i}

[E05EA (FE - #8F) O%E / Study Required Outside of Class]

BEEORT, FEUBEOERICES &,

[RE#EEE{M 4% - B#E / Evaluation]
138 (Kind) EIE o) B (Criteria)
FEA (In-class Points) 100 HRIDFWEAOEINEG0%)
BHT A b RUEBY(70%)
{E# (Notes)

EruTe{gEtiEbhs.
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Anexo B: El syllabus de 2022

[{2%DE® / Course Objectives]

AT MEEOBRNEEEML, DENCL EDNIBREMRLELT, WS L—XEERTISL IR LEERETE, [
Sl AN MO ERCELD,

Students will be able to acquire knowledge of Spanish basic grammar rules, understand and use commen expressions for everyday life.

Also become familiar with Spanish-speaking weorld's culture and habits.

[ DME / Course Contents]

A—0Ow/CHELRERES (CEFR) CERLEFFARERAL, EECHTOARCEELcEEEELTFI T ET RT3, ShiKLNA
S EOEER (M - BT -850 W) BNASVALCERIEDD, BRI NEREES,

Using CEFR-based textbook, students will carry out o variety of useful activities related to everyday scenes whereby they can improve

their listening, speaking. reading and writing skills.

[#2%EHE / Course Schadule]

1 U ERETE
ik - B STILTFSY B, 8T (0~100)

2 WESEMETS. EETER REEES
E - BRSEEA. B 78, 858

3 EBETRIDERESES
IR - B ER AR, serLestar

4 UV2EEOCENVTREST
iE - B/ EREREEONEONE

5 WFEPHEELWTET
I - B S ERERERODEORY, FEE. BYE
& UZEEMeRRERGEORIEDTE
HE - B/ EREREEODEOEE., RiNE. et
7 OEE
FIAOEREGL TESLOMEED
] U {EEPFERIC2WTET
E - RS PA

9 udiiFriRic oW TET
S - B BERT R

10 U4 ERPERERGED/RIEDTS
i - B /EEONE. BT
1 USHSRERS, ERO—¥ - F—HERT
E - B FE - B8
12 UsHELEDESEDTS
E - ERSRED - BS  ENTEE
1B UWNILPLARZTROEDTS
X - RS RERTRE

W EEBHEGR
FIAGEREG LTS L0aEEN

[B¥EEY (FE - #8S) 0%8 / Study Required Outside of Class]

FH &R (WS00RE) %l
e EmhroaTes

[ ER PRI 3% - 33 / Evaluation]
3 (Kind) B %) B (Criterio)
A (In-class Points) 100 FBEDERE A ORI 30%)
EWT A~ BFRHPT0R
% (Motes)
BrEFTRECH B bR,
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Anexo C: Comentarios libre

s de alumnos del 2022

ETHRLSBEICEMT S EHTEELE

(LRI RN, o T2 2= — 2 a2 PSS LA

o I ik b 9 Lo 7
3 [pREs S D i KL BB AP R ER S,

4 @ e RcaaTHEL I,

! 57 ) & e R~ SERFEL THSBESS 305 BD o |Rs0 im0 HiEESS 0 Th LT FAMIC o< 5 &l

7o

ATHZTLE o7,

I?ﬁ(ﬂ%ﬁ?ﬁ}# URISEQIAN
LD 22 D AT < v

BRERS» D it v,

7 oY it WEREOFFEL T LB VET, R DA 2513 LT F
A lemmsbrvic v, bo L HEREL RS TRLD -
7z
o |mEsrs 2700729 C. BRELOT o220,  |FHNECHLECTRAD Do 12
10 BERERFEIILE ICIELVWERL L
| et vomiE R T L iee b BT Cnfearas LR
THL o7z, VR=vVJ/EHLTES
ASA VDT TOIRITIATE 72 < 78 3 & 5 75, BUIK%
Pz o namea s CRecu R G b, [PrREse SPLIRLL v LB
13 PeEspEL o7 frp@sbr ) Fou

Vit S N ZBRES & THIRVIT o720, BARER X
KBz 72,

BREZHRARTELAEZDDILT ERE,
B # RER VI e TTE S,
AR L CRELCETEIRITbAbELTBVTIEL Y,

[EE OB Lo 9 b

L2 ATV, BREOENEHRARIELA Rk
B, 72 FAERATRTNIETNT e ZHBDLAELL
L 5,

16 fIBRIED S < T b T b o1 o

17 frRtE a2 0 1 v

18 fEhE s b2 b I o

. prEsa s Y I nTT, OBED 2 IR XS, bo

VTN BDELIVEF LT LEREVET,

a7y virdechliRLE &, AEYECMEzFiELw

FiEEAW b, —A—ABEE T 28, 727 I ARELD
Bk CREERY Ob b o, HESBELHEBLTIES
3L RIIBENDDY E LR, HBI NG o LREEHSE

20 DY T, IRLRT o2 TT, IBRiczo Tz,
S ZHEDN - BRIBICEL T, ok oW, &
hEPSTECRAL
D1 BRErL T o Ihn
HRIZ DD Y TS 1P, EBHTL Dok,
D2 BERIED DA D T HWFTZ N7 RTHHL T N TW2D T,
I EETE 2,
3 e T
pa [EmI% Lo wBHA R ot EEvE LA, lemEsbry oo
T‘i‘%?%&:x 74‘}‘ ZEO T EIo7201EH Y 7537‘:‘75“37‘:'6‘ P revrunsscizemebrbrporocs s hLE
D5 I3, B ppt BIEH ORI > T Y, flio 72 EDHI A LWL b OREE 7o 72 T
Lotz b YT hro/zTT,
D6 W7V vV F MEEL bl 2 5 TL o 72TF, VR=VI/PELITEE L,
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Anexo D: Comentarios libres de alumnos del 2023

IVEBEILNT, LThbhVIT oz,

I | Bfficito THOEAEXERFHA LY, 274 | HEVHRBICE > 2RENE TR AVED TR IC
FEHFT B EBREPEF EAL S AL, M TR R RT3 L 2 IChPHLPTH - T,
2 BRENDR Y TS
3 e BRELEETE 2,
SeE DRV A B o 72, (T 4050 B 75 Lo,
4 1 7740 DFELDOIBDLLYRThodb HHEEIIDD VT hoD b
S | 8L LFEEHDSZ S TLVHBEDIFSEZEHT
&%
6 | EBBIc G575 CRICH L 2 0 58 & & CHIEE A
FSEEoR
T | £EBHEREICEYTCEE L 5 LA TREL TS
tZA
8 | BECHONLELE > THRDEIN—TEFPT 2 s
T 1 THBEDED I THEICHE S HE 2 o7
9 452 r%fForzhLTnT, RERELS) v I H
BT hote, Fh, XFT—2#EHToTHT,
L VEFL, BEL D6 FFTEE,

10 WERHELTE S, 72 OWMERIFLNLTE 2, 5
FUNTF A D) fHEL o TETRMBMLE DLW
WORIE-EY LTV, VRV ZOMEENH
LOICELTED, YIEERHFICLTWB L IXEX
v, ERRIRE T XEH 0,

WY Foed 2 L TES & &350 0770 B D .

PEICHNE A S SCEFL LT Dok, -

12 BRER DI IHWN

Bl3griorU—FAV IFEoizhb BRE, MO TEECEELr o

14 . . BRERS Lbp iz v, EREOXEOHART

SRS AR 2 e WChR, ok HARBTHELTIEL L,

I5 | RlEa#LBE S |

ARA VEEFED TOANC W E R Y RFE 2B 3¢ | KRBICHH D Iodh o,
%,

16 Sometimes it is difficult to understand the text. The
explanation of the grammar is not enough for Japanese
student.
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Anexos (traduccion)

Anexo A (traduccion): El syllabus de 2020 y 2021

Objetivos del curso
Aprender la estructura basica del espafiol y adquirir habilidades expresivas elementales, como
presentaciones personales, y conocimientos generales sobre el mundo hispanohablante.

Contenido del curso

Después de la explicacion gramatical, se realizaran ejercicios de practica, repeticion de
expresiones importantes, redaccion de frases simples y practica de expresion personal. Se
incluiran pequefias pruebas seglin sea necesario.

Plan de clases

1.

A S el

Letras y pronunciacion

Sustantivos y articulos, estructura de la oracion

Pronombres (sujeto), estructura de la oracion, ser y adjetivos
El verbo "to be" en espafiol

Distinguir el uso de los verbos basicos (ser, estar, hay)
Verbos en presente de indicativo

Verbos en presente de indicativo

Verbos en presente de indicativo

Verbos en presente de indicativo

. Verbos en presente de indicativo y sus expresiones
11.
12.
13.
14.

Verbos en presente de indicativo y sus expresiones

Verbos en presente de indicativo y sus expresiones

Pronombres de objeto directo y construcciones en tercera persona
Resumen y aplicacion

Puede haber algunas variaciones segun la situacion de la clase.

Estudio requerido fuera de clase (preparacion y repaso)
Fomentar la préctica del repaso. Seguir las indicaciones de los profesores responsables.

Métodos y criterios de evaluacion

Tipo Proporcion (%) Criterios

Puntos en clase 100 Participacion en cada clase (30%)
Diversas pruebas y entregas (70%)

Notas:

Se evaluara no solo la forma, sino también la calidad.
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Anexo B (traduccion): El syllabus de 2022

Objetivos del curso

El objetivo es que los estudiantes adquieran conocimientos de las reglas gramaticales basicas del espaiiol,
comprendan y utilicen expresiones comunes para la vida cotidiana, y al mismo tiempo se familiaricen con la

cultura y las costumbres del mundo de habla hispana.

Contenido del curso

Utilizando un texto basado en el Marco Comun Europeo de Referencia para las Lenguas (CEFR), se llevaran
a cabo una variedad de actividades ftiles relacionadas con situaciones cotidianas. Esto permitira a los
estudiantes desarrollar de manera equilibrada las cuatro habilidades del espafiol (escuchar, hablar, leer y

escribir) mientras aprenden los aspectos gramaticales fundamentales.

Plan de clases
1. Ul Realizar saludos

Gramatica / Vocabulario: alfabeto, nimeros (0—100)
2. Ul Hacer una presentacion personal, mencionar nacionalidad, edad y profesion
Gramatica / Vocabulario: adjetivos, género y nlimero, articulos, pronombres demostrativos
3. Ul Utilizar expresiones ttiles en clase
Gramatica / Vocabulario: pronombres personales de sujeto, ser y estar
4. U2 Hablar sobre habitos y acciones diarias
Gramatica / Vocabulario: practica de verbos en presente de indicativo
5. U2 Hablar sobre planes y frecuencia
Gramatica / Vocabulario: practica de verbos en presente de indicativo, pronombres posesivos,
palabras interrogativas
6. U2 Preguntar y decir la hora y los momentos

Gramatica / Vocabulario: préctica de verbos en presente de indicativo, preposiciones, superlativos

7. Repaso
Puede haber algunas variaciones segun la situacion de la clase.
8. U3 Hablar sobre vivienda y familia
Gramatica / Vocabulario: lugares y posiciones
9. U4 Hablar sobre la ciudad y la region
Gramatica / Vocabulario: caracteristicas fisicas y personalidad
10. U4 Preguntar y decir direcciones y lugares
Gramatica / Vocabulario: atencion telefonica, medios de transporte
11. U5 Expresar preferencias, mostrar acuerdo y desacuerdo
Gramatica / Vocabulario: causas y razones
12. U6 Hacer sugerencias y recomendaciones
Gramatica / Vocabulario: alimentos, productos y platos tipicos
13. U6 Interactuar en bares y restaurantes
Gramatica / Vocabulario: presente continuo
14. Resumen y aplicacion

Puede haber algunas variaciones segun la situacion de la clase.

