ISSN 2760-5442

Baan Bk
HEMRYy—FI

g1z
2026 3H

Journal of
Plurilingual and Pluricultural

Education and Research

vol. 1
March 2026

IUHKXZ NEEYEHRA YT —
RIKKYO UNIVERSITY
FLER Center for Foreign Language Education and Research



B/% - Table of Contents

225 - Research Articles

The Influence of Course Type on Motivation in a Japanese University Context

MAHONEY, Jon

Cultivating Multimodal Literacy in a Japanese CLIL Context:
An Action Research Study

ROOKS, Justin 21
KL BT 2NESHREEEE (CLIL) (0772 ) 7= ar:
HARNS A & EB A ORI RO EE
E¥ HT 45
Introducing Song into the Language Classroom:
Authentic Materials for Developing Intercultural Competence
SILVA, Sonia & BAREILLE, Laurent 65
7R - Research Briefs
Teacher-Selected Sources, Al-Supported Outputs:
NotebookLLM in the CLIL Classroom
LUCAS, Craig 84
Are You OK? Simple Interventions for Classroom Learning Difficulties
TAKADA-LATCHFORD, Jason 93
Motivation Through Play in Second Language Learning:
It’s All Fun and Games and Nobody Gets Hurt!
WHITE, John Paul 106
IREE IS - Practical Teaching Reports
Exploring the Effects of English Discussion Courses
on Japanese EFL College Students’ Foreign Language Speaking Anxiety
MATSUDA, Maki 114



[ EHEREZ 2500 | —HEF - BB HEZ 2 HL LT

WK R 124

Uso de los chatbots de 1A generativa como herramientas de correccion de composiciones escritas:
analisis y propuestas para la ensefianza del espafiol en el &mbito universitario japonés
VILLA TORRANO, Alejandro y PEREZ GARRIDO, Federico Francisco 131

BRI - Manuscript Submission Guidelines

HHEEE - Authors



Research Article

The Influence of Course Type on Motivation
in a Japanese University Context

MAHONEY, Jon

Abstract

In this research article, the author investigates the influence of course type—elective
versus mandatory—on motivation, from both the learner and teacher perspectives
in a Japanese University educational setting. The author utilizes a mixed methods
study to draw on recent qualitative interview data from teachers, and both qualitative
and quantitative data from student reflections. Survey data were collected from 279
students, and four adjunct lecturers were interviewed. The analysis explores how
motivation fluctuates depending on the nature of the course. Referring to motivation
theories such as self-determination theory (Deci & Ryan, 1985), content-based
instruction (Brinton et al., 1989) and Vygotsky’s zone of proximal development
(1978) the paper aims to illuminate how different course types contribute to or detract
from intrinsic and extrinsic motivation, from the perspectives of both students and
teachers. The basic findings were that teaching elective classes did have a motivating
effect on them, however maintaining a sustainable balance in teacher workload is

crucial to upholding motivation.

Keywords: Motivation, Classes, Elective, Mandatory, CLIL

Introduction

This research study was carried out at a university, in Tokyo, Japan. The university
had recently implemented CLIL-style classes for students in the 2™ year and above, aiming
to transfer from language skills courses to English-Medium Instruction (EMI) courses. These
classes enable teachers to be creative in their lesson content and delivery. Conversely, first-
year students still must complete mandatory classes, which all follow a unified curriculum.
Therefore, teachers must still follow these guidelines more strictly. This change has prompted
much discussion amongst the author’s peers. In this study, the author sought to investigate how
these different course types affect motivation, from both the teachers’ and students’ perspectives,
and analyse experiences in university-level courses.

Language education success depends heavily on motivation because it affects students’
work ethics, attitudes and future achievements (Lapadat & Lapadat, 2023; Seven, 2020;
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Yue et al., 2022). Students and teachers experience changes in motivation, perception and
satisfaction levels based on whether courses are elective or mandatory (Condron et al., 2025;
Wang, 2023).

Several motivational frameworks give credence to the adoption of elective language
classes as a way of instilling motivation in learners. Self-determination theory (SDT) argues
that competence, relatedness and autonomy are underlying psychological needs for achieving
intrinsic motivation (Deci & Ryan, 1985, 2000). The ability for students to select their courses
in elective programs leads to higher autonomy satisfaction and better engagement compared
to mandatory classes (Ryan & Deci, 2017). While intrinsic motivation may be a powerful
motivating factor for students in elective classes, most of a person’s learning is fuelled by
extrinsic motivation. Ryan & Deci (2000) offer that most individuals lose the freedom to be
internally motivated in early childhood, when they are then subjected to social demands that
require the embracement of non-intrinsically appealing tasks. School and education are a
prime example of this gradual weakening in intrinsic motivation. Take the case of a first-year
university student who is studying to get a credit and passing to the next year, therefore getting
closer to graduation and potentially getting a favourable job in the future. They may not be
stimulated by the content of a mandatory class—just merely complying with societal pressure.
Goal-setting theory presents the idea that learners achieve higher motivation through clear
and specific challenging goals (Locke & Latham, 1990). Students in elective courses tend
to establish personal learning objectives which become more effective when combined with
rich teacher feedback to boost their persistence and achievement (Latham & Locke, 2007).
Vygotsky’s zone of proximal development (ZPD) (1978) argues that tasks positioned slightly
above students’ second language skills become more effective when teachers offer support
(scaffolding). If teachers can link these tasks directly to students’ personal interests, it creates
a motivating atmosphere for students who want to complete the tasks.

By the same token, content-based instruction (CBI) combines language learning in the
classroom with authentic subject matter, such as newspaper articles - simultaneously boosting
linguistic and cognitive growth (Brinton et al., 1989). CBI is closely linked to content and
language integrated learning (CLIL), which Coyle et al. (2010, p. 1) define as

A dual-focused educational approach in which an additional language is used for the
learning and teaching of both content and language. That is, in the teaching and learning
process, there is a focus not only on the content and not only on the language. Each is

interwoven, even if the emphasis is greater in one or the other at a given time.

It is a teaching concept that researchers and language educators have become
accustomed to hearing about in recent times (Georgiou, 2012). Lorenzo (2007, p. 25) asserts
that “CLIL is bilingual education at a time when teaching through one single language is seen

as a second-rate education.” A typical example of a CLIL class and setting could be a classroom
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in Spain taking a history lesson taught in French. The focus is simultaneously on content and
language.

Even though CLIL may seem to be a new and innovative teaching method to many,
Coyle (2007, p. 543) points out that “being educated in a language other than one’s mother
tongue has been around for over 5000 years.” The Romans employed such a learning style when
the aristocracy studied certain subjects in ancient Greek millennia ago (Van den Bergh, 2000).
Latin was also the language of instruction in Europe for centuries in fields such as medicine,
philosophy and science (Martinez Adrian, 2011). This arguably provides the underpinnings of
CLIL philosophy, and obvious parallels can be drawn to today’s use of English as a medium
for modern day education.

CLIL and CBI have been on the rise in Japanese higher education in recent times in
a response to government policies promoting English-medium instruction, and to fall in line
with global educational norms (Brown, 2014; Thompson & McKinley, 2018). In this setting, it
has been reported that students harbored positive notions towards CLIL and that this teaching
style also increased global awareness amongst students (Ohmori, 2014; Yoshihara et al., 2015).
MacGregor (2016), in another university—based study indicated that teachers reported positive
impressions of the CLIL approach but also suggested that if it is to succeed in Japan, there needs
to be dialogue between teachers and administrators, with a clear direction decided upon. The
CLIL approach presents some institutional challenges, such as undeveloped faculty training,
inadequate content-language aims and curriculum development (Coyle et al., 2010) but has

nevertheless established a foothold in the Japanese educational arena.

Methodology

Data were collected from all the author’s first year students (spring semester n = 177,
fall semester n = 99), with the main intention of gathering their feelings about the six English
mandatory classes they were required to take in the first year (five discussion classes, two
reading and writing classes, two presentation, three debate classes and four e-Learning classes,
which consisted primarily of online English study for students, together with three face-to-
face communicative classes with large class sizes). A Google Form was issued at the end of
each semester in the final class to gather this data. Data were also collected from the author’s
one elective class, which was the subject “Health & Wellness” (n = 3) to retrieve the students’
feelings about this class. There were also two open-ended questions at the end of the surveys,
providing qualitative data, which asked students to give examples of activities in which they
found pleasure in their classes, and activities that they did not care for, to detect what students
found motivating.

The author also carried out face-to-face interviews with four current adjunct lecturers.
All these lecturers had been teaching at this university for at least four years, so they had

plenty of experience teaching classes. Each of the lecturers taught different elective classes,
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and each interview focussed on gathering the lecturers’ perspectives on teaching their elective
and mandatory classes. Each interview lasted about ten to fifteen minutes and had a total
of eight questions (see Appendix 3) and was recorded and transcribed later. The data were
then categorized into themes, with the aim of providing valuable insights into the teachers’
perspectives. Dornyei (2007) asserts that interviews work well as a flexible research instrument
on the grounds that they are well-known as a communication routine. Given that the author
planned to collect data from four individuals, this was a smaller-scale part of the study, which
as Mackey and Gass (2012, p. 183) mention about qualitative research “tends to operate on a
small scale, to provide a detailed and nuanced picture of individual settings, participants, or
instances of interaction.” The author wanted to use interviews to explore teachers’ feelings
and perceptions of teaching mandatory classes and elective (CLIL) classes, and to query what
had been rewarding and challenging for them, and how these had impacted their teaching
motivation. Since the author has been teaching at the university for 6 years, he felt that he had
sufficient knowledge of the topic to develop pertinent questions during the interview, which
has been deemed essential by Dornyei (2007). The author employed semi-structured interviews
since this style gave him the flexibility to delve deeper into any answers given from the original
set of questions prepared and gave him the possibility to ask different follow-up questions to
each interviewee (Mackey & Gass, 2012). The author knew the personalities of the teachers
that he was planning to interview were quite different, so the semi-structured method allowed
him to steer each interview in the appropriate way to gather pertinent detail. When constructing
his main questions, the author was influenced by Evers and De Boer (2012), who proposed
that researchers ought to concentrate on scope, steering and level of abstraction. Since the
author strived to focus on teacher and student motivation in mandatory and elective classes, the
questions were closely aligned to these topics. The author framed the interview according to
work by Kvale (1996), by briefing the interviewee about the context prior to the interview, as
well as debriefing post — interview, in which the main points learned from the interview were
mentioned.

Richards (2003) refers to some important interview techniques that the author took on
board and implemented in his interviews. Foremost points included listening carefully, offering
supportive feedback and letting the interview take its own shape. Furthermore, question types
such as opening, check/reflect, follow-up and probe as suggested by Richards (2003), were
utilized in my interview. The author also bore in mind interview tips proposed by Robson
(2002) including listening more than speaking, enjoying the interview, and phrasing questions
in a clear way.

The interviews took place in a classroom within the university. The author made a
schedule with all the teachers in advance to ensure that he could carry out the interviews at the
most convenient times for each interviewee. The interviews all took place at the end of term
in January, when all the teachers had fresh memories of their teaching experience from that

academic year. All the dialogue was recorded and afterwards transcribed, while notes were
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also made during the interviews to aid the data analysis procedure (Brown & Rodgers, 2002).
Thematic analysis was the method chosen for analyzing the data, which Braun and Clarke
(2006, p. 6) state is “a method for identifying, analyzing and reporting patterns (themes) within
qualitative data.” One of the reasons this method was chosen is its flexibility—the sample size
was small, and this allowed the author to delve deeply into the data gathered.

Before the launch of the study, the author received ethical approval from the university
to carry out the study. An application form was submitted to the journal committee that
explained his research goals, the author’s Google Form surveys, and interview questions. All
the students signed consent forms distributed by the author in lesson one of each class, which
also contained a Japanese version on the reverse side. All the teachers also signed consent forms
given to them in person by the author.

In summary, the author designed the instruments and procedures above with the
following research questions in mind: (1) What factors contributed to student motivation and
demotivation among first-year students enrolled in mandatory classes in the spring and fall
semesters? (2) What factors influenced teacher motivation and the challenges faced when
teaching both mandatory and elective classes? (3) What factors shaped the motivation and

challenges encountered by students in elective classes?