Estudio requerido fuera de clase (preparacién y repaso)
Preparacion: Estudio de vocabulario (aproximadamente 500 palabras)
Repaso: Estudio independiente, como tareas

Métodos y criterios de evaluacién

Tipo Proporcién (%) Criterios

Puntos en clase 100 Participacion en cada clase (30%)
Diversas pruebas y entregas (70%)

Notas:
Se evaluara no solo la forma, sino también la calidad.
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Anexo C (traduccion): Comentarios libres de alumnos del 2022

1 |/ Disfruté mucho de las clases!
|E'sti bien t tant tunidades de c ic . , s
2 STUVO Dlem fener tantas oportunidades de Comunicarse en o yybiera gustado aprender un poco mas de gramatica.
espaiiol.
3 El libro de texto me parece dificil de entender y no es
adecuado para repasar.
4 Dificultad para estudiar por mi cuenta a partir de un libroj
de texto.
. - [Muchas de las palabras me eran desconocidas, asi que si las
[Fue bueno tener tiempo para hablar en espaiiol con la gente
5 letras estaban un poco desordenadas, las recordaba
(que me rodeaba. .
incorrectamente.

¢ [F!libro de texto es dificil de entender. El libro de texto es dificil de entender-

[Las explicaciones son confusas.
5 Icreo que me ayudaron con el libro de texto dificil de Me gustaria tener traducciones al japonés, efc.
entender.
3 El libro de texto es dificil de entender; hubiera querido
mas problemas de practica.
o ILa cantidad de informacion no era ni demasiada ni poca, |Las tetras eran pequeiias, un poco desordenadas y dificiles de
asi que fue facil de entender. ver.
10 Me parecio que el libro de texto en si era dificil para los
rincipiantes.
1 IFue divertido aprender sobre Espafia, no solo el idioma, sino Fm progresion fue un poco rapida, y los audios eran
también su cultura y comidas. demasiado dificiles.
|Me mostraron muchos videos que Qe_sperFaron mt .mtere,s Y Ipienso que seria bueno si el libro de texto fuera un poco
12 fcon los que me entraron ganas de viajar, incluso si no sé fore
~ mas facil.
hablar espaiiol.
13 IEl profesor fue amable. IEl libro de texto es dificil de entender.
El libro de texto deberia estar hecho para japoneses. Es
14 El libro de texto fue muy dificil de manejar, asi que apreci¢  Jdemasiado severo tratar a los que lleguen tarde como
los materiales repartidos. ausentes. Espero que los profesores traten el tema de la
ronunciacion y el avance de las clases.

Senti que era un poco inconveniente tener que tomar
15 Es util para repasar. muchas notas, porque casi no hay explicaciones
ramaticales en el libro de texto.

16 |Habia muchos problemas de practica y era facil de entender. [El libro de texto es dificil de usar.

17 IEl libro de texto es dificil de entender.
18 IEl libro de texto es dificil de entender.

El libro de texto es dificil de entender. Creo que seria mas
19 facil aprender si este fuera mas sencillo, como en las clases

de otros idiomas.

espués de hacer los ejercicios, al momento de confirmar las
soluciones, no las escuchabamos bien. Pude entender las
espuestas cuando el profesor las repitio, pero cuando no las
epetia, mis respuestas eran vagas. Respecto al libro de texto
utilizado este semestre, habia demasiada gramatica y
[vocabulario que no habia aprendido, lo que me confundio.

20 JGracias a los impresos pude repasar en casa.

21 JEl libro de texto es muy dificil de entender.

ldunque el libro de texto es dificil de entender, fue prdctico y
estuvo bien. Las partes dificiles de entender del libro de texto

22 fueron explicadas con PowerPoint, asi que pude entenderlas
bien.

23 JEl libro de texto es dificil de entender.

24 [Hubo un ambiente en el que era facil hacer preguntas. IEl libro de texto es dificil de entender.
[Agradeci que enviaran las diapositivas después de la clase. El JLos audios eran demasiado rapidos y apenas pude

25 Jopt de la clase era util y contenia muchos ejemplos de la entender, asi que hubiera querido escuchar materiales de
gramatica aprendida, asi que fue facil de entender. un nivel mas facil.

26 |E1 material de clase complementario fue muy bueno. ILos audios eran demasiado dificiles.
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Anexo D (traduccion): Comentarios libres de alumnos del 2023

1 Leer en voz las respuestas a las preguntas y Las clases no se basaban en los libros de texto, por lo que
compartirlas con mis compaiieros mejoro mis no me quedaban claras qué partes de la gramatica debia
habilidades de escritura y lectura oral. estudiar para los examenes.

2 El libro de texto fue dificil de entender.

3 . . El libro de texto tenia demasiado contenido.

Lo que decia el profesor era interesante. .
No entiendo nada.

4 Porque la forma de organizar los archivos era clara. El material en si era ficil de entender.

5 Pude adquirir mds conocimientos porque se trataban
temas generales.

6 Ya que nos expresabamos en voz alta, nuestro nivel de
comprension aumento significativamente.

7 Las clases se imparten de una manera que permite que
todos participen en clase.

8 Pude recordar muchas palabras gracias al aprendizaje
grupal y a las clases activas, donde hablaba con la No tengo comentarios.
persona que tenia al lado en clase.

9 Se usaron ilustraciones, por lo que las anotaciones en la
pizarra y los impresos eran muy faciles de ver.

Ademas, siempre trabajabamos en parejas, lo que me
ayudo a concentrarme mas y aprender mientras
entendia.

10 El contenido es demasiado dificil. El alcance de las
preguntas del examen es demasiado amplio. Los
cuestionarios se realizan cada vez de forma diferente, por lo
que no estoy seguro qué estudiar.

El nivel de dificultad auditiva es claramente demasiado
dificil.

No creo que esta clase esté dirigida a principiantes. Todo lo
anterior son para las clases de los dias x.

11 Debido a que teniamos que hacer mds matemdticas y
escribir mds, era relativamente mds facil de recordary | No tengo comentarios.
concentrarnos que en otras clases.

12 El libro de texto es dificil de entender.

13 Se presentaban ppt con buenos restimenes. 5: lebro de texto fue dificil para aprender por primera

14 El libro de texto es un poco dificil de entender. La

, S explicaciéon de la gramatica en el libro de texto no es
Me gusto que el profesor fuera simpatico. . , . , .
exhaustiva. Me gustaria que hubiera mas explicaciones en
japonés.

15 iEl libro de texto es demasiado dificil! Por ejemplo, una
persona que esta comenzando a aprender espafiol tiene Realmente era dificil de entender.
que realizar una conversacion de inmediato.

16 A veces es dificil de entender el texto. La explicacion de
la gramatica no es suficiente para los estudiantes
japoneses.

17 Habia muchos ejercicios prdcticos y eran faciles de

entender.

18 La explicacion fue buena, se pudo practicar
conversacion, habia cuestionarios, se presentaron No tengo comentarios.
aspectos culturales y se investigd mediante tareas.

19 Las clases del profesor/a XXX tenian objetivos claros y
eran muy faciles de entender. Las tareas también eran
ideales para repasar lo ggrendldo en CI?SE' El libro de texto es dificil de entender y caro.

Por otro lado, me pareci6 que era dificil entender lo que . .
decia el profesor/a YYY durante la clase, y que resultaba Quls} era que se mejorara, ya que las clases se desarrollan en
P . ¢, ¥ 4 funcion de eso
muy confuso. Ademas, a menudo escribia de manera
desordenada en la pizarra, lo que no daba la sensacion de
querer que los estudiantes entendieran.
20 No me ensefiaron qué significaba la gramatica que

aprendi en clase ni como usarla, por lo que era muy
dificil de entender.

El libro de texto es dificil de entender.




Research Brief

Assessing a Hard-CLIL Course Through Student
Presentations

Kevin Thomas

Abstract

Following previous research by the author (Thomas, 2023), in which a hard-CLIL
approach to a Lecture and Discussion course was chosen. This paper concerns how
assessment can be done during such courses. When using hard-CLIL, there has
been debate over whether language should be considered in assessment. There is
consensus that it should, but there are no guidelines on how much it should contribute
to final grades. The course was institutionally required to include a final summative
assessment. A 20-minute spoken presentation was decided on as the medium of this
assessment. The presentation was assessed using a content (80%) language (20%)
breakdown. A rubric was created as a measurement tool and was given to students
to help them prepare for the assessment. Following the assessment, students were
interviewed about the speaking assessment in terms of its relevance to their learning
goals, the choice of presentation as assessment medium, and its perceived fairness
in measuring student performance. Students were approving of the assessment
method in all respects. The paper concludes with the suggestion that assessment
criteria may need to be changed if teaching students with a different context. It is
also recommended that further research can be done into how formative assessment

throughout the course could aid students in their final speaking assessment.

Keywords: CLIL, Assessment, Rubric, Presentations

Introduction

The author was assigned a Lecture and Discussion course at Rikkyo University. The
course consisted of two 100-minute classes, conducted over 14 weeks. The course was repeated
three times, over three years. British music and social change were chosen as the theme
for the course and it was decided that a Content and Language Integrated Learning (CLIL)
approach be taken. Sato (2023) suggests “the CLIL approach considers language as a vehicle
for understanding and expressing content and does not restrict the object of interest to either L2
proficiency or content knowledge” (p. 353). In other words, language is taught in CLIL classes

not for its own sake, but to enable learners to understand and express content knowledge. CLIL
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has been argued to not be a defined pedagogy, but an approach that allows course designers to
adjust the balance between content and language according to student’s language levels and
needs (Coyle et al., 2010). An approach focused more on content, can be defined as “hard”
CLIL, while an approach focused more on language is defined as “soft” CLIL (Ohmori, 2014).

The author chose a hard CLIL approach and designed the course with reference to
CLIL’s theoretical underpinnings, The 4Cs and The Language Triptych. The course was
assessed through a presentation in which students were graded completely on their knowledge
and explanation of content. This was decided as students had taken numerous language-based
courses at Rikkyo University, and was thought to be motivating. During the first two years of
the course, research was done into students’ perspectives on the “hard” approach to CLIL and
how it related to their reasons for taking the course. The research concluded by suggesting the
approach to course design was justified, but further research needed to be done into how such
hard-CLIL courses should be assessed (Thomas, 2023). It was decided that the findings of this
research should inform the assessment of the 3™ cohort of students.

It has been claimed “Assessment is one the most controversial areas in CLIL mainly
due to the lack of guidelines, the treatment of language aspects, and the difficulty of finding
assessment tools” (Otto, 2017, p. 1). Therefore, it was decided that student perspectives on the
assessment tool should be sought post-assessment to ascertain whether the assessment was

deemed fair and cohesive with their learning goals.

CLIL and Assessment

It has been argued that the uniqueness of CLIL courses is their focus on content delivery
and it has been debated whether language ability should contribute to students’ grades (Morton,
2019). However, it has been contended that if language is not assessed, learners will not be
motivated to improve their language which may lead to students being unable to comprehensibly
communicate content (Aguilar & Rodriguez, 2012). Morton (2019) warns against putting too
much weight on language competence warning “we may be unfairly penalising those students
who understand the content very well but have numerous ‘surface’ errors in their writing or
speaking” (p. 13). There is general agreement that as in course design, both language and
content need to be present in CLIL assessment, and that these elements can be assessed
separately or through integrated assessment (Kavanagh, 2019).

Assessment can be divided into formative and summative. Formative assessment is
done throughout a course at regular intervals and is used to help learners recognise and improve
weaknesses in language ability and content knowledge (Otto, 2017). Summative assessment
is done at the end of the course for assigning grades. Content and language can be assessed
separately for formative assessment but should both be present in summative assessment
reflecting the design of the course (Sato, 2023). Integrated summative assessment methods

include written essays and class presentations.
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It has been suggested than summative assessment can provide formative help for
students if assessment criteria is given to students in advance (Ulker, 2017). Yamamoto and
Nitta (2021) suggest one way of doing this is giving detailed rubrics to students, they argue
rubrics “make it easier for students to set clear goals and objectives and support student self-
evaluation” (p. 131). Rubrics can contain determiners of language ability and content related

higher-order thinking skills which students should display to obtain a certain grade.

Assessment Design

Assessment criteria for the lecture and discussion course was set by the university with
a breakdown between, active participation (30%), classwork and homework (40%) and final
assessment (30%). The final assessment component is discussed in this paper. A hard-CLIL
approach was taken to the class which was positively evaluated by the first two cohorts of
students. Approval was based on student’s reasons for taking the course and their learning needs
(Thomas, 2023). The final completely content-based assessment was conducted at the end of the
course and students were not given post-assessment feedback on how to improve performance.
It could therefore be considered to be summative assessment which is mainly used to assess
content (Morton, 2019). Performance tasks such as presentations have been seen as suitable for
summative assessment (Otto, 2017), providing a more “real-world” task (Morton, 2019, p. 15)
in line with CLIL’s goal of providing an authentic learning experience. Presentations were used
for the first 2 cohorts of students; therefore a new assessment method did not need to be created
for the 3 cohort. However, a measurement tool for the speaking assessment needed to be made
including both language and content elements widely believed to be necessary for effective and
fair CLIL assessment (Kavanagh, 2021).

The speaking assessment for the course consisted of students giving a 20-minute
presentation on a course-related theme. Students had all taken a presentation course in the
past, so had learnt language and skills necessary for such an assessment. The content of the
presentation could involve detailing the history of a band, describing a musical movement, a
trend in music or an exploration of how music has been used in an attempt to achieve social
change. These themes were explored in the lecture portions of the course. Students were
required in their presentations to include discussion of an appropriate topic, display evidence
of research and depth of content comprehension, and create slides including examples of the
music under discussion. The final grade would be based on language ability (20%) and content
knowledge and explanation of content knowledge (80%), reflecting the language and content
balance of the course.

A rubric was created, rubrics “divide the learning objectives into different sub-categories
(...) and also specify different levels of performance (...) Each level needs to have a descriptor
which clearly describes what performance at that level looks like” (Morton, 2019, p. 17).

Rubrics can be newly created or adapted from existing ones, for example Yamamoto and Nitta
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(2021) adapted CEFR descriptors when designing CLIL courses. The author chose to adapt the

IELTS test speaking rubric due to his familiarity with the rubric and growing awareness of the

rubric in Japan. There has been a government initiative to encourage taking of the test (Golder

et al., 2012) and the test is increasingly being used as a university entrance exam (Iwashita

et al., 2021). The rubric was given to the class four weeks before they were assessed.

convey meaning
of the topic

Figure 1
Speaking Assessment Rubric
Language Content
Grammar Pronunciation | Topic Evidence of Depth of Materials and
(10%) (10%) Appropriacy Research Understanding | Slides
(20%) (20%) (20%) (20%)
Grammar Pron issues Topic is fully Evidence of Presenter Slides very
mistakes cause |cause no appropriate significant displays deep informative.
no difficulty of |difficulty of to the course. research shown. |understanding | Materials help
understanding  |understanding | A music Wide range of topic illustrate both
movement is of appropriate music topic and
discussed in terminology social context
a clear social skilfully used
context
Grammar Pron The topic is Topic is Presenter shows | Slides very
mistakes very |issues very appropriate appropriately significant informative.
occasionally  |occasionally |although researched. Use |understanding | Materials help
make the make the musical or of terminology | of topic illustrate music
presentation presentation social aspect allows full topic or social
difficult to difficult to may be less understanding of context
understand understand developed issues discussed.
Grammar Pron issues Topic is Research from | Presenter shows | Slides
mistakes sometimes make | appropriate, variety of reasonable informative.
sometimes make | the presentation |although social |sources shown. |understanding |Materials
the presentation |difficult to or musical Topic related of topic. clearly related
difficult to understand aspect may be | terminology to topic and help
understand superficial used to give illustrate music
general topic or social
understanding context
of topic
Grammar Pron issues Topic is Some research | Presenter Slides
mistakes often | often make the |somewhat shown. Some shows some provide some
make the presentation related to the topic specific understanding | information.
presentation difficult to course. terminology of topic Materials
difficult to understand used loosely related
understand to topic.
Grammar Pron issues Topic is Little evidence |Presenter shows | No or very
mistakes make |make the unrelated to the |of research little or no limited materials
the presentation |presentation course shown. understanding | and slides
very difficult to |very difficult to Terminology of topic
understand understand unable to
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Research Questions and Methodology

It was deemed that research should be done into students’ perspectives on the hard-
CLIL inspired approach to course design and the perceived helpfulness of the rubric. Research
results would be used to inform the designing of future courses. The research was conducted to
ascertain, 1. If the balance of the speaking assessment reflected students’ reasons for taking the
course. 2. If a presentation is deemed to be a fair speaking assessment tool to measure course
performance 3. If the breakdown between content and language detailed in the rubric was a fair
assessment of course performance.

The qualitative approach of a group interview was used as they allow students to explain
why they have certain perceptions and to react to other students. The three students in the class
were interviewed for 20-minutes during the course reflection part of the final lesson. Ethical

approval was provided according to institutional procedures.

Results and Discussion

The students interviewed will be referred to as students 1, 2 and 3. When asked about
their reasons for taking the course, student 1 said “I’m really interested about British rock music
(...) also, I want to improve language skills.” They gave their preferred breakdown as “70%
content and 40% language.” Student 2 said “I wanted to continue to talk to others in English
(...) Of course, I like music” while student 3 said “I am curious about the topics of the course.
I wanted to improve listening and speaking.” In summary, two students identified content as
their main reason for taking the course but said they also had language learning motivations.
One student expressed their reason for joining the course as mainly language acquisition-based
but expressed an interest in content. These comments arguable justify integrating content and
language in the speaking assessment as it reflects their goals for taking the course.

Concerning whether a presentation was seen as a fair method of assessing course
performance, student 2 said “Presentation is a really good way (...) we are trained how to
explain music (...) our language skills improve.” This was taken to mean that the student
through explaining the content they had learned that they could improve language proficiency.
Student 1 said “We can choose what [music related topic] we like. We can enjoy to prepare (...)
it’s really good for students.” This student thought the presentation was a good assessment tool
as it allowed them to focus on the content that interested them, reflecting their content-related
reasons for taking the course. Student 3 said they agreed with what the others had said and
added that the 20-minute duration of the test was “not too long and not too short, good way.”

When questioned whether the breakdown of content and language detailed on the rubric
was a fair assessment of course performance, student 2 said “I think the balance is the best,
[the rubric] helped me prepare.” Student 3 added “I think it is fair, it is the right thing to assess

grammar skill [in addition to content] made me take care of grammar.” Student 3’s comment
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illustrated the motivating effect of including language criteria in assessment. Student 1 said “I
learned presentation and debate. We already know such a good balance. Some people want to
improve English, so they want you to assess language skills” This was taken to mean students
already had language skills from previous courses and didn’t think this should be the focus of
assessment. However, language should be assessed as it motivates those who want to improve
their language skills.

Overall, it seems the speaking assessment was related to students’ learning goals
and therefore would make the course meaningful to students. The use of a presentation as a
measurement tool of course performance was seen as fair, with students indicating that it gave
them the chance to focus on content of interest while motivating them to use language well. The
breakdown between content and language indicated in the rubric was also seen to be fair with
students saying the inclusion of language assessment was motivating, and one student saying

the rubric helped them prepare.

Conclusion

This paper detailed choices made in the design of a summative speaking assessment
for a class taking a hard-CLIL approach. Students showed satisfaction with the choices made
around assessment. The approach while suitable to students in the class concerned may need
to be adapted in different contexts. Lower-level students may need more language help and
a soft-CLIL approach may be more suitable. If this were the case, the speaking assessment
criteria may need to be more language-weighted to accurately measure what has been taught
throughout the course. The students detailed in this paper were previously taught presentation
skills, allowing them to combine what was taught with the previous language. If this were not
the case, students may need to be taught presentation skills and assessment may need to be
adjusted to motivate students to display these taught skills.