Results

Mandatory Class Preferences

The first question of the survey asked students to indicate which mandatory classes
were the most interesting for them in the spring and fall semesters. As can be seen in Figure
1 below, the discussion class was deemed to be the most interesting for the first-year students
in spring. 71.9% (n = 127) chose this class as the most interesting. This result was anticipated,
since discussion is a small class in which students get to know each other deeply, with a focus
on oral communication. Each lesson follows an almost identical structure, with all students
being taught the same language items (For more information on the course, see Hurling, 2012).
Teachers are expected to teach the classes in a very similar way, although that is not an essential
requirement. Discussion was followed by reading and writing with 24.9% (n = 44). This class
is usually the most time-consuming for teachers and students alike, since students must write
essays in various genres and teachers must grade them. Teachers have the latitude to teach this
class in a manner that they feel most appropriate, allowing for more flexibility, with a textbook
being optional. The e-Learning class scored lowest, with only 3.4% (n = 6) indicating that they
enjoyed this class the most. This class requires students to complete online lessons to improve
their English reading and grammar skills, with a primary goal of boosting TOEIC scores. The
classes only have three face-to-face classes with their teacher, with large class sizes, so it is
difficult for teachers and students alike to form meaningful bonds in class. This issue has been

touched upon by Ddrnyei (2009), who argues that the most significant factor in fostering class
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member relationships is giving learners the opportunities to learn about each other as much as
possible, which includes sharing meaningful personal information.

The results displayed less separation in the fall semester (see Figure 2). Debate was
voted as the most interesting, with 40.4% (n = 40) indicating that they enjoyed this class the
most. Reading and writing was again voted second, with 30.3 (n = 30) selecting this, with
presentation class narrowly behind 29.3% (n = 29). The debate class has only been taught since
2020, but since it allows students to debate topics that they are interested in (Mahoney, 2022),
this may account for these results. The author himself allows students to choose many topics
and engage in plenty of group work to allow them to delve deeply into the topics, such as the
environment, Al, and gender. The students seemingly appreciate the time given to work together
on the topics, validating the 100-minute lesson time length of classes which enables them to
immerse themselves in topics in detail and promotes greater interaction (Braine & Yorozu,
1998; Byrne, 2024). Since there are many types of individual differences between the students,
the teachers need to take heed and attempt to group the students together in a harmonious
way (Mahoney, 2020). It has been previously reported by Mahoney (2022) that facilitating
asynchronous platforms to practice and broach their opinions led to students rapidly taking on
board the nature of debate, refining their ideas and the enhancement of in-class discussions and
debate.

Figure 1
Spring Semester (Which Mandatory Class was the most interesting?)
@ Discussion

@ Reading & Writing
@ E-Learning

Figure 2
Fall Semester (Which Mandatory Class was the most interesting?)
@ Debate

@ Reading & Writing
@ Presentation
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The results of the two surveys (Figures 1 & 2) indicate that overall students were
satisfied with the mandatory classes provided in the spring and fall. However, there was a
marked difference between the semesters, with students perceiving the spring classes to be
superior. Students indicated a preference for all spring classes in all four questions (see Table
1 below) with only the level of agreement of one question not decreasing more than +0.20.
Question one decreased in agreement by —0.03, suggesting that students could learn about
interesting topics in both spring and fall. The first to decrease significantly was item 2, which
dropped from a mean of 4.18 to 3.95. Although students had indicated that the topics of the
classes were interesting, the lessons themselves were deemed less interesting in the fall. [tem
3 had a drop of —0.31 (4.06 to 3.75). This suggests that students were less motivated in the
fall classes. Item 4 had the highest drop-off —0.40, from 3.77 to 3.37. This indicated that
students felt that the learning materials in the spring semester were superior, and therefore
more engaging.

These results allow for tacit interpretations regarding the motivation of students in
spring and fall. It is perhaps understandable that there is a drop-off in motivation in the fall.
The students have completed their first semester, so the novelty of being at university has worn
off somewhat. They have already made friends and joined their clubs, so excitement levels
naturally fall. One hypothesis for this result is that the discussion module in spring is a long-
established class, and the textbook has been refined over a couple of decades. The layout is
easy to understand and follow. The focus is for students to communicate, with minimal writing
activities. On the other hand, the debate class in the fall was only established in 2020. Class
sizes vary from about 20-23 students, so members cannot get to know each other so well.
The small size of the discussion class, with only ten members, could be the main reason for
these findings. Additionally, debate requires students to research deeply, point out weaknesses,
and make refutations against the other team’s arguments. The core pedagogical principles are
closely aligned, with CLIL and its four theoretical pillars: Culture (Community), Content,
Communication, and Cognition, (Debate Committee, 2025), thereby laying a foundation for
this learning style for the students in their future elective classes.

Furthermore, the debate textbook does not have versions for each students’ levels;
therefore, teachers are encouraged to pick and choose appropriate activities from it and provide
suitable supplementary materials which may vary from teacher to teacher. The layout in each
chapter in the textbook is different, which may sometimes be confusing for the students to
comprehend. On the other hand, the discussion textbook has two different levels (Level 1,
designed for students with a TOEIC score between 480—680 and over, and Level 2, designed
for students with TOEIC scores 479 and below) and has a consistent layout in each chapter,
with a unit chapter reading, two practice activities and two discussions. Having consistent unit
layout has been linked with many benefits for learners, including coherent learning progression,
improved comprehension and increased satisfaction and confidence (Keller, 1987; Mayer, 2009;

Skela & Burazer, 2021) and may be why students signalled a preference for learning materials
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in the spring semester.
The descriptive trends shown below suggest several possible relationships within the
dataset, although no direct causal effects can be confirmed. As a result, the results should be

treated tentatively. More detailed analysis will be required to confirm them.

Table 1

Results of the Spring and Fall Semester Questionnaires
Average Level of Agreement*

Ttem Spring Semester Fall Semester
(m=177) n=99)

1 I could learn ab(?ut topics | was interested in the 408 405
mandatory English classes

5 The mandatog English classes this semester 418 3.95
were 1nteresting

3 I was hlgl}ly motivated in the mandatory English 4.06 375
classes this semester

4 The materials and textbooks in the mandatory 377 337

classes this semester were engaging

* Agreement was measured on a Likert scale (1 = strongly disagree; 2 = disagree; 3 = neutral; 4 = agree;
5 = strongly agree)

Student Enjoyment and Motivation in Fall Mandatory Classes

The final two questions of the survey were open-ended questions meant to elicit
qualitative data, asking students what they found rewarding and, conversely, disapproved of
in the spring semester (see Appendix 1). Student reflections from the spring semester revealed
high levels of enjoyment connected to communicative and interpersonal elements. The three
mandatory English classes students took were, discussion, reading and writing, and e-Learning.
The most popular activity reported by students was discussion/ group discussion/ talking
with classmates with 110 students indicating this was the most enjoyable activity they took
part in. Second was speaking English/Using English actively (n = 28), and third was Making
Friends/Building Relationships (n = 22). Since the discussion class is small and usually only
contains 10—12 students, it gives them the perfect opportunity to participate in these activities,
whilst also getting to know their classmates deeply. These findings show that students were
heavily dependent on peer collaboration and social elements, lending credence to Vygotsky’s
sociocultural theory (1978), which claims that interactions with more knowledgeable peers and
adults leads to improved cognitive development amongst learners.

On the other hand, the most popular answer for what students did not enjoy in the spring
semester was nothing (n = 47), suggesting that most students were fulfilled by the semester’s
activities. The next most common answer was homework/assignments/ tasks (n = 23), followed

by tests (n = 13) and reading (n = 10). All these answers align with Self-Determination theory



The Influence of Course Type on Motivation in a Japanese University Context

(Deci & Ryan, 1985), where a lack of autonomy in tasks like homework and test preparation
can reduce intrinsic motivation. A total of nine students also reported “early morning classes”
as a challenge. This may be connected to students living far away from campus and having to

commute early morning to make first-period classes.

Student Enjoyment and Motivation in Fall Mandatory Classes

Students’ reflections of the fall semester also indicated that enjoyment was connected
to communicative and interpersonal elements. However, there was more variety and specific
answers given than in the spring semester. The most popular activity was group work/discussion
(n=33), suggesting that allowing students to communicate in groups is valuable for them. This
was followed by debate (n = 16), giving presentations (n = 11) and writing (n = 9). Since this
was the second semester, some students may have become more accustomed to writing and
therefore started to enjoy it more.

The students also reported more specific unenjoyable activities in the fall semester.
The most common was homework/assignments (n = 19), followed by nothing (n = 15) and
then giving presentations (n = 14). This number would suggest that some students really enjoy
giving presentations but slightly more do not. Other findings included reading (n = 10) and class
difficulty/ structure (n = 9). Since the debate class is more complex than the discussion class, it

was understandable that students indicated this.

Student Fulfilment in Elective Classes
The three students in the author’s elective class all answered “strongly agree” to the five
closed questions, suggesting that they enjoyed the class. In the two open qualitative questions,

they mostly mentioned that they enjoyed having discussions with their classmates:

I enjoyed free discussion about topics.

The teacher was friendly, and because there were only a few students, we were able to
talk a lot, and it was fun. He was also a fun and easy-going person who was open to
light jokes.

Discussion with classmates.

Since there were only three students in this class, the sample size is too small for the
data to be given serious consideration, but it is important to remember that qualitative analysis
does not have the sample size dilemma that quantitative research seeking to make population
inferences does (Vitta et al., 2025). This small size meant that the author had a lot of time
to get to know the students and listen deeply to what they said. The author often took part
in class activities, such as pair work. It has been reported that direct teacher involvement
in class tasks and activities such as pair work fosters a collaborative environment, reducing

barriers in which students are more likely to take risks in communicating in a second language



10

WETE - HLEEBEWMEY ¥ —F v %1% (Journal of Plurilingual and Pluricultural Education and Research, Vol. 1)

(Dornyei & Murphey, 2003). Since the topic was health and wellness, the author can say that
because he listened carefully to students, and remembered things that they had said, even
weeks later, the students grew to have confidence in him and respect him more, leading to
them gradually sharing their worries and anxieties in confidence, with a collaborative and
respectful environment being established in the classroom. The author contends, with a degree
of confidence that the students had a meaningful and beneficial time in his class. Careful
listening by ESL teachers plays an important role in creating supportive learning environments,

as it certifies students’ voices and fosters greater confidence in language use (Rost, 2011).

Teacher Findings

The four teachers were all interviewed in January, at the end of the academic year.
The teachers had taught a variety of CLIL classes in the past academic year, including Health
& Wellness, Film studies, International Business, Multimodal Communication, and IELTS.
The teachers were all asked eight questions, to gauge their feelings on teaching elective and
mandatory classes (see Appendix 2). Teachers were referred to L1-L4 (Lecturer 1-Lecturer 4),
which was decided by the order in which they were interviewed. The most common themes will

now be considered, discussed, and reflected upon.

Elective Classes

From a teacher’s standpoint, the elective classes offered challenges and rewards. The
most common challenge mentioned was the time-consuming preparation needed, especially
when few pre-existing CLIL lesson materials were available. CLIL courses posed additional
challenges due to the unfamiliarity of the content, and the need to make this content subject-
specific (Coyle et al., 2010):

(L4) I didn’t have any content knowledge when it comes to business. I researched
what textbooks are highly recommended. Creating all the materials was so challenging

because the textbook didn’t have like slides or anything.

(L1) The hardest thing was making it all from scratch. Time consuming to make all the
materials. And then after that, managing everything going on. Basically, you must do

everything yourself. So, trying to figure out how to do CLIL was challenging.

On the other hand, teachers found the teaching electives personally fulfilling. They
enjoyed aligning course content with their own academic interests. This opportunity for
pedagogical creativity was reported as having a strong impact on motivation. These results
give credence to findings by Pearson and Moomaw (2005), who argue that teacher effectiveness

is elevated when they are granted autonomy and flexibility:
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(L3) I spent a lot of time planning this course. I enjoyed the process of it because
multimodal communication is something that I studied in university. So, [ was happy
to be able to use the stuff I learned. The topic area was something more personal than

presentation or debate or whatever.