The final speaking assessment discussed in this paper accounted for 30% of student’s
final grade. Further research needs to be done into how the remaining 70% could be effectively
assessed. Formative feedback was given informally to aid language learning and content
comprehension during class participation and on class and homework tasks. However, this
could be done more formally, an investigation of formative assessment may contribute to

improvement of the course.
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5)o MLIZH D LI, HWEERHZEIZOWTIE, BEBEWES2&hH b 52
5o Flo. WREHB OBIER R - FALZF-> T 5B X UYL ERERE % WF2e 55 o
HE L TWh EMELHEIZ, &R0 70% it % 5O Tz,

Bl \EH 118 % DT HH & T DR

HEE BEOESFHE TOBIRE
LELE = 5
= AF
Wi1o0~19%F
nEKEEOE
M 20~39%F
" TOth msoFER E
%EE#&E‘D B R HEMSBCXRETOERLSH
(RBHAREOFHLLST) = AEEBHTESOLZEEE)
2 HY ] ?fﬁi&?(%@!ﬁ#&ﬁ’éﬁ
miL
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W& & % a0 B O WM AR B 2 RO Ao

KL, HAOSHFHERBEOEELFIZB VT, @EHmELom Ez Bk L
FAREDS R EN TV EPOEREEZREL X HNE LT 5, B 7+ — 2 0HET
. FEHBOHFEICOWTEDEER B L TV A NI OWTOHH &) 72, &S
(21%. Pragmatic competence (FEMFIUAES)) . Pragmalinguistic competence (75575
IR s) Sociopragmatic competence (ft&FEMEIYHET]) . Interactional competence
(tHHEAT#HETI) . Speech acts (387E1T45). Face-threatening acts (7 = 1 ARELTH) .
Conversational implicatures (4% 5§ @ & %) . Routine formulae (72 % 5% 3) . Politeness
(RF 4 b R), Turn-taking NEFZCE:) O 10IHH 12 K SEMHE L EFETHRR L.
HERDOEEWZLTO) 51— PREIZEDSWTRIELTH 5 o7,

1. V722 & 2872y, T've never heard of the term.

2. HEEA W22 D3 5 A%, #HBHIZ T X %2\, I've heard of the term, but I
cannot explain it.

3HERZ MW 2 DB A0, EYNIHIATE 29 HIEN 7%\ I've heard of
the term, but I am not sure I can appropriately explain it.

4. & HLREEHANTE S B WIZHI > TV 5, 1 can explain the term briefly but
not academically.

5. MO AR TE A3 EIFFIZL < Hl> T b, Ican explain the term

academically.

KA TR LR, WINLEEHm TIIERN LR —3I /0y —Th ., 4
EFEHEICB T 2EHmIE I ofE (UTHEHRE) LEELH) E bl
DFHTERPELZ LD TH S, BT OHEMHEO M Z M O B EM O
B2 d 725 Tl Roever (2022) 12 X 2 /VMEFEHE 12 BT 5 EHIEE R 5F-l O %
*ZMWLC, BB AMR T 2 EEER L L b /2HE 2 EEISEN L
725 7B, Taguchi (2019) OE_FiEBHGRONY F7 v 7128V TH I b 0IEHH
D% I L TEILTEN, TOFHBLEHFEIIOVTHMIZL L2 -3 Tw i,

FKUIEMEEIVEATZ) 1 — FREOFHEEZ LIS, £iEx LA S IRIZIER,
A B OB HFEICE T 2 HEOEE VTR L2 D TH L, 72, M2iE, [
BB L DO E A VD D 7\ Turn-taking,  H £ FE @ Face-threatening acts, i
T Routine formulae ® 3ITHH |2 BT, MEEIEATLZRNEDO S L TDHFEE
IRLTW5,



HARO S E B BT 2 3B HRIRE ) O 0 FHE

F1 MEFHICELEHGTOEMHEICHET 5RO ES W

JEAL ki HFDEEA \V OFI9(E
1 Turn-taking 4.24
2 Politeness 4.10
3 Speech acts 3.92
4 Pragmatic competence 3.67
5 Interactional competence 3.47
6 Face-threatening acts 3.42
7 Sociopragmatic competence 3.11
8 Conversational implicature 3.03
9 Pragmalinguisitc competence 2.89
10 Routine formulae 2.78

2 Turn-taking. Face-threatening acts 3 & U*Routine formulae @ [8]% R FE 0 53 4f
EZ D

Turn-taking Face-threatening acts Routine formulae
0% 49.2%

2.2

35% 33.1%

45%
%
o7 31.4 3
%
30% 25 4
21.2
25% 19.5 %
% 16 1 16.9 16 9
20% 12. 7 %
15% 1,%
10% 7- 6%
3.4%
5% g o8
0% -
1 2 3 4 5 5 1

AR, [HOEEHHTEL6VHAS>TWE] )4 EOREDFE
fiE % #45 L 7-7H H 1%, Turn-taking & Politeness DA T, T 5 1E, FEHFHO 55 T
HENB723 T, — KA CRASIN TV EMEEELONL, —T. 568
TO6HH L, FEHMED3S5IIW R\ K212H 5 K )12, FHHEDIEM A 62T
& % Face-threatening acts (&, [FFIRYIZ S FHHADTE BT EIFFICLCH-> T 5]
% #H1L314% 1L &F D, Fﬁwt_t#&wjﬁ FHEIL195% IR ATZ S 512,
Routine formulae (2D Tld, 32. 2%73)‘ [V 2 &3] EE L7z,

BB X912, B Sk %b@%%ﬁ%@ﬁnﬁ LoTld, INHDH

1
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FEIX, FEHTRE., W|EME., FMMCBVTRIELWVEIATH 5705, HADESHE
PR CHFRHBCE I CHE D 2 B & AR R BRI ICH B 2 L2V L
720 WEREHE BT A58 EICET L H ) F 2T 28, FEMT 5O AT
F7FERETH LRI R 2R ERTL H D (Roever, 2022) , EINIZBRE L 724K
HRICBWTLZOERO—HERLTWVDLELEZ I ),

W& % OFEHIREICOVWTOEMRE ZDFEE

KETCIE, MEEOEHBEICET 2 EkE ZOFEKRIIOVWTRAT 5, £REE
8% D) b, [FEHMMWAFVOMLEZE#RL/EELZ L CwhHh, FlolgLz
EWHDHH] E VA RBINITR LT, 604 (50.8%) AS [ 5] %2, 584 (49.2%) 7%
(2] EBHZTWh, BiHOERGRTHOHEMHBEOMROEASWICE L Tk, £
R CZ NI E BV E IS AR WVERE Lo oA, RERELNH 5 L &2 - REH
FELLEICE S, 612, M31E, IBEREBRSH 5 L L7-60%D M EZ R LT
Whe HRANOHATS ., HEEB L OZ0MOEOHHE DL, wIihtd30%E ko
720 RFAEOENEZNSZD ) L7TIAHHARETH ), 47% 0 HFEREB L UOZ
DMMOEDOEH T %, & oT. WM EEDOHAOK) 6 HIFERIGEDRERD B %
EHELTEBY., HEAOHEMOEEG L) EWiERE o7,

K3 FHRHIGEORERD ) L HE L6020 RIEH L Z DR

(6.

B&
3044(50.0%)

HiEE
2644(43.3%)

S5, HIBROEMIZIA T, 2R LAZEMEHIZOWTRRD ) I — PR
FE (RO ATHIN) THETHDDOEEATLHWV, FEHEEICHET 2 ERICOW
THMAE L7z, R31E, DT OFEHTESICET 2 EMEE (HERL THRR) omlZ
Bonfhez0HEZRL TV,

1. Absolutely no!

2. No!

3. Neither Yes nor No.
4. Yes.



HARO S E B BT 2 3B HRIRE ) O 0 FHE

5. Absolutely yes!

2 FEHREICET A MEH

BT —= H S
PN AR A IV OFREZ B OFEIZ L CY ATV, Toften
ES RISV : L : -
incorporate language activities with the purpose of teaching pragmatic skills.
A AR A OV DFFEIZOWTWGAYSH %o Tam interested in teaching
pragmatic skills.
e A HEREI A F OV OFFHERIZ DWW TR CHlo T %o Tam knowledgeable in
" teaching pragmatic skills.
AR A FVAIMBORZENE) 2l L THARICHIZO 2 &R TE D L
s | B9 . Pragmatic skills can be acquired incidentally through other language
activities.
e Hr ORI, RN AF VoM EE HIFETHEZID A7z,
e I want to include language activities that facilitate students” pragmatic skills.
HrO3FEIZ, FEHmIAFVOR L2 BIFTHEZESIZID As
FEHOFEH S | TEHNTE S, Itis easy to implement instruction that improves students’
pragmatic skills.

23 FRAHEEICE 2 HMEH BT 2 &R E £ D054

BMoOF—< | REL REE2 REE3 R4 JREES
i 14 29 34 36 5
FERtARDL (11.9%) (24.6%) (28.8%) (30.5%) (4.2%)

B ; ” o . iy
(0%) (4.2%) (12.7%) (47.5%) (35.6%)
HEk > o > ¢ N
b (4.2%) (22.9%) (33.1%) (31.4%) (8.5%)
6 30 44 29 9
Paulat—ean]

[AELEESE (5.1%) (25.4%) (37.3%) (24.6%) (7.6%)
. 2 7 20 58 31
= (1.7%) (5.9%) (16.9%) (49.2%) (26.3%)

EROES S (0.8%) (16.9%) (55.1%) (20.3%) (6.8%)

FK3ZH L L HI, FEREED [EfRK] OBEMIZBW T, [FEHGRNA T VoTs
BAHZOREIZBLD ANTWS | (RE4BLVS) oREHEHIT414 T, £&F
D347% % HDO L, [EHE5TL W] (RE3) OMEERII34%4., Y ATV

79



80

WEFEHREBWIZEY ¥+ —F v 455% (JOURNAL OF FOREIGN LANGUAGE EDUCATION AND RESEARCH, VOL. 5)

W (RE1B X UN2) oMEEBERIZB4TH > 72,

FLC, [BG] GERTEEICEOD S 55, TR GEMIEEDH#IEH 5 H) .
[(MEZENE | GERmIENIIARICTIZO ), TEE] GEHEEZI) ANnb
2EIXHDH). %L“C F%Bﬁ@?&%éj (%ﬁﬂﬂﬁﬁr%ﬁ% ) ANBZENTES
)] OERHS, FERTRE [ FERRI] (2 &9 28D H 50 I2onT, ERUFGHT %
1oL 24, Fa4B LUK DRI %irwzo

#4 MIBfTHIR

o mo o oY mm 2T
FRR DL — 450 66** 24* 540 60%*
ESHIR — ST 12 68+ 3644
L — 18 540 410
BsnyY — 26* 20
=g — AT
EWEDE S & —
#) *p <.01,* p < .001, ** p <.0001
5 GEEHIREO TR ] 2 HWER L L7z E 5 70AT O R
B SEB B
(IR al w4250 (FRdERRA) (BLHEMR VR AR 550
ESHIR -0.70 12 -0.05
TG 47 .08 A4er
B5rY .06 .07 .06
=g 21 11 .18*
EWEDF 5 & A7 .09 350

1) R?=.571 * p<.01,** p<.0001
FTRTOFUEKRD VIF X 10K TH 5.