(L2) The film studies class, I studied it in my undergrad study. They do some practical
work taking different camera angles and filming their own final film project. So that’s

fun to see them using English to work together in groups and get engaged with it.

Challenges in Mandatory Classes

All the teachers reported that mandatory classes were more difficult to manage. The
main reasons given were behavioural problems such as lateness and inattentiveness. Since it
was widely reported by first-year students that early morning classes were the most unenjoyable
aspect of classes for them, this complaint is understandable. Uneven student motivation was also
stated along with issues related to absenteeism. While some students displayed high motivation,
many seemed to be doing the bare minimum, and attending only to get a credit for the class.
This class was seen as suitable for higher-level students. Having lower-level students debate

each other and scaffolding the content was seen as problematic:

(L4) Regarding debate class. I feel like sometimes I give them too much scaffolding.
Then, sometimes too little scaffolding. Every semester, I’ve taught debate differently.
And I don’t know if I’'m getting better at it. I would really like to like to watch other

people’s debate classes because mandatory debate is a hard subject to teach for me.

(L2) Debate, I feel is excellent for the higher-level students. But I feel that it’s not the

best content of lesson to teach to lower-level learners of English.

(L4) So what I find challenging about presentation is when students don’t come to
class and they don’t learn the material that we learned during class. So, they obviously
are not applying the same principles, and they get upset. That’s what I get most upset
about. That’s challenging when students don’t come to presentation because every class

is important.

(L1) So, in this term, especially around November, they started being late all the time.
And didn’t seem to be paying attention anymore. There was like a big drop-off. I think

they were prioritising other classes.

Scaffolding is seen by Pinner (2013, p. 51) as: “The interaction and negotiation of

meaning between expert and less expert speakers.” Scaffolding is relevant for CLIL and the

11
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debate class, as it’s the process of supporting students throughout their learning process and
then gradually removing this support as students become more independent, when they can start
to explore topics themselves. Since teachers are faced with various student English proficiency
levels and motivation, teachers will need to utilize different types of scaffolding for each class.
The point that some teachers reported debate as suitable for higher levels is telling, and the
pace of learning in each class can vary greatly. Suitable scaffolding and careful management of
groups, such as placing higher-level students with lower-level students, especially in a level 4

class, may enable teachers to navigate this class smoothly.

Class Size
Another common theme was the mention of class sizes. Discussion was singled out by
one teacher, since the class size is 10—12 students, making it the smallest mandatory class in

terms of size. Since the size of elective classes varies, this was understandable:

(L2) Discussion is fantastic. Hearing all the different opinions about the topics and
seeing them use the different discussion skills to say their own ideas. The 10-student
size of the classes is the right for teachers to be able to give them feedback and the

attention that they need. They need attention, that’s the thing.

(L4) I loved my students so much because there was only like six or seven and they’re
all upperclassmen and they were all very interested in the topic, so, like, it was better
to make relationships with the students. Like, easier to go and talk to them about the

content. And they’re better at English.

(L2) In the past, when I taught e-Learning, the issue would be the large number of

students in one class. I think it’s too large.

(L2) I think there was over 30 students in the film studies class, and I initially designed
the syllabus for 20 or less. And so, I’ve had to change and adapt the syllabus. So, take
out writing assignments and change the presentations, at the beginning of class instead.

And I can’t focus on the students individually as much.

Small class sizes are particularly important in EFL contexts because they allow teachers
to be able to provide more individualized attention and feedback, which supports learner
autonomy and increases opportunities for meaningful interaction (Nunan, 2015). What’s more,
frequent targeted feedback has been shown to enhance learners’ motivation and language
development, especially when delivered in supportive, low-anxiety environments (Hyland &
Hyland, 2006). The small class sizes are likely one of the main reasons why the discussion

class was seen in such a favourable light by students. One of the teachers (L2) also mentioned:
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“And I think even other universities I’ve heard say that they kind of respect Rikkyo’s discussion

curriculum.”

Workload and Efficiency
Workload was a significant factor influencing motivation for teachers. Several teachers
mentioned that repeated teaching of the same elective class would be more manageable and

enjoyable due to familiarity and the refined content of their classes:

(L3) I spent all that time doing that preparation for the elective course last year and now
it’s basically done. Although I will refine it. If I had like three elective courses this term,
that wouldn’t be enjoyable because the preparation would be insane. Especially if it was

in a topic area which I had no particular interest.

(L2) T especially enjoyed teaching the film studies class. I’d like to continue teaching
that and keep trying to work on it and make it better and improve on it as much as

possible.

(L4) I would like to be given the same course, because it’s just so much work preparing.

I’ve already got a lot of work to do for my reading & writing classes too.

It was clear that all the teachers had spent a lot of time preparing their syllabi for the
elective courses. This justifiably led to feelings of wanting to continue teaching the course
and improving the content. It might be advisable for teachers of the same classes to meet and

compare their syllabi and classes to achieve this.

Student Motivation and Course Structure

One of the most revelatory comparisons was in homework completion. Students in
mandatory classes, though often less enthusiastic in class, were more likely to complete
homework assignments. This trend could be put down to stronger grading policies and
accountability structures. In contrast, electives often suffered from incomplete homework

assignments, particularly in flipped learning models:

(L1) Next year, that’s something I’m going to change. I’'m going to give them a quiz at
the start of class.

This quote underscores the link between accountability and motivation and supports
changes in assessment design to increase out-of-class engagement.
The teacher in this final excerpt highlights one of the realities of teaching—that not all

classes are the same. It is only natural that some classes will be more difficult than others:

13
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(L3) The biggest challenge is dealing with unmotivated students. You’re inevitably
going to get students who don’t really want to be there, basically. When the students
are motivated, just the flip side to that. It doesn’t matter if it’s mandatory or elective.

They’re there, they want to do well, they want to get a good grade.

Discussion

The CLIL program at the author’s university is still a relatively new one. From the
findings of this study, it can be argued that it is going smoothly and has the potential to be
improved. This study affirms that elective and mandatory courses offer distinct motivational
elements for students and teachers. It could be argued that the university’s current policy of
allocating teachers approximately 80% mandatory classes and the rest as electives is a fair and
balanced one. Furthermore, matching teachers to suitable elective classes that they have prior
knowledge of or an interest in would seem to be a very advantageous policy to continue.

Since some teachers mentioned that they were teaching topics that they had studied at
the undergraduate level and that this was rewarding for them, this suggests that teachers enjoy
preparing materials in subjects that they have prior knowledge of. It is feasible that this will
have the ripple effect of teachers being more likely to create more meaningful and engaging
materials for students in this environment. A flexible implementation, as asserted by Davies
(2017), which grants the teachers a flexible environment in classes depending on the types of
students they may have in a particular class, seems rational.

The observation that all teachers mentioned that creating materials for elective classes
was time-consuming is understandable. Faculty training is a valuable way of supporting teachers
to give them fresh ideas and perspectives on their lessons. Meeting with teachers who teach
the same elective classes is also a possible way of providing peer-support. However, teachers
may vary greatly in teaching styles and methods, and collaboration may be lacking in higher
education settings (Pérez-Cafiado, 2012), while the balance of faculty training and teacher
autonomy is unclear. Granting teachers freedom over what and how they teach has been reported
to produce more positive and supportive teachers, as well as creating more collaborative
learning environments (Louis & Marks, 1998), which may have a positive impact on student
engagement and success in the classroom (Keiser & Shen, 2000). Allocating teachers’ autonomy
may also benefit student learning, as this condition may increase teachers’ commitment (Marks
& Louis, 1999). Giving teachers the opportunities to observe their peers’ lessons may be an
advantageous tactic in improving and enlightening fellow teacher techniques and scaffolding.

The significance of class sizes was often mentioned as important. Both students and
teachers reported that they enjoyed group work activities. Group work is especially important
for Japanese learners of a second language, because it creates opportunities for authentic
communication, peer-support, and collaborative problem-solving, which can reduce anxiety

and increase confidence in speaking. Research has shown that cooperative learning fosters
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both language acquisition and learner autonomy in EFL contexts (Dornyei, 2007; Jacobs &
McCafterty, 2006). By allowing group work in elective classes, such as project-based work, and
giving individualized feedback and attention, a positive learning environment can be achieved,
whereby students can engage in meaningful communication with each other (Mehisto et al.,
2008). If students are given this opportunity, they may process the content in a deeper fashion,
by ‘engaging in their own experience and previous knowledge in an interactive process’ (Light
et al., 2009, p. 52). In addition, attentive teacher listening enhances classroom interaction,
enabling learners to feel understood and resulting in heightened motivation and engagement
(Brown, 2014). Smaller class sizes provide teachers with opportunities to offer individualized

attention, thereby increasing the likelihood that students will display higher levels of motivation.

Conclusion

Teachers need to be mindful of different student levels and alter their classes and
learning goals for mandatory classes. Ultimately, teachers need to be prepared and flexible
because each class is unique, with different personalities and chemistry contained within them.
Class sizes may be large or small, so altering materials and activities is commonly essential.
As one teacher offered some philosophical reflection that classes are: “hit and miss,” which
is only natural in this profession. Regardless of how much planning and preparation a teacher
fashions, students will inevitably shift in and out of a Vygotskian state of readiness to study
(Chaiklin, 2003). It is necessary for teachers to have a variety of activities in their 100-minute
lessons to maintain student motivation at an optimal level. Listening carefully to what students
say and giving rich feedback, together with the adoption of group work activities and careful
group management, may have a positive impact on student motivation. The data from this study
suggest that appropriately aligning teachers with elective subjects can exert a positive influence
on learner motivation and learner outcomes; however, a larger sample size of elective students

in any possible future research would be able to garner more salient conclusions in this realm.
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Appendices

Appendix 1: Student Mandatory Classes Survey (Spring & Fall)

Which mandatory class was most interesting for you?

I could learn about topics I was interested in mandatory classes.

The mandatory classes this semester were interesting.

I was highly motivated in the mandatory classes this semester.

The materials and textbooks in the mandatory English classes this semester were
engaging.

What was something you enjoyed in the mandatory classes?

What was something that you did not enjoy in the mandatory classes?

Appendix 2: Student Elective Classes Survey (Fall)

What elective classes did you take this year?

I could learn about topics I was interested in.

I was highly motivated in the elective English classes this year.

The materials in the elective English classes were engaging.

I was more motivated in my elective classes then in my first-year English mandatory
classes.

What was something that you enjoyed in your elective classes?

What was something that you did not enjoy in your elective classes?

Appendix 3: Teacher Interview

What electives did you teach this academic year?

What was challenging for you?

What was enjoyable or rewarding?

What was challenging teaching mandatory classes?

What was enjoyable or rewarding teaching mandatory classes?

Do you prefer teaching elective or mandatory classes? Why?

What were some differences between teaching elective and mandatory classes?
Would you like to teach the same elective class next year? Why?
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Cultivating Multimodal Literacy in a Japanese CLIL
Context: An Action Research Study

ROOKS, Justin

Abstract

This study explores the design, implementation, and outcomes of a 14-week
multimodal communication course conducted at a Japanese university, guided
by an action research framework. Drawing on Burns’s (2010) iterative cycle of
planning, action, observation, and reflection, the course sought to deepen students’
understanding of social semiotics, visual communication, and other theoretical
perspectives relevant to multimodality. A mixed methods approach, including pre-
and post-course image analyses, student surveys, teacher interviews, and assessment
of final presentations, provided comprehensive data on learners’ progress and
perceptions. Findings indicate that students demonstrated marked improvements in
their ability to deconstruct and interpret diverse texts, applying concepts related
to multimodality and semiotics more effectively by the end of the term. Surveys
further revealed high levels of satisfaction, with many students reporting heightened
awareness of how social and cultural narratives are embedded in everyday media.
While challenges arose in addressing abstract theory and varying English proficiency
levels, the action research process facilitated timely pedagogical adjustments, such
as simplified readings, interactive tasks, and iterative feedback loops, that supported
learners’ evolving needs. The results suggest that practitioner-oriented, reflective
practice can successfully integrate multimodal analysis into a Content and Language
Integrated Learning (CLIL) context, fostering advanced literacy skills and cross-
cultural awareness. This study thus contributes to ongoing discussions on how action
research may enhance the teaching of complex theoretical frameworks, pointing to

broader applications in global higher education.

Keywords: Multimodal communication, Social semiotics, Action research, Content and Language

Integrated Learning (CLIL)

Introduction

As communication technologies continue to evolve at an unprecedented pace, the ability

to convey and interpret meaning across multiple modes—text, visuals, gestures, and audio—has
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become increasingly important. Gunther Kress (2010), a pioneer in the field of multimodality,
has aptly observed that communication is always and inevitably multimodal, and highlighted
the necessity of developing multimodal literacy to engage with the complex interplay of modes
in contemporary communication. In language education, this shift pushes learners beyond
traditional reading and writing to engage with layered, media-rich texts that mirror real-world
contexts. For Japanese students of English, incorporating multimodal elements can be especially
beneficial: it not only develops language skills through authentic tasks but also introduces
cultural and disciplinary content in a more engaging way.

Against this backdrop, Content and Language Integrated Learning (CLIL) has gained
traction as a framework that allows educators to integrate subject matter and language
learning simultaneously. In their pivotal book, CLIL: Content and language integrated
learning, Coyle et al. (2010) define CLIL as “a dual-focused educational approach in which
an additional language is used for the learning and teaching of both content and language”
(p. 1). They develop this framework further by considering how this methodology enriches
both subject knowledge and linguistic competence through their 4Cs Framework, which
encompasses Content, Communication, Cognition, and Culture. In this approach, content
refers to the disciplinary knowledge or subject matter forming the basis of instruction, and
communication is the active use of language to articulate and engage with that content.
Cognition involves developing students’ critical thinking and problem-solving abilities so
they can analyze and reflect upon new information, while culture highlights intercultural
awareness and global citizenship. Together, these elements ensure balanced goals in CLIL,
promote thorough scaffolding, and encourage active learning through collaborative, project-
based methods. By integrating subject content with language development, CLIL provides an
immersive environment where students engage with academic and professional materials while
simultaneously honing their linguistic skills. This dual-focus approach encourages higher-order
thinking, cultural awareness, and a more natural development of communication skills.

Within this CLIL framework, a course on multimodal communication aligns naturally
with the 4Cs by integrating content mastery in tandem with English language development. By
emphasizing content, the course focuses on core principles of multimodality and social semiotic
theory. Through communication, students actively discuss and analyze these abstract ideas in
English, thereby gaining familiarity with disciplinary terminology and functional language
use. Higher-level cognition is cultivated as students critically examine how textual and visual
components interact in various media, such as advertisements, news reports, or digital content,
challenging them to synthesize ideas and explore deeper meanings. Finally, culture remains
central, as the course examines how the production and interpretation of texts can differ across
societies, preparing learners to engage in culturally diverse contexts. Weaving these elements
into a cohesive curriculum highlights how CLIL fosters both subject mastery and language
proficiency, demonstrating its relevance to multimodal literacy and broader educational

contexts.
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At Rikkyo University, and in Japan more broadly, the implementation of CLIL-based
curricula in higher education is still evolving. Studies (Ikeda, 2013; Ikeda et al., 2022) have
indicated that within the Japanese education system, CLIL shows significant promise for
fostering both language proficiency and deeper engagement with subject content, but they
also highlight the practical challenges of materials selection, language support, and teacher
training. In line with this evolving focus, the curriculum at Rikkyo University has shifted
toward a CLIL-based model with the intention of equipping students with the skills to engage
deeply with content in English, while also introducing them to collaborative learning methods
and various presentation formats (Ueno, 2024). Furthermore, it has been argued that a CLIL-
based curriculum can help to cultivate multidimensional competencies that enable Rikkyo’s
students to navigate today’s complex society with integrated knowledge, skills, and attitudes
(Yamamoto & Niita, 2021). Although these changes represent a meaningful step in merging
content and language skills, the integration of multimodality into such a curriculum remains
largely underexplored. Limited research exists on how CLIL-based courses might be adapted
to incorporate a multimodal focus that develops students’ practical communication skills and
multimodal competence. This gap underscores the need for a carefully designed course that

addresses both linguistic competence and the ability to produce and interpret multimodal texts.

Literature Review

Multimodal Communication

Multimodal communication and social semiotics emphasize that meaning is constructed
not only through language but also through various modes, including images, gestures, layout,
and design. Halliday’s (1978) concept of language as a social semiotic system emphasizes that
language cannot be fully understood apart from the social and cultural contexts in which it is
produced. Expanding on this idea, Kress and van Leeuwen (2006) argue that visual design
follows structured “grammars” akin to verbal syntax, shaping relationships, emphasis, and
hierarchy across multiple modes of communication. By extending Halliday’s focus on context
beyond language, they argue that the formal features of images, layouts, and other multimodal
elements serve as resources that are designed to convey specific meanings. In addition,
Jewitt (2009) highlights the growing prevalence of multimodal texts, from advertisements to
educational resources, in everyday life and emphasizes the corresponding need for individuals
to develop more sophisticated interpretive skills. Marcel Danesi (2019) also offers an insight
into the nuances of multimodality and semiotics in a modern setting, by illustrating how
metaphors and analogies underpin everyday cognition and communication, from the use of
emojis to the elaboration of pop culture references. Multimodal texts often draw on well-known
film scenes, celebrity personas, or iconic cultural symbols to evoke shared associations and
emotional responses. This pragmatic orientation can serve as a helpful bridge in the classroom,

showing students the real-world relevance of social semiotic and multimodal concepts. This is
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particularly salient in second-language settings, where students must increasingly navigate not
only the linguistic features of a text, but also the multimodal conventions of texts on a variety

of diverse media platforms.

Social Semiotics

In addition to the aforementioned theories, much of the groundwork of social semiotics
can be traced to linguists and semioticians like Ferdinand de Saussure (1983), Roman Jakobson
(1960), and Roland Barthes (1972, 1977) whose collective work introduced foundational
concepts. Saussure’s signifier-signified framework and his emphasis on “signs,” laid the
basis for understanding the symbolic nature of language, while Jakobson’s communication
model highlighted the interplay of factors such as context and contact in shaping messages.
Additionally, Barthes’s insights into myth and connotation revealed how cultural ideologies
are naturalized in everyday signs and he highlighted how consumer goods, photographs, and
advertisements reflect and perpetuate broader cultural narratives. Taken together, these theories
offer a vital analytical lens for a course on multimodal communication by enabling students to
interpret and produce texts that blend visual, linguistic, and cultural elements in meaningful
ways. The Birmingham School of Cultural Studies provides an additional suite of useful
concepts, particularly the work of Stuart Hall (1980) and John Fiske (1987). Hall’s encoding-
decoding model highlights how audiences bring their own experiences and social positions
to interpreting media, which can lead to negotiated or oppositional readings of texts. Fiske,
similarly, frames media consumption as an active process of meaning-making, reinforcing the
concept that students are not just passive recipients of information but rather co-creators of
meaning. Incorporating these ideas into a multimodal course helps students develop a critical

awareness of how cultural context shapes both the production and reception of texts.

Digital Contexts

Extending the study of multimodality into modern, digital contexts adds a further
layer of theory to those already considered. Because students now interact with an array of
digital texts—ranging from short-form social media posts on platforms like X (formerly
Twitter) and Instagram to fully multimodal environments like YouTube and TikTok—it is
crucial for educators and students to consider how these texts differ in structure and function
from traditional print-based forms. Central to understanding these forms is the concept of
“affordances,” which Hutchby (2001) describes as the ways technology both enables and
constrains user actions: for instance, X’s character limit promotes succinct communication,
whereas longer, more nuanced discussion is less feasible. Papacharissi (2014) expands this
perspective by illustrating how design features influence emotional connections and identity
construction on platforms like Instagram or Facebook. At the same time, the content that
circulates—be it memes, viral videos, or remix culture—also plays a defining role in shaping

meaning. Shifman’s (2014) analysis of memes, for instance, illustrates how humor, cultural
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references, and visual remixing allow these digital artifacts to spread rapidly and influence
public discourse. The synergy between technological affordances and the multimodal content
itself fosters distinct online cultures, where emotional resonance, interactivity, and visual appeal
are integral to how messages are produced, circulated, and interpreted. This underscores the

powerful interplay between platform design and the evolving forms of digital communication.

Multimodal Communication and CLIL

Despite the robust theoretical landscape, relatively few published studies focus on
teaching social semiotics and multimodal communication within a CLIL or second-language
learning environment. Much of the existing literature on multimodality addresses native-
speaker contexts, presupposing advanced proficiency in English and often neglecting the added
linguistic challenges faced by international students for whom English is a second or foreign
language. Where studies do exist, for example in Multimodal teaching and learning: The
rhetorics of the science classroom (Kress et al., 2014), they tend to discuss broad instructional
strategies for multimodal literacy, rather than detailed accounts of sequential, action-research-
based interventions. This gap in the literature highlights the unique nature of the present
project: it aims not only to introduce core semiotic concepts but also to do so within a Japanese
university course taught in English, accounting for the dual challenge of language acquisition
and conceptual understanding. As a result, this research has the potential to inform future
curriculum design in similar multilingual and multicultural contexts, providing examples of
how and when to scaffold complex theories through carefully selected and adapted materials

and activities.

Methodology

Research Questions

This paper details the design, implementation, and evaluation of a 14-week multimodal
communication course for Japanese undergraduates studying in English, grounded in CLIL
principles and guided by an action research framework. The course was designed to enhance
the students’ ability to critically analyze a range of multimodal texts—such as advertisements,
news reports, and public service announcements—by examining the interplay of text, visuals,
and design. To investigate the effectiveness of this approach, the study addresses the following

research questions:
1. How can a CLIL-based multimodal communication course foster the development
of multimodal competence and literacy among Japanese university students studying

in English?

2. Which teaching materials, scaffolding strategies, and classroom tasks are most
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effective in supporting students’ multimodal analysis skills within this context?

3. How do students perceive and experience the course content, activities, and

multimodal frameworks introduced throughout the 14 weeks?

Employing a mixed-methods strategy that includes pre- and post-course tests, surveys, teacher
interviews, and reflective journaling, the paper offers a comprehensive perspective on both
course design and its impact on student learning. Ultimately, the findings provide practical
insights for developing multimodal communication curricula that integrate social semiotics
and multimodal analysis with language instruction, thereby equipping students with the critical

skills and cultural awareness necessary to navigate diverse cultural and social environments.

Research Design

This study follows an action research methodology guided by Anne Burns’s (2010)
framework in Doing action research in English language teaching. According to Burns,
action research entails “a self-reflective, systematic, and critical approach to investigating
one’s own teaching context” (2010, p. 2). Its cyclical nature—planning, action, observation,
and reflection—encourages educators to continually refine their practice based on firsthand
classroom data. As Burns explains, “teachers become active participants in the research process,
identifying problems, implementing changes, and documenting the outcomes” (2010, p. 5).
This practitioner-oriented model is especially apt for exploring innovative pedagogies, such
as a course on multimodal communication, because it allows for real-time adjustments that
respond to immediate classroom needs. By actively engaging in data collection and analysis, the
teacher-researcher can assess the effectiveness of teaching strategies, materials, and theoretical

frameworks in a more organic and iterative manner.

Setting and Participants

The research took place at Rikkyo University’s Ikebukuro campus, where a 14-week
elective course on multimodal communication was offered to a mixed cohort of undergraduate
students. The class met once a week, for 100 minutes, throughout the fall semester. The study
included 25 undergraduate students from second, third, and fourth years, representing a
range of English proficiency levels, with a minimum CEFR (Common European Framework
of Reference for Languages) A2 standard recommended for enrollment. All students had
previously completed mandatory English courses focusing on discussion, debate, presentation,
and writing skills in their first year at the university. For this reason, they had some familiarity
with university-level classes being conducted entirely in English. The students’ majors spanned
the humanities, providing a diverse range of academic and cultural perspectives. The classroom
dynamic was positive, fostering thoughtful discussions around multimodal texts and how they

function in various cultural contexts.
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Research Instruments
Four primary methods of data collection were used to capture both qualitative and

quantitative dimensions of student learning and course effectiveness.