F5DIFEICEL L2 R (A EFREFEATERL) 12X 5 &0 TRLLL ThRk). TR
Bl TBERIBLY F%Eﬂw)ﬁ%éj DOFVMZERIL, HIWERTH 5 [FhEIR
D 57.1% E&EEUHZQO FREOFR LD, BOFEHREEL Lowve vy [EE] (i
REYFREIL 18) k0 &, FEHTEEO [Fk] (FREX 44) & [FEHOES & ] (1R
i 35) OF N, FERHIEEO[FERIRL ] ITEBICHELEZTWwWbLEE L5, — T,
R DFERIEEIZ RG] 2F o T b2 (REAHY -0.05). Z L CRERRIMRE 28
H%"E’mej Lo THIZOKEEZEZ BN ED D UREDT .06) 12D\ Tk, FEATR



HARO BRI B 2 BRI O8O K

B [FEmRI] ICHEZ G2 TR EpPLz, 20, gﬁﬂﬂ‘éiﬁ;@%ﬂéﬁ%
b o LHENAY, HENEOHHEDE CGRADNES 2ERICEPNIL, FEHEEE
FELTWEEEZIOLND,

it HHRE D FE R B

HIRIZdH 5 & 912, FEAGIYA F Vol Ex Bl L 721880 FE RO A 125
WTOHEMT, 60% 51%) 25 [H 5 | LEZTWbH, KfETIE, FRERBROD 5 &
B 2726040 MEZIC, BANIZEAZIEEL L72OrHHREATRHEL TS H -
720

FEHIEEO T Tu—Fid, FICHRIIEE L BRITEEIZS T 515 (Roever,
2022), Culpeper et al. (2018) 12 & 5 &, X ¥ FEHMMN 2 EMZ EENIZHK 2 1214,
RE B L O 2170 BRI 218813, BRiiRE X D RERSE V. —F . Rl %
RS, HERNRELLFREBEAUTH TR 2R L T, FEHEI BRIV —
WG R B RBHILHEE L XOVICET A 2 e Ca i, ARia 7T 7a—F&
%%

604 DMEHIZK AFEHEEOHHLL 2 —2>—2f A, WRIIEER. BRHY
fRERE, Wi *@)%%Té&\/‘%@m@?ﬁ) IOz, AER. BURIVIEEREIE 13
Yy BERIIEEREIZ 9%, TOMOEILI8HTH > 720 AEITIE, HRIFEERB X
OB RITREH O REGE I L A EEL 2 LTI 5,

61X, X VEEHGmNARZ VRIS ST 2 EEH 2R L Tnwb, AEETIE, 5
AT AT EUMEATART. K24 M4 A, GEHEREWRN. FESHEaII =7 —
/5/‘%Lf%imﬂxllﬁ—VEV&k%ﬁ&%#w%ﬁofw%o—ﬁ‘ﬁ
DX RTHRIEEROERK (K7 2SH) X, EiFITAICRESIN TV, B,
OB LVE7TIE, MIEL L THEONLEERAITFRLASHEORLT/RL, (X¥) 7
HFRIHRRICEE S T2 b 0% THRIC T, HELHEEIICO W TE Ty v 7K TR,
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%6  WIRIHGENE DI

A F )

FHEENE

HHEAT RS
(FRE TR % &
)

- Formulaic expressions # 8§88, )V A=V 7V CEHIGE R L

DEDOMETHE>THSB L) IHERET Lo W)k & LT, LR
E)nEFENVBECERT B,

CRWHIEBWIIOETFZ2RE TEVERRZ LD, WDO00Di5

EHEEX L/72ET, L0@EY Ay — T ARV —T4 Y OEWE L
BT,

- PLfEh R Speech FARERLOBRIC, Y FaT—Y a vich oK%

gj—éi;)‘b‘ rbj"(b\% if\_%ﬁnﬁfi *H%O) ué‘ ﬂ?é}iﬁf‘}
DIZDDTL—=ATHho72) 2T\ b,

- ZEGEAT £ < listenership 72 EEEH RV R IC O W TEB/REYICIEE L, &

FaREY ( ),u\n%%’?FIHj ﬁ@ﬁik%‘&bfwéo

=7, nn%ﬁl’]%b\ﬁ*f) T &/\HJ‘E%/Tﬁ“ NN EIEN NET ﬁlﬁ\
W), TEEORLZLZEIHALEOBBEERL T 5,

- Scaffolding appropriate uses of language and skills, turn-taking activities,

pair/group activities where all members contribute to the success of a task

RIA A A

- I've taught formality in email and academic writing, do’s and don'ts for

business trips, consequences if a student says certain words or makes
certain gestures in certain countries

cARITA FAA(TEZ) ICBITAHEEOERIZOWT, HHIER

WM R LR D) L7z A — v E W 235 8BA L 72,

- ETRE &R A S 7 AY S pragmalinguistic aspects |2 DWW CIEE,

FEHIERERIRES] - R HGE, BEOERIZ. WREEZEEBIZANG WELIRTE 2w L
AU TEBAT %,

JFEFETI 2= - Nonverbal Communication - how gestures and body language may

r—vav communicate different things depending on the cultural context.

- Meta-discussions about inter-cultural communications style and cultural
differences. In some classes, using a framework for the discussion that
includes culture themes, hidden aspects of Japanese culture and Erin

- - Meyer’s Culture Map. I've also found that it is extremely important to
Hyftala= ; o .
IO model how culture differences affect communication style and perceptions

by talking about my own experiences learning Japanese. Students need to
know that the challenges they face are not unique to them being Japanese
and everybody needs to address these tertiary issues when learning a
language to achieve pragmatic competence.




HADBSHE NI BT 5 TR O 0%

K7 WORIHEERE O I ERp

A ¥V LA

AREEEBL &L RO AA T4 TAE - — L BEDOEZ %
HBLCEVZELEI B EDHESZHIT TV 5,

IR LT MTFOZ 2 A ARG OTFTICHIA 720D TTEIZOWT
TLACZAM=LLTEHoTWVET,
CHFEHEHCCEFORAE—F T 7 I BPED L) ITER SN TS,
FHEECREAMMNE TR0/, BAEBEDUBREZTHZ LD D,
YT AREIRL, ZOR) &Y RIFEFPEBRIIIE RKILL T
L #EZEEBTIT1ET«—%¥ 5%, Hl2IXA: Mom, phone!
B: I'm in the tub! % Mom, you've got a phone call. B. I can’t answer now I'm
taking a bath. ® X ) [Z BRSO 2 HEBICEEHZ S5, MRS
HAFEOHPTIAI v Y | BEFWIZMERL T L0070, FE#Hh
As¥ 53,

FERAT RS A CEB T FaT -2 a VIZE o TERRSENIZb>TLE)
F—AREBZEY, AP EKEST D A -V EE R, HFICEAL %
WEIBRERBAEALYTHEIHICTRLA,

- Speech act instruction. Noticing activities from authentic Pro script
materials. Promote ethnographic approach to language use on social
media.

- ...in a class based around movies, I found movie clips featuring the speech
act of requesting at various levels of politeness. The tasks I designed aimed
to get the learners to reflect on the relationship between speakers in the
clips and why they made the language choices they did particular (e.g.
social distance, power, etc). Then they watched some clips without the
sound and created a dialogue with the request language that they thought
was appropriate for the scene.

FREOFEEZ T LDHH L FMT LHAEEDZ L, FRHTRED MR FEHR) &
BTHLEALN, GEHmOBEMAGELZ CHEHINTEY BRI LL 2z AF )V
by FEEATR ATA P AR, FEFHEEGOLMEALRENPEL I 227 —
va v ESII bz b . £72, BURITRERKURTHEICE D 597, EHRIR
DR DEFZHEL T, HRAFNVOBRGEZEERESELILEZRBEICBWIZRADLDH
o Z LT, MIREREICB W TIHE L TEEMIZIIT ORPE S N7,

R REEE OB GERATREL EHMNE L2y INAREREFELMHEH L 2 v)
GZHRV))\%/LVCV\%)O

TREOLEM K LT, B2 VISR L THEMIER T o 728 - Fikx L
TWh,

M ZIREOHIFIIISE LT, B AF v, BRTEM, BET LR ED
R b
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EEEIED

KMET, [HRBICRLHIRHE I > TH S, FEHIBED ML —= v 7R 2UT 72
ZENRBHL,P I EVIERME LA, ERERINSKDIL, [Hb] L&z
AZB L300 DR TH o7z, B, EHIBEDOERERSCKEROH 5 60 44 DRIEHREZ
BWTIE, 26403 L — = F 2T 728D H B L AIE L, &R L T
R BB D, FNTHZDOHEITS0% 202\ Lo T, HELZERL TV
BHEME, BATHREREZ 12O, BBREEALRDYS, MEICHEELTERL., #h%
HIEL THZ TV L2ODPBIRTHL EEZ BN S,

B, BHHEABRORZEOHRIZ, BENHEIZ BT 2FEHIEBEEORFIZOVTOF K
B o72o HROEEHBERBOIEFEOEETIZ., FHEOWNFOMFL L L7 T A
A— ME, R EHHE L ILETLHERANTH L 2 LBE L, »2OoEEICh (72
BRSO A RANEDEZOND, Lo T, EBEHEENRDRHEETNED %
R 2 2 LAk B s H O ANOKERLKT ) 72 &, 440922 30/l 72 STIR IS
IS C7zRE i EX HE Lza— V7 LA 2%, S8 HICE > I T LHBFEICAIL
TW5 EIZRS eV, FERIEENIC BT 2 MY 72 & FAE DR RIZIZLD & ) Zfls
R GHOBRESANTRE %D 72, BEDAFIVOEGZ FEBFEICEIT S 2%
Wl TNADD LIIREL R T AHERML L . HAsHEL T 2 2EICTEE
TRIEZTN) AN D EEEBH 2\, ¥ INATRE I N TR WERLZIY ARb
CEDNRRDOENTWLR W E, BHEEFIZBITAHIEDLKEZLEETHL, 2612,
EROM S CREMmEYITEITE 2 L) 124 5121k, EMMICH 584 205
BOBAEQVPLHATH ), HROFEEHERE TOR SN2 HENHE) TOEAT
T BIEROMEIMR A B, FEEOFEHIICE 2 &)l v BlRE. X
RPLBENC A ENE72F TR L, FAUSHES LB ZILETL A4 O TS 2
MM RZ VAL &L, FEHGRIEEINCEL L7488 00 1E 72 SRl 03 A A3 L <
HToTWALEREL>TWALELEZ LD,

KAETIZ, [HEMTOERIEEIZOWTOT —r Y gy TSR EDbn
ML 7zwr? ] v B2, EREEFED728% 1258640 [1dw] L& 2T
Whe TEIIHDL LI, EHGNA T VIO EGE %@ L CHKRIZFIHN
CTENTELLEEZBENEE]ICTHENREZIZ, 384 & &R0 322% 12K
ATEDS, Eidwvz, FERIEEIC TR R [EE] 293 2 %MOE &2, &80 80%
IR e 50 FS5OEMRIA ORE R TIE, ZAOFEMTRE I35 [B0] EA
L7cweiw) [BE] oFEaWIE, EEO [FER] IZIEREER 2w E TR ST
o RFHETHOLNII 5725912, FEHmOAFED S V) iEHTFEOLENE % 38k
L. ##0dLHEEET CIRELFEHT L2 HEEOMADOEINFEL DO TR, #
fli7- 3 EORRRLIEN T A T2, BRI EZ 52, KREROKEEBEIMITOT —
7ay TaET AR EOBERRELGPVELEINTVWEEEZ L) EHFEEDK
FH N ) F 2T AREE, BMOLEEEZBIZIBZ 57200 TCldned, F3E, X
DEEHERBEICB W TGEHIEEO A HEREHOTREMEIC OV TOFERILETDH