Teacher Interviews

Semi-structured interviews were conducted with teachers who had previously taught the
course. This step aimed to confirm or challenge my own approach to teaching the course and
to gather further insight into effective strategies, and identify common pitfalls. Their feedback

informed subsequent refinements to lesson plans and materials.

Classroom Observation

After each session, as a teacher-researcher, I maintained a reflective journal,
documenting observations of student group work, engagement levels, and emergent questions
or difficulties. This reflective process is central to Burns’s (2010) action research framework, as

it enables ongoing modification of teaching strategies based on immediate classroom realities.

Student Work Analysis

Throughout the semester, students completed assignments in which they analyzed
multimodal texts—such as advertisements, news reports, and public service announcements—
focusing on how text, image, layout, and other design features interact to create meaning.
I devised rubrics anchored in the course content, emphasizing key concepts like Halliday’s
metafunctions, Kress’s visual grammar, and other semiotics-related concepts. These rubrics
measured the students’ ability to apply theoretical frameworks to their analyses and offered a
standardized measure of progress over time. Furthermore, I had students do pre- and post-course

tasks that I also used to examine their understanding of multimodal concepts and texts.

Surveys

At the end of the course, students completed surveys regarding their engagement,
comprehension of multimodal principles, perceived usefulness of course materials, and overall
preferences. This survey provided valuable feedback on what aspects of the course most
effectively facilitated learning and which areas required refinement.

By employing this multifaceted approach, the study aligns with Burns’s emphasis on
teacher-led inquiry, ensuring that each cycle of planning, action, observation, and reflection
was firmly grounded in empirical classroom data. This methodology supports the iterative
development of a multimodal communication curriculum tailored to the unique context of

Japanese university students studying in English.

Ethical Considerations

Ethical approval for this study was obtained from the university’s ethics review
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committee prior to data collection. All participants were fully informed, both verbally and in
writing, of the purpose of the research, the voluntary nature of their participation, and their
right to withdraw at any time without academic penalty. Students signed a formal consent
form allowing their anonymized work, survey responses, and classroom participation data to
be used for research purposes. No personal information was disclosed in any publications or
presentations arising from the study. These procedures ensured that the research was conducted
in accordance with institutional guidelines and widely accepted ethical standards for educational

research.

Implementation

Action research enables educators to investigate, evaluate, and improve their
classroom practice in an iterative, evidence-based manner. Its emphasis on continual inquiry
and adaptability makes it especially valuable for ensuring that lessons align with broader
pedagogical goals while remaining responsive to student needs. In this project, action research
underpinned the design and implementation of the 14-week course, guiding the iterative
cycles of planning, action, observation, and reflection that shaped the syllabus, materials,
and assessments. The following sections detail each phase of this action research process,
illustrating how it provided a structured yet flexible framework for delivering a learner-centered,

multimodal curriculum.

Planning
Identifying Goals and Choosing Framework and Concepts

The first step in planning this 14-week course involved clarifying the specific goals
and outcomes students would be expected to achieve. In keeping with CLIL principles, |
wanted them to refine their English language skills while developing a deeper understanding
of multimodality, social semiotics, and cultural analysis. Establishing these clear objectives
aligns with Nation and Macalister’s (2010) emphasis on having well-defined learning goals
that guide both content selection and classroom activities, thereby providing learners with a
sense of direction and measurable milestones. Once these aims were set—such as recognizing
key principles of multimodal communication, applying theoretical frameworks to real-world
texts, and critically examining how culture shapes meaning—I evaluated numerous theoretical
approaches to determine which would best serve these ends. To avoid overwhelming students
with too many complex ideas at once, I then organized the material into a schedule that
incrementally introduced more challenging concepts in a logical progression. According
to Nation and Macalister (2010), one core principle of curriculum design is to structure the
material in a systematic, incremental manner so that learners remain motivated and are not
overwhelmed by overly difficult material. Ultimately, I decided to break the curriculum down

into three sequential units, each building upon the previous one to maintain coherence and



Cultivating Multimodal Literacy in a Japanese CLIL Context: An Action Research Study

student engagement and to balance increasing conceptual complexity with practical application.

In the first unit, students explored essential multimodality through key ideas drawn
from Halliday’s (1978) systemic functional linguistics (SFL) and Kress and van Leeuwen’s
(2006) grammar of visual design, supplemented by Barthes’s (1977) insights on the interplay
of image and text. In the second unit, we shifted focus to foundational semiotics, examining
Barthes’s (1972) further discussions of myth, alongside concepts inherited from Saussure—
such as the signifier-signified distinction—as well as incorporating genre, intertextuality, and
both synchronic and diachronic modes of analysis. Finally, in the third unit, students turned
to digital texts, including narrative structures, and online phenomena like memes, drawing on
Danesi (2019) and Shifman’s (2014) explorations of popular culture to understand how these
multimodal artifacts circulate in contemporary media. This three-tiered framework enabled
learners to build gradually on their interpretive skills, transitioning from core understandings
of multimodal principles to more advanced semiotic theories, and ultimately applying these

insights to the dynamic and often participatory world of digital communication.

Preparing Adapted Materials

I knew that many of the primary texts would pose challenges for Japanese students
studying in English. Their complex terminology and culturally specific references would
necessitate pedagogical grading or adaptation, ensuring that the students would be able to
engage with the core ideas without being overwhelmed by difficult syntax or unfamiliar cultural
allusions. Therefore, during the preparation phase, I created simplified primers—400 to 500-
word summaries—of complex theories like Halliday’s SFL or Barthes’s mythologies. These
primers were designed to maintain conceptual accuracy while reducing linguistic complexity,
ensuring that learners at around the CEFR A2 level could follow the core ideas without
excessive frustration. As Burns observes, “action research encourages teachers to be responsive
to the unique linguistic and cultural environment of their learners” (2010, p. 15). In total, ten
weekly readings were created, and I decided that it would be most beneficial to give them to
students as homework and preparation for the following lesson. This meant they had a full
week to read and consider the material and would be more prepared to discuss the material in
the following lesson.

Additionally, I designed PowerPoint presentations that would build upon each reading
and address each weekly topic. The presentations were designed to be as multimodal as
possible, integrating diagrams, images, and concise bullet points. These presentations illustrated
key theoretical concepts using real-world examples, including familiar images from advertising
and social media. The rationale was to give students a visual point of reference, showing them
how semiotic principles manifest in everyday texts. This approach also reflected an important
element of action research: “making learning visible” (Burns, 2010, p. 36) by demonstrating

theoretical principles in a format that resonated with students’ own communicative experiences.

29



30

WETE - HLEEBEWMEY ¥ —F v %1% (Journal of Plurilingual and Pluricultural Education and Research, Vol. 1)

Teacher Interviews

In the first few weeks of the course, I interviewed two teachers who had taught the
Multimodal Communication course in the previous semester at Rikkyo, including the professor
who had created and designed the original program. The teacher interviews provided valuable
insights into the challenges and successes of teaching multimodal communication in a second-
language teaching context. Both teachers had structured their courses around similar theoretical
frameworks: rhetorical analysis and social semiotics. One had organized the course through
the analysis of podcasting and advertisements while the other had adopted a project-based
approach, prioritizing collaborative learning and real-world multimodal materials. Both teachers
suggested that their goal was to help students understand the complexity of modern, multimodal
communication by providing a structured framework through which the students would be able
to approach the material.

One of the biggest challenges both teachers faced was helping students move beyond
their previous learning experiences to critical analysis. According to one teacher, this involved
“getting students to break out of that culturally normative process” through which they typically
processed and analyzed written and visual material, to thinking more analytically about the
process of meaning creation. Both teachers also emphasized the need for careful scaffolding,
which for one teacher sometimes involved some Japanese-language support for rhetorical
concepts, and for the other teacher this meant simplifying assignments after realizing students
struggled with theoretical complexity. He reported that rhetorical analysis, for example, needed
a lot of scaffolding. It was suggested that introducing it too early in the course had left students
confused. By emphasizing the practical elements over the theoretical supporting material, it was
noted that “thinking about how to include elements of the theories we had studied, helped them
to cement their knowledge.” As these interviews were conducted either at or near the start of
term, I was able to utilize these insights and corroborate them with my own early observations.

The most important insights gleaned from these interviews were the importance of
gradually introducing theoretical concepts, incorporating visual aids, balancing theory and
practice, and fostering collaboration. These points directly informed several adjustments to the
course design. In Week 1, students understood “multi” but struggled with “mode,” prompting
the addition of a brief presentation using images and layout diagrams to clarify the concept.
Advice on balancing abstraction with modelling guided a Week 4 demonstration in which
I deconstructed a digital image into setting, participants, and symbolic elements, helping
students translate concepts like modality and salience into concrete analytical steps. Further
recommendations about guided practice led to a Week 5 genre-analysis session using annotated
advertisements and news stories to connect theoretical constructs to everyday texts. Collectively,
these targeted revisions transformed interview insights into practical, actionable strategies that

supported students’ interpretive development across proficiency levels.
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Action

According to Burns (2010), the action stage of an action research cycle involves
implementing planned strategies in the classroom to address the identified objectives and
challenges, thereby moving beyond theoretical deliberation and into concrete practice. For this
project, action entailed delivering lessons organized around the three previously established
course units, while employing a consistent instructional structure that balanced reading review,
targeted presentations, and practical application tasks. Each class followed a predictable

sequence designed to foster both conceptual clarity and student engagement.

Homework Review

Students began by discussing the prior week’s reading in small groups, guided by pre-set
prompts. This arrangement allowed them to clarify any confusing points and support peers who
struggled with the material—an approach particularly beneficial in mixed-level settings. Group
interactions also helped students feel more at ease than they might in a whole-class plenary,

enabling them to explore and compare interpretations in a collaborative atmosphere.

Presentation

Following the group discussion, I delivered a concise presentation—typically 10-15
minutes—that consolidated the homework material and illustrated how theoretical concepts
operate in authentic contexts. For instance, [ would examine a magazine advertisement using
Kress and van Leeuwen’s framework of modality and salience, thereby demonstrating how
abstract ideas manifest in real texts. This segment aimed to deepen their understanding before

transitioning to hands-on activities.

Applied Analysis

In pairs or groups of three, students selected and deconstructed multimodal texts—
advertisements, social media posts, or other relevant materials—applying each lesson’s core
concepts to their analysis. To facilitate this process, I set up a discussion forum on the Canvas
Learning Management System (LMS). This enabled me to monitor their progress and provide
targeted feedback both in real time during class and online. The collaborative element of this
task was designed not only to foster peer-to-peer learning but also to encourage students to

relate theoretical principles directly to the digital and print media they encounter in daily life.

Group Reflection and Discussion

The lesson concluded with a brief reflection period or whole-class discussion, during
which students offered insights, highlighted difficulties, or inquired about finer points of the
material. Concurrently, I recorded my observations in a reflective journal, reported below,
so that any difficulties or recurring themes could be addressed in subsequent lessons. This

closing step further exemplified the cyclical nature of action research, ensuring that classroom
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experiences and student feedback consistently informed the next phase of instruction.

At the end of each unit—Iessons 5, 9, and 12—the standard lesson flow was slightly
modified to provide time for introducing and discussing the upcoming assessments. For the
first two units, students were required to submit written reports in which they analyzed images
using the conceptual tools covered in that unit. In the third and final unit, however, they
prepared group presentations. Additionally, the first unit served as a pilot of sorts, allowing for
systematic observation and subsequent adjustments in keeping with the cyclical nature of the

action research framework.