HARO S E B BT 2 3B HRIRE ) O 0 FHE

HZENPKRFAAL Y IRIBI N,

o

Rdid, 2022 4EEEJACET (KPR FEHEFFS) SLAMRES P EmL 72T 7 — b
ARG R T T LD HDTT, MMAKOKEBIUOERHEICTH N LTS o72H
WL BT E . 2B, REGEIEA DT, KEERIIDTTOFETHEL T
WE g,

(1) 2022 4E £ 55 5B JAAL in JACET (H RIGH S #f7R) Flsci s & (37 fig R
RIAES & F v 278 A2 THEM) 12T, JACET SLARfZER & L TR ¥ —35k
179 o (# A bV : L2 Pragmatics: Towards Better Educational Practices in EFL)
(%8328 © Aika Miura, Mutsumi Kawakami, Takako Inada, & Rika Aoki)

(2) 2023 4F B RZFIFEHH ¥4 (JACET) %62 mE RS (MG RS THER) 12T,
YURY T A (MNFBEFEOZODOEFERRDIOFTR—EHICERZ S T2
BOFEE—) (RGRE - alHth+ - =ZHET - ERT - KHEES) O—H#IC
THMRERZIT). (¥4 MV HEROEFEHREHBEORELBRIIH L TYTo 72
A HTRE O FERER AR

K223 JSPS BHF & JP19K00891 D EI R % 521 )72 DT,

23 Kk

Culpeper, J., Mackey, A., & Taguchi, N. (2018). Second language pragmatics: From theory to
research. Routledge. https://doi.org/10.4324/9781315692388

Leech, G. (1983). Principles of pragmatics. Longman.
https://doi.org/10.4324/9781315835976

Leech, G. (2014). The pragmatics of politeness. Oxford University Press.
https://doi.org/10.1093/acprof:0s0/9780195341386.001.0001

Roever, C. (2022). Teaching and testing second language pragmatics and interaction: A
practical guide. Routledge. https://doi.org/10.4324/9780429260766

Taguchi, N. (Ed.). (2019). The Routledge handbook of second language acquisition and
pragmatics. Routledge. https://doi.org/10.4324/9781351164085

85


https://doi.org/10.4324/9781315692388
https://doi.org/10.4324/9781315835976
https://doi.org/10.1093/acprof:oso/9780195341386.001.0001
https://doi.org/10.4324/9780429260766
https://doi.org/10.4324/9781351164085

86

EOEFHBERD
E—F>JDRGIICEADRE

207 — EH

C |

AW TIE, BLEFHOBEEHBERS ALY —F V7O 252 5%
BTz 8 LT THRAFB O ENAEAKELE T ES L 72 HANERE %)Jz
BTRAHE, REPOSHERERE L L THARTHERELE 22T 2%
O CTHFEE O ENSE F L2 HARANERE LB 1220, 5%”%
A AE—=F 2 7 Ojihg S %\ L Or0hly S MEHH % Lfﬁt$xb
720 ZORER. L Ol SWIFECTHH SN2 HFHEREIC L 25 TIlE s
V—THIZETR SN2 o725 DD, MLR (Mean Length of Runs) |2 &

K*ﬁ’( X RICEBREZEBLADPBRNICEE T2 LD b AE—F

BT EHGEVREHVENDRo7. IO OMEERIE, SEEEEREEN

%iﬁ B ZINE Ol S 7T R L7z, BRINICERREET 57
PRENCEE T2 L) B IS f:kwiiﬁi&iﬁ&%#%}:&o
720 T ARRZRIE, FEREIEE & MLR O 25H7 5 1 Tl B A%E - 72 127EH
L. B 5 ﬁ%@m%é%ﬁ«%tf@MﬂMz@i?@%L& H
5 FGAE RS A3 T S '—:fx_%%;’in D IZIE FEREHEE & MLR O &
T AFHPULELZ LR LETN 5D,

*—7— KBS HAREER. WS, AOA, MLR

%%%#i#k%%&&ﬁ@%ﬁ

B AEGMERICE VT, BERHBEE & BEEZENE O MR T RIS

Vo ZDTTIZ R > TV EDIE, SlBERICOERAMPFILEST 2O TIE R L) i
WTHb, b&d LRI E VI MEIT, FESE, B ES. Y. B oM
FRETHWOLNTE7Z (Y, 2024) 25, BEEESGICEA L CTHOEFRUNH 5 & —fik

I2E 2 5T\ 5%, Lenneberg (1967) 1%, RMED/NEKGEREERE OREEO R
DWTHNRZ, 2 TAE TORFEIETIE, Vo RAREIIERBVPLEDONTLHUSE
AEEPHBINEHRTFPERON, FHOKEESEE TEIH L BEEOFERIN
Bl KbN7zilabimca lZlEL TwoZze L LEFEIEIC 2 o 72 FEHEAT12 ~ 13
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WAz B e, RFIM2TTO T ImiE L 2 Wik 2SR 57z, £ Z T Lenneberg
(1967) &, BIFEORF IS 205t Z2 R L 72,

BB LBRIATON L E ZSRREAOEFWIZ DT Lenneberg (1967)
FEMLTWT, B2 EX7-CA005EFE 2T 2 ERZPBHIIHEAET S X
VRZERRT VWG, TOZANOHBFEDO L) ZHEIMNZFHEERIIEL 2D, Bl
FICE N L TCHEET LRI TESHELBHE T ALENRDH LD T L bR
TWh, EESEFEOBRHICE L Clidw {2 EFHEIITHOIL TS L DD,
HETHRICIERE > T v (RER, 2021), E_SiEEEOMFIICE T 20 L
L CH % 7 Johnson & Newport (1989) (&, KENOBEZDE SFEIZBIT 5k
PEHIW T A b % i LT, AOA (Age of Arrival) & BHISZREDORZ Rz, 2D
K, AOA LMtk T A b A7 L OMHBIE8~ 10 R b ® <. TNUETREL T
17 % DA X BRSSP HIA T RBIC e o 72 L #EE L T %0 £ 72 ACA YR W EBRSINE
DHFINNEAATATIA T T APAIATHRNIEEI N Do 725305, Johnson &
Newport (1989) &, ESiEFAHIC O BEFINIIAE L. 2D FF IITHETIE
HHD. AEEILDPEHREEZBERTE W R Z R L7z,

AOA & [IFEBE I B ERE L O MRS 5 LRIE SN TB Y (Saito,
2024), FAPLEEFHRICMEINTWEITE, L) EEFEISEWER ST & —
NUARERTESL EHEL TWAIIZEIEZEL v (B Asher & Garcia, 1969; Oyama,
1976; Flege et al., 1995) . % S B E 5 H6F s & LIEERE O BIR 2 72 hF5e i3 &8
HOBEBEZ RIS O HS, R Z 58 L T AR b W20 dH 5, K
DIETIE, BB BIT L BEHIGER S ALY —F V7Ol S OBRICEE L 72
e BLY) 1T %

BEBIBERIE SHEICB I AY —F V7V OWG 125 2 5%

PR E L E S a OM T, HFECBIT LG S ISEWD D 5 &\ ) FHidHds
XN T3, flz1EMunro & Derwing (1995) 1&, HFitd A7 I2B W, HE_Filin
HOFHPHREESE L) QA BICEERRD R o 72 (BREREINED - 72) L35 L
TWh, COXI)IHEEFELE_SHEFREOBTENS L2 51X, BEEL D b1
BREINLBEZFHEIIBWT, BEHGERTN S 1B 2 LIETRESD 5.
THULFFEICMN 2 FCHARICEELZ WL SHEL BRMIZEE T 55, KAIXSHE
Wit % BEARIY |2 OB 5 WPRIY 72 58 125 7%\ (DeKeyser, 2000) o T~
RACBERIGIZFAZE ZSENRE . HAIBEERELL B THLHRMIZFAZE
SRR T, SIEUHERO A Y — FIGEWASH L WTREE 57 Zb 5,

BFBIRAE 2 ZSREIC BT 2 LIFEOHN S 125 2 2 22 BE$ S BFgEid v <
DPAFAET %o Guion et al. (2000) (X, CHEFHIZB VT, ACADFREREMOK S 12K
BT BELHE L, EBRSINEIL. VT FICHET S, ACADIENH 2/ FE T
DA %) TRERREREE 240 A% (14PN A 712 fafE) & @ EGEREGERG % 204 % (8
L ES FFICEE) THDH. HHIFAOAIZESNT, 2B X IZ10HDO 7 )V —7
2T S, TS OLEERRB OE X & AOA L OBRISHTHRS N0 ZOHEF, M
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B/ IV — 7B WT, AOA & RO R S IZIXIEOHBASB RSNz 2F D
BARBMGF R AR &SRR S R o 72 (R EE DB D5 72) o

BEFGER & FEOTE S OB Z 7R T w2 Eoay ta—)b
ANy A7 B FHT AED% VAN, Saito (2015) (&, HERIERE Y A 7 (picture
narrative) Z i L C. 7+ F7EEDO HARANEFEGTGE (AOADT167 L ) il S &
B 2 T i S DA VORI IIREEREE IS L ARHMEE bz, IDHSRE
FHRENT ARENESEPBEAMO N L - el o th, Y 7 N TGS
O W BT Z i b CHERE L 228 O SR 2 5Fili L 720 © DFE R, AOA D 167K
D EOSEZSiEGETIE. BERMGERITIN S OZREICS 2 2 BIER sk
Nolz,

BEEMOAY =X Y WS CIL KR SN L SWEHE 2 A L <. Hi%
BAIGAE W 2SNG S 1252 A B2 X708 & 5. Mora (2006) (X HRFERE Y A7
(picture narrative) % [ LT, 604D A4 ¥ \IiEFEE WL EZESERE) O
s S % P72 BIMETFERIGERICE > 22207 V=715 b7z (85 &
1D 7 IV —"T) o ZOfER. BEFGRIDNE T DTS WG & 2 FEOHITR S,
Mora (2006) D#&ERAITLITHIZE S L TZIT 54T b Guion et al. (2000) DG H & i
DRERE RS T2,