Observation

While the observation and reflection sections appear here in consecutive format, it is
important to note that in action research the process is recursive, meaning you begin to examine
and interpret in a dynamic way from the outset (Burns, 2010). This study followed that principle
by documenting observations and initial analyses simultaneously, yet each section is separated
to maintain clarity of the process. In practice, data collection and interpretation evolved in
a fluid, overlapping manner. My reflective journal formed the core of these observations,
supplemented by student questions, small-group discussions, and interaction data from Canvas
LMS. By focusing first on what was recorded, this section illustrates how systematic note-taking
and thematic categorization helped organize key insights. Qualitative data in action research
involves inductive coding, meaning that categories of study emerge from the data (Burns, 2010).
Applying this approach, the central themes that emerged were language use and terminology,

mixed-level engagement, and task structure and clarity.

Language Use and Terminology

Many students demonstrated intermediate to high English proficiency but encountered
difficulties with certain theoretical phrases, including “multimodal” itself. Learners easily
recognized “multi” but struggled with “modal.” Similar terminology issues arose as the course
progressed. Moreover, toward the end of the first teaching unit, recurring errors emerged in
describing the layout and placement of items in images using prepositional phrases— “in
the left” instead of “on the left,” for example—as well as expressing appropriate degrees of
certainty in terms of what meanings emerged during their analysis— “it means” instead of “it

could mean.”

Mixed-Level Challenges

Data from Weeks 2 and 3 indicated that students spent between 5 and 20 minutes on
the weekly readings, reflecting considerable variation in reading fluency within the same class.
Some students understood the readings quite easily, while others needed to make extensive
notes—often writing Japanese translations to fully grasp the text—and yet others found the

material too dense or time-consuming to fully understand. Such discrepancies highlight the
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complexity of catering to multiple proficiency levels. Several journal entries further underscored
the tension between challenging more advanced students and supporting those who struggled
with foundational concepts. These issues became particularly pronounced when tasks demanded
higher-level thinking, such as when analyzing images with minimal guidance or applying

theoretical constructs without concrete examples.

Task Structure and Clarity

By Week 4, the data showed that an unstructured image-search assignment overwhelmed
certain students who lacked clear search terms or parameters, undermining both engagement and
motivation. This underscored the importance of providing well-defined instructions, especially
when students had to analyze multimodal elements like modality in unfamiliar contexts. In
Week 5, a similar obstacle arose with genre distinctions: students had difficulty differentiating
the features of advertisements, news stories, and public service announcements, suggesting that
explicit instruction on genre features was needed. Both of these observations point to the value
of scaffolding complex tasks, clarifying key definitions, and offering concrete examples. These
are strategies that can help students navigate a wide range of multimodal texts more confidently.

Overall, the categorized data highlighted a range of challenges in teaching advanced
multimodal and semiotic concepts in a linguistically diverse environment. While enthusiasm for
the material was generally high, issues surfaced around language usage, reading comprehension,
mixed-level engagement, task clarity, and genre recognition. These observations provided
a critical foundation for the reflective and adaptive processes that would guide subsequent

instructional decisions in the action research cycle.

Reflection
Based on these ongoing insights, I implemented several targeted interventions to address
challenges around language use, varied reading proficiency, task clarity, and genre-related

misunderstandings.

Language Use and Terminology

As mentioned, one recurring issue was students’ difficulty in describing images
accurately, especially in using prepositional phrases to describe features in a layout, and
clarifying levels of speculation or certainty. Observations drawn from class discussions and
online posts also showed that many learners struggled with the vocabulary needed to articulate
meaning, layout, and symbolism. In response, I created a detailed booklet (Appendix A) that
included illustrative sample images and model sentences demonstrating how to comment on
visual elements and interpret their significance. After distributing this resource via Canvas
and reviewing it in class, learners who required further practice and benefited from structured
guidance were able to consult the guide. On the other hand, more advanced students could opt

out if they felt sufficiently confident, thereby maintaining an appropriate degree of challenge
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for everyone.

Mixed-Level Challenges

Reflective notes from Weeks 2 and 3 highlighted the tension between challenging
more advanced learners and ensuring lower-level students were not overwhelmed by technical
concepts. To address this, I differentiated tasks by incorporating multiple difficulty tiers in
class activities, enabling students to complete the number of tasks most suited to their level
of confidence and ability. As mentioned in the previous section, the optional supplementary
materials I provided, such as simplified examples of language use, offered further support
for those who needed it. In addition, I adapted the assigned weekly readings by substituting
technical terms like paradigm and syntagm with semiotic choice and semiotic combination
respectively. This preserved core conceptual meaning while lowering the linguistic barrier.
Beyond vocabulary adjustments, I simplified sentence structures and general word choices,
thereby reducing the cognitive load for lower-level learners. This multifaceted approach,
informed by my early reflections, aimed to keep higher-level students engaged while ensuring

those who struggled received adequate scaffolding.

Task Structure and Clarity

Observations also indicated that unstructured activities, like the Week 4 image-search
exercise, posed significant barriers to student engagement. By making search parameters
clearer—suggesting that they find images related to “university life,” “favorite products,” or
“sports teams”—students found it easier to locate relevant images and apply course concepts. In
a similar vein, the Week 5 confusion over identifying advertisements, news stories, and public
service announcements led me to introduce explicit genre overviews. Devoting a portion of class
to clarifying each genre’s defining features, and providing concrete examples for comparison,
helped students feel more confident in their analyses. These modifications reflect Burns’s notion
that “the reality of classroom life” (2010, p. 135) should guide ongoing curricular adjustments.

Taken together, these interventions illustrate how the cyclical nature of action research
facilitated dynamic, context-aware decision-making. By systematically observing and
categorizing student challenges, I could tailor strategies that balanced theoretical rigor with
practical accessibility, ensuring the course remained responsive to learners’ evolving needs.
These insights subsequently led to a new cycle of planning, action, observation, and reflection

reinforcing the iterative nature of the action research framework.

Findings from Student Work and Course Data

This section synthesizes multiple data sources to evaluate student performance during
the 14-week course. These sources include: an analysis of the students’ final presentations, a

comparative pre- and post-course image analysis, and a student survey. Together, they provide
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a comprehensive view of how students applied theoretical concepts, their evolving multimodal

literacy skills, and their subjective assessments of the course’s efficacy.

Student Assessment

In the final weeks of the semester, students collaborated on group-based final
presentation projects. They were required to apply a suite of multimodal and social semiotic
theories to a variety of texts connected by a topic of their choosing. I evaluated each project
in relation to the following three criteria: the depth of their analysis and their ability to deploy
concepts learned during the course, their ability to identify and evaluate the societal attitudes,
ideas, and beliefs present in their chosen texts, and their skill in communicating these ideas.

A key strength observed across many submissions was the ability to contextualize the
chosen topic—whether it was Japanese train culture, the role of idols in Japanese pop culture,
or evolving gender norms in toy advertisements—within broader socio-cultural frameworks.
In several high-scoring presentations, students were able to articulate how textual and visual
elements interact to convey ideological or cultural messages. For example, one high-scoring
group compared Japanese and American New Year’s advertisements. They explained how the
handwritten font and warm color palette in the Japanese ads evoked family intimacy, while the
sharp gold-and-black contrasts in the American ads signaled luxury and celebration. They linked
these design choices to broader cultural values, demonstrating an ability to connect multimodal
features to societal meanings.

Despite these positive outcomes, some presentations demonstrated only minimal
integration of course concepts. While these students occasionally referenced relevant theoretical
terminology, they often did not connect it systematically to the visual or textual evidence. For
example, one lower-scoring group analyzed a public service announcement about distracted
driving but relied largely on literal description. The students stated that the image used “high
modality” and “strong salience,” but did not explain how: they described “a man looking at
his phone” without discussing the significance of the dim background, or the contrast between
the bright screen and the darkened environment. Nevertheless, most students displayed greater
textual awareness and cultural sensitivity than they had at the start of the course, though some

still needed explicit guidance in applying multimodal theories more thoroughly.

Pre- and Post-Course Image Analysis

To gauge progression in the students’ analytical abilities, I administered a pre-course
image analysis in Week 1—a Dior advertisement featuring Johnny Depp—and a post-course
image analysis in the final week—a Chanel advertisement featuring the actor Gaspard Ulliel
(Appendix B). A comparative review of these analyses revealed concrete improvements in
theoretical application and level of detail.

Early responses in the pre-course image analysis revealed broad, class-wide patterns:

most students focused primarily on surface-level attributes such as celebrity presence, product
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placement, or general mood, offering descriptors like “masculine,” “cool,” or “strong.” While
a few students referenced elements such as the desert setting or Johnny Depp’s persona, the
majority lacked a coherent framework for linking these observations to broader semiotic
processes. Students also rarely attended to textual features, including the Dior logo, font, or
tagline, indicating limited awareness of how different modes combine to produce meaning.

In contrast, the post-course analysis showed a clear overall shift across the class.
Students more frequently identified specific visual cues—color, lighting, composition—and

99 ¢

explained how these elements contributed to meanings such as “luxury,” “exclusivity,” or
“sophistication.” Many also began integrating references to textual modes, including logo
placement and background selection, to argue how Chanel constructs brand identity through
multimodal choices. Although a small number of students did not consistently use the full range
of terminology taught in the course, the class as a whole demonstrated a more structured and
theoretically informed approach to analysis.

An illustrative example of one student’s progress demonstrates the shift many students
made from basic description to informed multimodal analysis. In the pre-course task, this
student’s comments on the Dior advertisement focused largely on naming visible components—
“There is a man in desert.... Next to him, there is a perfume”—and offering general impressions
such as “braveness are present,” with little explanation of how any element produced these
effects. By contrast, the same student’s post-course analysis of the Chanel advertisement showed
more attention to multimodal features and textual analysis. She observed that the “tone of
color... is very dark and not bright,” allowing her to “catch the feeling of braveness,” and she
linked the model’s pose and suit to ideas of “confidence and strength.” She also identified the
brand’s messaging, explaining that Chanel “wants to tell how men will be able to get confidence
by putting perfume.” This illustrates how instruction in concepts related to multimodality

enabled her to develop a more coherent interpretation grounded in theory.

Student Surveys

To supplement these performance-based measures, a mixed-methods survey (Appendix
C) was conducted in the final week of the course. A total of 19 students participated, providing
both quantitative Likert-scale ratings and qualitative feedback through open-ended questions.
The instrument aimed to assess overall satisfaction, engagement, perceived comprehension of

multimodal theories, and recommendations for course enhancement.

Overall Satisfaction and Engagement

On a five-point Likert scale—ranging from 1 = “Poor” to 5 = “Excellent”—a majority
of respondents (N = 19) rated the course experience as either “Very Good” (4) or “Excellent”
(5), representing 68.4% of the class. A large majority of students—=84.2% of respondents—
rated the course content as either “Somewhat Engaging” (42.1%) or “Very Engaging” (42.1%).

This suggests that most learners found the material stimulating and relevant. However, a small
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minority (10.5%) selected “Neutral,” and one respondent rated the content as “Not Engaging,”
indicating some variability in individual interest and learning preferences. Additional feedback
implied that group discussions and applied activities contributed to sustained engagement,

whereas exclusively lecture-based segments were perceived as less stimulating.

Confidence in Understanding Multimodal Concepts

Students’ self-assessments of their mastery of core concepts showed a clear upward
shift over the semester (Figures 1 and 2). Before instruction, 53% of students rated their
understanding of multimodality as “Poor,” 47% rated visual communication as “Poor,” and
58% rated semiotics as “Poor,” with very few selecting “Very Good” or “Excellent.” After the
14-week course, these distributions changed substantially: for multimodality, 53% rated their
skills as “Very Good” and 11% as “Excellent”; for visual communication, 63% selected “Very
Good” and 16% “Excellent”; and for semiotics, 47% chose “Very Good” and 5% “Excellent,”
with no “Poor” ratings remaining in any category. These gains suggest that the combination of
theoretical instruction and applied analytical tasks significantly strengthened students’ perceived
mastery. A small minority, however, still reported difficulty with abstract concepts such as myth
and metonymy. This indicates the continued importance of scaffolding and concrete examples

when teaching complex theories in a second-language environment.

Figure 1
Students’ Self-Assessed Understanding of Content and Concepts Before Instruction.