DL b, BIEEBMBERMDSE _SEICBIIAAE—F L F7OREG S5 2 5213
W72 TEZE & L C. Guion et al. (2000), Saito (2015), Mora (2006) ® 3D % %
7275, FEBROSLMDRZFZNFIEWILELT 5 FHDE LV, Guion et al. (2000) & Saito
(2015) Tld, B2 25 A7 (LHFHE ARTERE) BT A REHREL N L TV b,
FDI2DER D E - TV, Guion et al. (2000) D FIZAOA N 165K LL LD —
Erbaia b B O CHERMBAER & FEEREEEICIIEREH S L IHE L TV B0 L.
Saito (2015) DL AOA A 1675 LU L8 S FBE# 12 L CIZME ISR 2
& LTwb, F72Guion et al. (2000) & Mora (2006) DEWIZEA L Tld, ¥ A7 D&
WV CCEERE A HARSSRE20) 122 T ERBMBE OFE SiEBERBEO®E (BE,
HE T O EFEE H) 33 5. Mora (2006) (2 B1) % HISEMGER & X, HETH
EFEZE LB FEROFTH > CHESHEICM S NIED 72FE R TlE e <. S
BN SIIREEREE L T LR VKo 7-FH L FE STV 5, Guion et al.
(2000) & Mora (2006) DFFERIZF DR EZRL TV L2ENLL D, BEICL - TED
SEEICHE S NGO 7B S BAIGEAERS (AOA) TV — T &4 72ifge &, B E CHLEEE
P H LIRD 72 F W T 7 IV — T & T 725 O RS R & AN IE R THEST 2 5
HLWEEZLNS,

RIFFRIZBVTIE, BERIBEBROERY . FRTOINEREFE ORERL T
el BLSENEEINLETEOSEICH S N2 (AOA) &9 5, Kifsed H
MZ, B_EEICBITL EHFEEDOAOANAY —F » VOGS 52 A8 %,
HRFERE Y A7 R LT, W 20 SHMEHB Z HWTHRLETH S,
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25
(i}

8L T CHOEENSE CHEB ORI RS S EHRE TR L TE L OAA
PRELE SN — T 124 (Vv — T4 Barly) &, R2FED HAVEREHETF & L THAR
THRFEHE ¥ T 721212, 167D L CHFEROEICE S L T SrERK CHRE

B L7z HARNIERE B 7V — 7124 (Z)V— 7% : Late) O HIRERRIZ BT % A
E— 2 7 ORI S A, S EIEIE H A A AT LI L 72,

FERZINE

21 5 487 £ TO H AR NWeiE FAlcE 244 (Barly 7V — 7 - SFIEEG 28 %, Late
TV — T PR R32K) DYFERIZSI L 720 Early 7 )V — 713 AOA 8% LA T T,
YRR OETAED LA L 72FENH L7V — T Th b, Late 7 )V — 7 1L AOAL6
Db (1205 HADOF THEFEZ FOIRD 721, 16 LA IZEFEE OEIZ 1 ~4
FEMORBFEERR L) V=T Thb, M5 OFEENEILE < (TOEIC 900 /LA
. F721ZTOEFLiBT 100} 0L b, F /-3 ERIeiEfaemE (e 180 E), 72
HARICHEALDES b HEENE CHEEZ o Tz, IS ITEEOATIRENTONS
FERO KT, KRB d, 723 REHRE LFEOATEEZIT>Tn5) Tho
720

g AT

HIRZERE Y A 7 Z 720 SN (ALl “Lion's Cage” 7> S HUY L 7234712
EOETA )y TR RATA M=) =M L%, $ICETE 7))y IPLIRE
HLZZ10MOEEZ B056, =Y ZTEICHEFRIZOWTEE Lz, SINEIZIER
MMHIRIE G- Z 6N, 727 THDICE > THRGHES TR L TLZE W] &5 56
n7z.

i

Skehan (2003) 35348 L 723 D Diiiels £ 5 7 1) — (speed fluency, breakdown fluency,
repair fluency) O T, JEATHFFE? Mora (2006) (. Speech Rate (SR) %°> Mean Length
of Runs (MLR) % H1.0v & §° % speed fluency I 52 TH H % f &0 123 i S OB IZ F W
TWwh, F72SREMLRIZ, FoFHEFEOMEG S Mz Rd L FHMTELHRE
(Kormos & Dénes, 2004) TH 1), £ < Oy SWIETHFA SN2 MEEH TH %,
A HF 7% T 1 Speech Rate & Mean Length of Runs |2 Articulation Rate & Phonation Time
Ratio Z 1 2. 42 ® speed fluency TH H % H\» CTiiiilly & 2 04T L 720 ABFFETIEAR—X
% 02500 L e L7z,

Speech rate (SR)
VI SN2 FEEiE OR— XM &)
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Articulation rate (AR)
LI S5 P EEiE (R—AEME2&EF 2w)

Mean length of runs (MLR)
R—= R F N AREEX M ER SN L FHEE

Phonation time ratio (PTR)
token DFRIFHIIZBIT A, §ix L TWAHEEHN 5O 5 E A

i A

F11d. Early 7 )V — 7L Late 7 )V — T OEZFFEIC BT 55l & OV & R
EERLTWA, &TOHM S HEEH (SR, AR, MLR, PTR) {28\, Early 7V —
T OF M3 Late 7OV — 7 X ) b AFEEDE Do 720

#1 EBarlyZ V—7L Late 7 V— 7 OESiEICBIT 55 S

. N Early 7' )V — 7 Late 7 Vv — "7
oM S SR IE B B
Speech rate (SR) 133.677 122.928
BRI 57) (23.094) (17.982)
Articulation rate (AR) 215.870 202.341
(EHEE 57) (21.417) (24.967)
Mean length of runs (MLR) 5.571 4.643
HHIE (0.612) (0.810)
Phonation time ratio (PTR) 66.026 64.433
(%) (9.865) (6.560)

) () IR

KIZ, Eartly 7 )V — 7 & Late 70V — 7% thE 2 i L CHERL 720 FR21d, B
S BIT L7 S D Barly 7 )V — 7k Late 7 )V — T D REDEREZ R L T b,

HRIE, MLRIZOWT DA, 22007 Vv—THICEEZENH > 72 (K1), Early 7 )L —
TOHE_EHEIZHBITHMLRIZ, Late 7 )b — 7 L) b EV (£ (22) = 0.004, p <001, d
=1.292), ZOMOE_FiEOHW S1E. Early 7 )V — 7 & Late 7 v — 7 ORI H B4
o7z,
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#2 Early 7 Vv—7 L Late 7 Vv — T Dl S D%

il S MEIE H p t d
Speech rate (SR) 217 1.272 .52
Articulation rate (AR) .168 1.425 .58
Mean length of runs (MLR) .004 3.167 1.29
Phonation time ration (PTR) .893 137 .19

1 MLR®DZV— 7l ®7# (Early vs. Late)

7.00
[ |
: T
wn -
2 00
=5
2 I
%S 5.00 J_
=
ol
=]
c 400+
L1
-l
= l
S 300
=
2,00

T T
Early Late

Bilingual Groups

2 SA
T Al

AWrgzeid. 8Ll T CHRFEE O ENAEAKGEZBE L2 HARAREGE LE 124 (7
V— 7% " Early) &, 120 OHEFEHRT & L CHARTHEEHRT 22T 72%I1C, 16
D CHFEBEOENZE 5 L CHEZEG LCHARARGE LRE 124 (Vv — T4
Late) O, HREFHIZBIT DL A —F 2 7 Ojilg S %2 L L 72,

Z D55 M%ETH H Speech Rate, Articulation Rate, Phonation Time Ratio |2 35\ CTld,
Early 7 )V — 7O/ FEEITEV OO, 7V —THICEBERE IR O N o7,
—7}. Mean Length of Runs |2 & 253 #7 128\ Cid, Early 7 )V — 7D J5 7% Late 7 )b —
7L LG S AYE Ao 720 Speech Rate (SR) & Mean Length of Runs (MLR) (X &5
LLE SR EOME Sz &b L < P TE % R E (Kormos & Dénes, 2004)
TdhbHDT, BEFHIGERD TN S OEREIZZES 50 L W2 Kok £
OREFOT A2FIETE WD, AL, BIEHBFEEIEN T S 5E W &
3% Mora (2006) & 3R LERE L5720 ZOFEDNL, BESHYETESHEYHE
=BG L 72 4E 5 (AOA) T IIV— T &4 7-0ge & . HETHERESE % BiG L 724F
W TN — T H T R TIEAE RGBS D H b Do 72,

KOFFEIZ4 DO SHEHH 2 H L THtr L7225, MLRUALOIEHH Tlx#E S
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BHIRAE I O8N Tt SI2EATH 1S, MLRZITICESH Tz e v HIZB L T,
HHEEZ 72V £9. MLRIZGG S (fluency) % XBLT 248 CTH D & & DI
DHEHE S (complexity) DBIEEH & LTCHMHHINLF L SMOTEH & DE VD H
o DF 0, MLROFMENE WV E W) FHid, X ) EMELBE O S Tw Bl EE
Wx e, L2 LAMAEOERSINE &8 LMFEEETH L LT, REEIEKRE
B CHEFBEDOATRELZITTVED, FRIERETEEOATREZIT>TWDH AL
LEThb, fARTEDITTELRVWD, CEHEEOBEM SRR L TV HEIEE 2124
Vo RIZEZBNZDIE, 7V — T TEMEHDMEHIZEND D LR BEEE
AL, ERIEB R prefabricated patterns & XL 5, H HREEERL S KB %
% {MiH$ % (Pawley & Syder, 1983), BEEFEHE & [AIARIC, F72E (T LERFEEB]
%> prefabricated patterns # £ < i L C, FL F o727 L — X% EHNTEXL0H0b L
Ne\V, ZNT—RICEMNTL2EHHEILVE VI FIEZ 5N D, k22, Towell
etal. (1996) 5. MLROE S & FFEHEOESFEIIBI 5B S 23T 2 &b
FEELERTHDHERRTVWIFELRLLTHE L ERFEEE O S ERE % Bl
T5I120E, BlHEBEELZRTRIELZT Y A0 TER L, BB LASHEMH#ESS
7=~ AL L THNLHEOHMEND D25, MLR%Z HL5 DA E W &)
Fhd LN\, FMEZEEEEOBREEICB 8 S E S RGER N
KGR LDEBERNLEI, BFEHEELEMLROT 2 HARLFIZEETHY), &
BOHE LR LI LEETH S,
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[[Z Do ESCF ] OFIRE] (LT, AFEELTD) dweb~H P2 [web s b A
3| (https://webfrance.hakusuisha.co.jp/) T20204F 12 H ~214£10 H 122 TETK S 11
72 [T ZFOMBOAVESCE ] OFRE] 72 S ISMEBIER X O 72 2 5 A 2 I 2 FIAT &
NE=bDOTHD (RE228H), THICHICERIZZVWL OO, HKMHRET OHE Y
ERA I Ea—L72b0x T LD/ L) KT, 9%D [ ZDMOIE LS| D
FIRREDRBNA SN TV D, HERE - BELERL SWHIIH ) F 27 L2 - EE L
TV ALHEFEH B e > ¥ —OHWEIZE > TiE, ESHEN 1T 5N FE T
H5bo

REO—DHORFRIZ, HAIZY A F—FEB IO~ F =SB LFEOMNMRFR
IZFEODLDLHEHEMNTHICEEILRVETH D, HlZIE NTITAELFETRT
LWEHRTROLELLEOHMIA T4 vV afETHY) ., LTV ANDOSHENANT T
AELR T TR BV EDIREN D, BN HIVEHFREOKRFTEMEIZFL N TV
FTHTIIVNLFETH R, TrITXFZWMRT L2 LT, BA=2HETIER
W EPMEERT 00, ERUEOHFEANOBLEHEIZL /26T, FXv b
FEORRINIZ. XY FOANA EHE B UMRER ML A X b 7 &SRR 7 B ER
YO ETHDP I 2L TAMERBIZE S DN TV LEED. (HAPLR
T) YA F =L ALBEOWEIZ S b & HlD S 5 (L) RRITHKROD) T & %5
BIZEZMN DL, BRILZZDO2E)DIEIAHTH L0, x4 F—Lw)Didh< F
THRIZBIFDEETHLZ L, ZLTRICYA F—Tho7z2b LTH, ZOHFICE
BBHIAF—DBHBEIEEFHLNIIT LI ET, HFEDMEBOHILE N> T 5
DTH b,

REDD ) —DOOREIX, SEEENOHAPLEEONDLHTH D, HlZIE. &
BORRKIEF Ry OB IALD 7 1+ — NV KT — 27 247w, [3E] 120 5 REED
FRICEELRI LR ETHOLNMI L2, BERIE [Ty MEE U LE#] & L CTHIAT
ENTVD, SxH5 2 L I3ZOFFEITE SN oL A 2 O BEH (H
RE) 2RI L2213 L EDNLY, FlEFLEZOIEN L TH 5,
—F. IAEORMEBRIE, A ERT LT A8, B OMBLIREL L)L LT
DI BHFTENRF ) T F ) AL TRV EE L, BRIMIZHES LTWh, SEEY
0B L CHFHIB O LR R IIOWTHS 2 EIEEETH L5, TNDEH 0 Rk
WoBMICEE A6, 2F0) [bhlzboibizdiizizb0b 0, FAlzbDX
LI Db D] L V) EROAZRHT LD E 055, THUIHHMBMEO R
IR 59, BXLHET LD ) —20EXKTH L [l gIccf <2 el
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HAIZESN HERE] DNERZNBDIZR>TLE ). WIEICHES Z LD WElR
BLTEREDLOPSELEONE Xy b=V 2 HEDNZITIS 2 &5 T & UL,
s3T5 % EMBAROB N MebiuL, ZIEREE UL E B2 758N % 2%
LWL D, F o aEOMEE—KIE, F 2 IEORICT IV ARELBETAZ L
Ty HER-Fz2a3- 77 AL 0) ZFMBOHE T FITAN, TITELEEIZR
fF ZIEREICERI T4 LT, SR T2 REESHE TR T 5 2 L I3ERICH
M hhiTdhsdb, FlOBEROTAT7EBICLFGTL LB bNL L. HESHE
AFERERETTNLTHND, ZLT. HILERBELTBIRT S L THOSEOFE I
T B ) EHEINEEESEE L S TIIORE 2B EZ b LI L TWw5b, YMEEE
BEIZBWTIEZOEE b o LT RETHA o

FHRFRIZEM AR E V) R % 2 2 WEHIEPLS, N HIVEEENY HIVETH
Ao SUFERZFTH LT TV A b, RUTVEOTOKURPEROHEHA S, W
DR FSAE AR TEXL LI o722, T EERIINAZEDE
RHZH72), WAIFEFREED A= DRN) L VPRIZT o072 EZTVDE, T L
EIEICREZDFL L, BEZ LG ETR, T4 7EBPIER L T NS
Thbo LARORTEBEKLFNV M TVORKANEHEBIZTHKORY LD E L2 LD
FENMLNES 28, ATy POEBEEIZOWTHESL, WINbFEEEY Hi%
Bl I A LOAETHY) ., FITETFREARTRIIFAFTFZOFEEIFFHETH R
IR o 72 BTV B, 2D L  DIEEDFEFXDBIFIZBNWTA YTy b T Y
N7y OB TR FERETTHIEL TV ZEDPEETHALI LEEZRBLTBY, £
DOFER R, FBFRELXH) YL LTRWIISEILR S,

KREQOELR LRI, BENEROO—VETFLVERLZEWV) HTHL, BFTR
B D FEP—EREIET 5O L RS, YVERELZ A T ORZIZZDDH L &
b o TV HEELELSEMOIFHEL CL, AFLEGIIUL. TOEELD
J& D HEEEEBIC T AEEN G Ay b=V EZITWA I ENTELTHA) . FlZ
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Article 1  Contributions to the journal are primarily limited to individuals affiliated with
the Center for Foreign Language Education and Research (hereafter “FLER”). In
the case of co-authored papers, this requirement applies only to the first author.
Exceptions may be made for special editions.

2 A maximum of one contribution per issue is accepted (co-authored papers are
also counted as one contribution). Due to space limitations, your submission may
be considered by the Journal and Research Committee (hereafter “Committee’)
for publication in a later issue, or you may be asked to reduce the length of the
submitted article.

3 Work submitted to the journal should not have been previously published and should

not be under consideration for potential publication by other journals.

(Language)

Article 2 In order to effectively share knowledge and research activity amongst FLER-
affiliated instructors, we accept, in principal, manuscripts written in either English
or Japanese. Manuscripts written in German, French, Spanish, Chinese, Korean, or

Russian may be accepted.

(Content and Formatting Guidelines)

Article 3 Upon submission, authors are required to select one of the categories listed below
for their contribution. Appropriateness of the selected category will be reviewed
by the Committee. You may be requested to change the submission category, if
necessary.

(1) Research Articles
An article which can be considered as making a substantial contribution to the
relevant field through explicit analysis of data or theoretical discussion which leads
to a clear and sound conclusion. The author is expected to include an introduction
section in order to situate the research in reference to previous empirical research

and/or theoretical discussion and a clear conclusion section well-connected to the
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2

research findings or discussion presented.

Research Briefs

An article which reports an aspect of a research project underway at the time of
writing and demonstrates the potential of the topic for generating further questions
of interest or prospective contributions in the relevant field.

Book/Article Reviews

A critical review of a published book or article relevant to the field.

Please ensure to follow all formatting guidelines listed below. Authors who intend
to write in Japanese should refer to the Japanese version of this document. When
submitting an article written in English, be sure to format the article using the
supplied template. For languages other than English, format the article whilst
referring to the template. Submissions that do not follow these formatting guidelines
may be returned to the author(s) for revision.

Size

Use A4-sized paper, leaving margins of 25mm on all sides. The font used should be
Times New Roman 12 point and single-spaced. For Japanese, use (MS Mincho), for
any other languages, use the font type considered standard in the selected language.
Use the same font consistently throughout the manuscript unless otherwise noted.
The line spacing should be set at single-line spacing, and the text should be left-
justified.

Length

The number of words (characters) shall be determined for each language as follows.
In all languages, include all graphs, charts, reference list, and any appendices in
the word (character) count. Graphs and charts should be embedded in the text.
However, if it is difficult to do so, please submit as a separate file, but leave space

and indicate where they should be placed in the text.

Research Articles Research Briefs Book/Article Reviews
Japanese Approximately Approximately Approximately
20000 characters 6000 characters 2500 characters
English Approximately Approximately Approximately
8000 words 3000 words 1000 words
Approximately Approximately Approximately
German 60000 characters 18000 characters 7500 characters
(30 pages) (9-10 pages) (3-5 pages)
French Approximately Approximately Approximately
8000 words 3000 words 1000 words
Spanish Approximately Approximately Approximately
8000 words 3000 words 1000 words
Chinese Approximately Approximately Approximately
13000 characters 4000 character 1600 characters
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Korean Approximately Approximately Approximately
20000 characters 6000 characters 2500 characters
Russian Approximately Approximately Approximately
. 8000 words 3000 words 1000 words
(3) Title

The title should be in 18 point bold, left-justified, with Title-Case. Font as above.
(4) Author’s name
The name of the author/s should be indented to the right side and written in Gothic
12 point. Leave one line between the title and the name of the author/s.
(5) Abstract
Abstracts should be approximately 500 characters in Japanese or 150-250 words
in English, with 3 to 5 keywords for the article at the bottom. For the abstract, the
entire text should be indented 15mm from the left and right and written in Times
New Roman 11 point.
(6) Footnotes
Footnotes should be placed at the bottom of each page, in 9 point.

(Manuscript Submission)
Article 4 To submit a manuscript, fill in the necessary details in the designated Google form,

upload the electronic file containing the article content, and submit.

(Footnotes and Referencing)
Article 5 The author is responsible for consistently adhering to APA (7" edition). If the
manuscript is written in any language other than English, adopt APA style format
as much as possible, and make sure that the style used is consistent throughout the

manuscript. Make sure to avoid committing plagiarism.

(Call and Deadline for Submission)
Article 6 Submissions begin at the beginning of every spring semester. The deadline for

submission is the last day of the first week in June.

(Peer Review)

Article 7 All submissions to the research article category will be reviewed by one anonymous
reviewer. The review is conducted with a designated rubric and the reviewer may
provide you with comments and suggestions for further improvement of your work.
After the review is completed, review results will be sent to the author from the
Committee before the end of Spring semester. No peer review will be conducted for

research briefs or book/article reviews. However, the Committee will check if the
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submitted work meets the journal submission guidelines and determine if the work

is publishable.

(Revision and Resubmission)

Article 8 After receiving the results of peer review, the author is expected to revise the
manuscript for resubmission. The revised manuscript must be submitted by the end
of the first week in Fall semester. A final review will be conducted by the Committee
to determine if the work is publishable. The author will be notified of the decision
once the final review is completed. The author may be asked to further revise the

manuscript if there is any stylistic/format issue.

(Journal Publication)

Article 9  The journal is published annually in December.

(Registration on CiNii and Rikkyo Repository)

Article 10 Contributions to the Journal of Foreign Language Education and Research will be
published on the FLER webpage and registered on the national CiNii database and
the Rikkyo University Academic Repository.

(Other Conditions)
Article 11 Other terms and conditions are set out below.
(1) No remuneration is offered to the author(s).
(2) The copyright of articles published in the Journal of Foreign Language Education
and Research resides with the Center for Foreign Language Education and Research,
Rikkyo University. However, the author(s) retains the right to use his/her work for
future research and/or educational purposes without permission.
(3) If any plagiarism or misconduct is discovered after the work is published, the

published work will be removed from the journal.

(Amendment or Abolishment of Guidelines)
Article 12 Amendment or abolishment of these guidelines will be made by the Dean of the
Center for Foreign Language Education and Research after deliberation at the

Faculty Meeting.

These Guidelines shall come into effect as of April 14, 2020.
These Guidelines shall come into effect as of September 27, 2022.
These Guidelines shall come into effect as of March 13, 2023.
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