I Poor M Fair Satisfactory [l Very good M Excellent

10

Multimodality Visual Communication Semiotics
Figure 2
Students’ Self-Assessed Understanding of Content and Concepts After Instruction.

B Poor M Fair Satisfactory [l Very good [l Excellent

10

Multimodality Visual Communication Semiotics
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Effectiveness of Course Structure and Activities

When asked to evaluate the course structure—which combined lectures, discussions, and
practical analysis—83% of respondents rated it “Effective” (4) or “Very Effective” (5). Open-
ended comments reinforced the value of group-based tasks in promoting critical engagement
and language practice. For example, one student said, “I think the group discussion at the
beginning of the class was very useful because I was able to understand the contents which I
could not understand by myself by talking with classmates.” Several respondents advocated for
even more collaborative opportunities, suggesting that repeated interactions with diverse peers

facilitated deeper exploration of ideas.

Impact on Media Literacy and Critical Thinking

The survey further revealed that most participants experienced a notable shift in how
they interpret daily media like advertisements and content on social media. One respondent said,
“I became consciously aware of things I normally don’t look at,” while another said, “Up until
now, when I saw an advertisement, I would just think, “It’s attractive and catchy,” but now I’ve
started to look for the reason behind it, thinking, “It’s catchy because the composition of this
part is well thought out.” This qualitative finding aligns with the overarching course objective
of fostering a more nuanced and critical perspective on everyday multimodal texts. Such self-
reported transformations suggest that, despite occasional difficulties, students did internalize key

analytical frameworks to a degree sufficient for practical application beyond academic tasks.

Suggestions for Future Course Enhancements

Open-ended survey responses spotlighted potential areas for refinement. While most
students found the course material engaging and beneficial—71% rated these as “Effective”
(4) or “Very Effective” (5)—a subset expressed an interest in having more time to focus on
elements that were only covered in passing. They requested more time to look at videos, for
example, and to think more about the construction of narratives. Likewise, some suggested that
not enough time was devoted to affordances, especially as they apply to social media platforms.
This reflected their interest and engagement in communication in more contemporary, digital
contexts. These recommendations are consistent with my observation that concrete exemplars
related to the students’ real-world experiences and interests improve comprehension and
maintain learner motivation.

By combining the final presentation assessment, comparative image analyses, and
survey data, a comprehensive picture emerges of students’ development in multimodal literacy.
The evidence indicates that learners made substantial progress in dissecting and critiquing
texts through a semiotic lens, transitioning from initial, largely descriptive observations to
more rigorous, evidence-based observations. The majority of respondents reported high overall
satisfaction and described increased media literacy. This suggested that the course successfully

promoted critical thinking skills relevant to a variety of real-world communicative contexts.
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Discussion

The findings from this study indicate that an action research approach, following Burns’s
(2010) cyclical methodology, can be highly effective in designing and implementing a course on
multimodal communication for Japanese university students studying in English. Over the 14-
week term, participants demonstrated growth in analyzing, interpreting, and critiquing a variety
of cultural texts through a multimodal lens, and the systematic process of planning, teaching,
observing, and reflecting proved central to this development. Regular use of reflective journals,
coursework analysis, and classroom observations allowed for timely pedagogical shifts, from
simplifying theoretical readings to providing structured search prompts for image analysis. Such
interventions successfully addressed specific challenges—mixed proficiency levels, difficulties
with abstract concepts, and gaps in task clarity—and contributed to demonstrable improvements
in students’ analytical depth and cultural insight.

From a theoretical perspective, these findings validate the view that social semiotics
and multimodal discourse analysis provide an effective blueprint for helping learners interpret
visual, textual, and design features in a more systematic manner. By progressing through three
distinct units—beginning with fundamental multimodality, moving into foundational semiotics,
and concluding with digital texts—students advanced from mostly surface-level observations to
increasingly nuanced critiques. Explicit instruction in these theoretical frameworks sharpened
their interpretive skills, revealing how cultural and ideological factors shape meaning across
a range of communication modes. Moreover, by engaging with a diverse array of multimodal
texts, students reevaluated their everyday interactions with media and emerged with a more
analytical, critical approach to understanding how meaning is constructed and conveyed.

The study further suggests that multimodal approaches enrich the language-learning
experience, particularly within a CLIL framework. While many existing studies focus primarily
on making teaching materials more visually engaging, fewer detail explicit strategies for
teaching social semiotics and multimodality to second-language learners. The data presented
here underline the potential of tasks that merge theory with iterative, hands-on practice—such
as image analyses, reflective writing, and guided discussions—enabling learners to decode and
produce meaning across multiple genres of texts.

Several pedagogical implications emerge from these findings. First, targeted scaffolding
is crucial when introducing abstract theories, particularly for mixed-level classes. Adapting
high-level texts or developing concise primers can offer a more manageable entry point,
ensuring that students grasp the conceptual core without becoming discouraged by overly
technical language. Second, collaborative tasks—Iike group discussions and peer-review
exercises—are vital for fostering critical engagement and confidence, enabling learners
to share insights and support one another’s interpretive efforts. Third, the effectiveness of
frequent feedback loops—including immediate commentary, smaller checkpoints, and reflective

journaling—underlines the value of cycling information back into subsequent lessons. This
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helps students internalize theoretical concepts as part of an ongoing process rather than merely
memorizing them for discrete assessments. Finally, diverse text selection can keep motivation
high and appeal to a range of cultural interests, demonstrating how multimodal principles
function across different contexts and genres.

Collectively, these observations highlight how an action research model enables
educators to remain adaptive, systematically evaluating and refining their methods in response
to real-time classroom data. In doing so, teachers can align theoretical rigor with practical
accessibility, guiding students toward a fuller understanding of multimodal communication

and ensuring that their evolving needs remain at the forefront of pedagogical decision-making.

Conclusion

This study set out to develop and implement a multimodal communication course at
a Japanese university, drawing on Burns’s (2010) action research model to equip students
with analytical tools for dissecting multimodal texts while simultaneously refining their
English-language skills. By merging theories about multimodality, social semiotics, and
visual communication, the course facilitated a more holistic understanding of how meaning
is constructed across multiple modes. While implementation challenges included mixed
proficiency levels and the abstract nature of key theoretical concepts, empirical evidence,
spanning final presentations, image analyses, and survey data, demonstrated that students
evolved into critical, reflective interpreters of complex cultural texts. These findings hold
promise for broader implementations of multimodal pedagogy within CLIL contexts,
particularly where teachers seek to cultivate advanced literacy skills and cross-cultural
awareness through iterative, practitioner-oriented approaches.

The data revealed notable improvements in students’ abilities to identify cultural and
ideological meanings, articulate nuanced interpretations, and apply specialized terminology
related to this field of study. Survey responses corroborated these gains, showing high levels
of satisfaction with the course design and emphasizing students’ heightened awareness of
how social and cultural narratives embed themselves in everyday media. Crucially, the action
research process proved instrumental in balancing the theoretical complexity of multimodal
frameworks with the practicalities of classroom engagement: by iterating instruction based
on data-driven insights, the course remained responsive to student needs while meeting its
academic objectives. Ultimately, the resulting gains in analytical sophistication suggest that
students can thrive in settings where cultural, linguistic, and semiotic dimensions intersect—a
conclusion that highlights the transformative potential of reflective, theory-informed teaching

in global higher education.
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Appendices

Appendix A: Sample Page from Booklet for Describing Images

1. Image Layout: Prepositions of Place

Looking at the Image

On the left / right: There is a tree on the left side of the picture.

In the middle/center: A large building is in the center of the
image.

At the top / bottom: At the top of the picture, we see the sky.

In the foreground / background: There is a bottle in the
background.

P { obj N "
Next to: The man is standing next to a car.

Behind: Behind the building, there is a mountain.

In front of: There is a woman standing in front of the house.

Between: The lamp is between two chairs.
Above: Above the mountains, we can see clouds.

Below: Below the table, there is a cat.

In the center of this urban street scene, two men and one woman, all wearing yellow clothing, stand out against the grey sidewalk and
background buildings. On the left, one man leans forward toward a board; on the right, the woman walks towards the camera, holding a tan
handbag. It seems this image captures a candid, everyday moment, yet the colors feel coordinated or staged. The repetition of yellow might
symbolize conformity, coincidence, or even absurdity. This photo suggests how random patterns in public life can appear humorous, strange,

or strangely beautiful.
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Appendix B: Images for Pre- and Post-Course Analysis
The images were selected for their formal similarities. Both are advertisements for
men’s fragrance and have four predominant features: model, setting, product image, brand.

Pre-Course Image: "Sauvage" advertisement by Dior (Dior, 2015). Reproduced under fair use
for educational purposes.

AT

Post-Course Image: "Bleu" advertisement by Chanel (Chanel, 2010). Reproduced under fair
use for educational purposes.

CHANEL
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Appendix C: Student Survey
Section 1: Demographic Information
1. Student Year
2. How would you describe your English level?
Section 2: Course Experience
3. Overall, how would you rate your experience on this course?
4. Which concepts, if any, did you find difficult to understand? (Select all that apply)
5. Please explain why you found the above concepts difficult to understand. [Open-ended
response]
6. Which materials were most useful for developing an understanding of the concepts? (Select
all that apply)
7. How confident are you that your understanding of multimodal communication improved
during the course?
Section 3: Understanding of Key Concepts
8. Rate your understanding of the following concepts before the course.
9. Rate your understanding of the following concepts after the course.
10. How helpful were the following materials in enhancing your understanding of multimodal
communication?
11. What additional resources or materials would have helped you better understand the course
concepts? [Open-ended response]
Section 4: Course Feedback
12. How engaging did you find the course content?
13. How effective was the course structure (lectures, activities, discussions) in helping you
learn?
14. How effective was the class assessment (assignment, presentation, portfolio) in helping you
learn?
15. Were there any parts of the course you think could be removed or shortened? [Open-ended
response]
16. Were there any parts of the course you wish had more time or focus? [Open-ended response]
17. Did this course change the way you think about media, images, or advertisements? If so,
how? [Open-ended response]
18. Please provide any additional comments or suggestions for improving the course. [Open-
ended response]
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A 2
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G 26
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Research Article

Introducing Song into the Language Classroom:
Authentic Materials for Developing Intercultural
Competence

SILVA, Sonia
BAREILLE, Laurent

Abstract

This article examines the integration of Francophone songs as an authentic document
in the teaching of French as a Foreign Language (FFL) in Japan, a context still
largely marked by the traditional grammar-translation method. Based on the
recommendations of the Common European Framework of Reference for Languages
(CEFR) and the works of Cuq, Puren, and Gourvennec, the study analyzes the
linguistic, sociolinguistic, pragmatic, and intercultural potential of songs, as well as
the didactic conditions that enable their optimal use without altering their original
discursive logic. The article first defines the song as an authentic document and
as a vector of sociocultural competence, before specifying selection criteria based
on learners’ profiles, educational objectives, and institutional constraints. Building
on teaching experiences with Japanese high school and university students, four
songs are presented as case studies: On briilera (Pomme), Comme un homme / Sois
un homme (Disney, Mulan), Lettre a la République (Kery James), and Saint-Denis
(Grand Corps Malade). Each teaching sequence highlights the contributions of songs
in terms of learner motivation, cultural contextualization, and the development of
language skills, while also underlining the limitations arising from spatio-temporal
and sociocultural gaps between the context of production and that of reception. The
findings indicate that songs, when integrated within an action-oriented approach and
accompanied by appropriate cultural mediation, can serve as an effective pedagogical

lever for enhancing FFL learning in Japan, both linguistically and interculturally.

Keywords: Authentic Documents, Song-based Pedagogy, French as a Foreign Language (FLE),

Intercultural Competence, Language Didactics, Japanese Context

Introduction

The Common European Framework of Reference for Languages (CEFR), developed by

the Council of Europe in 2001, constitutes an international standard. However, paradoxically,



66

WETE - HLEEBEWMEY ¥ —F v %1% (Journal of Plurilingual and Pluricultural Education and Research, Vol. 1)

the textbooks used for teaching French as a Foreign Language (FFL) in Japan remain largely
rooted in traditional approaches, closely aligned with grammar-translation methods. While these
methods may have played a relevant pedagogical role in the past, they tend to overlook the
integration of authentic materials. Such materials are nonetheless essential to a communicative
and action-oriented approach, as recommended by the CEFR.

From this perspective, the use of authentic resources such as films or songs represents
a valuable didactic alternative, as it fosters both linguistic and cultural immersion beyond the
scope of purely grammatical drills. It can also facilitate the anchoring of learning within more
meaningful social communication practices for learners.

In the Japanese context, Francophone popular music generally remains unfamiliar to
students. Most learners primarily listen to K-pop, J-pop, or Anglo-American music, and the use
of French songs as a pedagogical resource is often perceived as an unconventional learning tool.

Japan is indeed a country where FFL teaching remains strongly shaped by a traditional
didactic framework. This raises the following question: in what ways can the use of French
songs serve as a relevant teaching aid in Japan?

This article aims to explore this question by showing how songs, when integrated into
a coherent didactic approach, can become an effective lever for both linguistic and cultural
acquisition. The selection of a song in an FFL classroom, however, cannot be left to chance:
it must consider several factors, including the learners’ linguistic level, their interests, and the
intended pedagogical objectives.

In the first part, we highlight the relevance of using songs in FFL courses as both
linguistic and cultural resources. We will focus specifically on their contributions from an
action-oriented perspective and on the criteria that enable their effective didactic exploitation.
In the second part, we present a reflective analysis of concrete implementations, based on
several pedagogical experiments conducted with Japanese learners (high school and university
students). These sequences are built around contemporary Francophone songs such as On
briilera (“We will burn”) by Pomme!, Comme un homme (“As a man”)? and Sois un homme
(“Be a man”)? from the Disney animated film Mulan, Lettre a la République (“Letter to the
Republic”)* by Kery James, and Saint-Denis® by Grand Corps Malade. They serve to illustrate

both the potential and the limitations of didactic exploitation of songs in the Japanese context.

1 PommeOfficial VEVO. (2017, September 22). Pomme - On briilera [Video]. YouTube. Retrieved August 24, 2025, from
https://www.youtube.com/watch?v=jabih9mV6RQ.

2 WaltDisneyMusics. (2011, September 12). Mulan - Comme un Homme [Video]. YouTube. Retrieved August 24, 2025,
from https://www.youtube.com/watch?v=-iPXNr201X8.

3 La Canadienne. (2014, February 10). Mulan - I’'ll Make a Man Out of You - Canadian French [Video]. YouTube. Retrieved
August 24, 2025, from https://www.youtube.com/watch?v=msUKf cEKo0.

4 Kery James. (2012, February 27). Kery James - Lettre a la République (Clip officiel) [Video]. YouTube. Retrieved August
24,2025, from https://www.youtube.com/watch?v=gp3XZDK7Lw4.

5 raffproduction. (2013, September 13). Grand Corps Malade - Saint denis (Clip officiel) [Video]. YouTube. Retrieved August
24,2025, from https://www.youtube.com/watch?v=ap8zzR69tJg.
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Introducing Song into the Language Classroom: Authentic Materials for Developing Intercultural Competence

Why Use Songs in the Language Classroom?

The Song: An Authentic Document?

The CEFR recommends the use of “authentic documents” in the language classroom.
But what exactly do we mean by this notion? Can a song be considered such a document in the
context of teaching FFL?

In his Dictionnaire de didactique du francais langue étrangere et seconde, Jean-Pierre

Cuq (2003) defines the authentic document as follows:

The characterization of “authentic” in language didactics is generally associated with the
term “document” and applies to any message produced by French speakers for French
speakers with the aim of real communication: it thus refers to anything that was not

originally designed for the classroom® (p. 23).

This definition distinguishes authentic documents from so-called “fabricated”
documents, which are specifically created for teaching purposes. Authentic materials thus
include supports drawn from everyday life: press articles, advertising posters, recipes, film
dialogues... and, indeed, songs.

There are also songs created specifically for pedagogical purposes. For example, we
might cite Au petit déjeuner (“For breakfast”)’ by Alain Le Lait, which can be used to work on
partitive articles and food-related vocabulary. For the purposes of this article, we will exclude
such songs and focus on those produced outside of any educational intent. These songs, intended
for a native-speaking audience, are produced for artistic or commercial purposes. They fully
meet Cuq’s definition of an authentic document and also constitute a teaching resource rich in
didactic potential.

Using a song in the FFL classroom requires adaptations by the teacher to guide learners
in their understanding of the teaching material. This process is called “didactisation” which

Cuq defines as follows:

Didactisation is the operation consisting in transforming or exploiting a raw linguistic
document to make it into a teaching object. This process generally involves a pre-

didactic analysis, essentially linguistic in nature, to identify what may be useful to teach®

6  All translations of the following quotations, unless otherwise stated, were done by the authors.
Original quotation: « La caractérisation d’« authentique » en didactique des langues est généralement associée au terme
« document » et s’applique a tout message ¢laboré par des francophones pour des francophones a des fins de communi-
cation réelle : elle désigne donc tout ce qui n’est pas congu a I’origine pour la classe. »

7  Alain le Lait - Topic. (2021, March 5). Au petit déjeuner [Video]. YouTube. Retrieved August 24, 2025, from
https://www.youtube.com/watch?v=EfyQPIpkwSS8.

8  Original quotation: « La didactisation est 1’opération consistant a transformer ou a exploiter un document langagier
brut pour en faire un objet d’enseignement. Ce processus implique généralement une analyse prédidactique, d’essence
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(Cugq, 2003, p. 71).

This means that when teachers “didactise” (adapt for teaching) a song in the context
of a FFL course, they must preserve the way in which the song’s discourse is organised and
acquires meaning in its original context, rather than truncating it (removing elements of
meaning), decontextualising it (e.g., examining vocabulary without linking it to the song’s
overall meaning), and so forth. This raises the question of the degree of adaptation compatible
with maintaining the authentic nature of a document. For example, do pedagogical activities
such as preparatory questions designed to contextualise the teaching material, in this case the
song, detract from its “authentic” character? Likewise, does encouraging learners to focus only
on a few selected lyrics?

According to Hedaywa and Sourak (2013), an authentic document cannot be received
in the same way by a native speaker and by a learner, because there is both a spatio-temporal
gap and a sociocultural gap. For instance, take the song Marine® by Diam’s : it is possible to
understand all the lyrics, but the song only fully makes sense when one understands that the
name “Marine” refers to Marine Le Pen, a far-right figure and leader of the Front National (later
renamed Rassemblement National), which is a French far-right political party.

For the purposes of this article, we will adopt Cuq’s definition of the authentic document
and follow Puren’s perspective, whereby the exploitation of an authentic document implies
preserving, as far as possible, the logic and meaning of the song, while recognizing that an

authentic document loses some of its authenticity as soon as it is used in a classroom context.

A Vector for Sociocultural Competence

As discussed in the previous section, knowledge of the sociocultural context of an
authentic document fosters a better understanding of it. An authentic document, such as a
French song, will be more easily understood by learners when they possess elements of French
sociocultural background than when they do not.

In this regard, Ludovic Gourvennec reminds us that the very notion of chanson francaise
(“French song”) can convey a reductive view centered solely on mainland France, even though

this artistic production is in fact marked by cultural diversity and openness:

The expression “chanson frangaise” may appear inaccurate because it suggests the idea
of a strictly hexagonal production (limited to metropolitan France). Yet the history of
what is known as “chanson frangaise”, like the society from which it springs, is shaped
by diversity, by various cultural influences—in short, by openness. This is an essential

characteristic that accounts for its dynamism and its constant renewal since the early

linguistique, pour identifier ce qui peut étre utile d’enseigner. »
9  Diam’s officiel. (2009, October 25). Diam’s - Marine (Clip officiel) [Video]. YouTube. Retrieved August 24, 2025, from
https://www.youtube.com/watch?v=TsL-2R402r4.
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twentieth century. “Chanson frangaise” is a field open to the Other and not restricted
to a single geographical space or a culture closed in upon itself, and it would therefore

be more appropriate to speak of “chanson francophone” (“Francophone song”)!?
(Gourvennec, 2017, p. 16).

The trigger document can take various forms (photograph, video, song, etc.) and serves
as a starting point, a stimulus, a lever for encouraging oral expression, sparking reflection, or
motivating language production, both spoken and written. The song, which is often presented
in the form of a music video, thus constitutes a rich pedagogical resource for teachers, who
can work not only on its lyrics (both orally and in writing) but also on the video itself (visual
stimulation), among other aspects.

This leads us to consider the actual benefits that can be expected from the pedagogical
use of a song. How can this medium meet the objectives defined by the CEFR, particularly in
terms of pragmatic, sociocultural, and linguistic competence? From this perspective, it seems
essential to identify, on the one hand, the specific advantages that songs offer for the teaching
of French as a foreign language, and on the other hand, the limits or constraints they may entail.

The following two sections are devoted to this dual analysis.

The Advantages of Using Songs in the FFL Classroom

A Comprehensive Teaching Material

From a didactic perspective, any document that enables the integrated development
of multiple language skills, such as listening and reading comprehension, as well as oral and
written production, along with sociolinguistic, pragmatic, and intercultural competence, can be
considered a comprehensive teaching material.

This type of material is generally embedded within a structured learning sequence,
designed around clearly defined objectives and linked to the various components of
communicative language competence (linguistic, sociolinguistic, pragmatic), as described in
the work of Cuq and Gruca (2002).

In this respect, the song, as an authentic oral document, constitutes a particularly fruitful
material. Depending on how it is exploited in the classroom, it can be used to develop a variety
of language skills, comprehension, production, as well as grammatical or lexical observation,

while fostering a dynamic and contextualized approach to language.

10 Original quotation: « La formule ‘chanson frangaise’ peut paraitre inexacte car elle induit la conception d’une production
strictement hexagonale (qui serait limitée a la métropole). Or, I’histoire de cette chanson dite frangaise, comme la société
dont elle est I’émanation, est faite de mixité, d’influences culturelles diverses, bref d’ouverture, et il s’agit 1a d’une
caractéristique essentielle qui explique le dynamisme et le renouvellement permanent a 1’ceuvre depuis le début du XX
siecle. “Chanson francaise” est un champ ouvert sur I’ Autre et ne se restreint a un seul espace géographique ou a une seule
culture close sur elle-méme, et il faudrait alors davantage parler de ‘chanson francophone’ ».
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Furthermore, Tim Murphey’s research (1992) highlights the value of songs as
pedagogical tools in the language classroom. He notes: “it is very hard to escape music and
song ... the only place music and song is slow to catch on is in school” (1992, p. 7), and reviews
their contributions to pronunciation, fluency, and lexical retention.

Finally, several studies have emphasised that musical structure promotes vocabulary

retention and heightens awareness of prosodic features (Fonseca-Mora, 2000).

An Affective and Motivational Driver

From an affective perspective, songs exert a strong power of attraction. Carmen Fonseca-
Mora (2000) notes that “music seems to leave a particularly deep trace in our memories; this
could be due to the fact that it is related to affective and unconscious factors” (p. 150). She
further adds that “in general, the use of music in the language classroom encourages students to
be quiet because it avoids other auditory distractions. Therefore, it is especially helpful to create
the relaxing classroom atmosphere needed to develop written composition activities. Music has
the ability to change the hearer’s mood because it stimulates our imagination” (p. 151).

It engages emotion, memory, and identification. This appears, from the teacher’s
perspective, to foster a positive attitude toward the foreign language. Numerous classroom
observations indicate that the enjoyment experienced by learners during a task contributes
to strengthening their motivation and facilitating memorization. The rhythmic and melodic
structure of songs particularly supports vocabulary retention: some expressions or turns of
phrase become firmly anchored in learners’ memories thanks to their musical setting. This
affective and creative dimension is consistent with the principles of the humanistic approach,
which emphasizes the role of emotion, motivation, and personal engagement in the learning
process. These principles are explicitly reiterated in the CEFR, which states that “motivation,
attitude, emotion, and affective factors influence the success or failure of learning” (Council of
Europe, 2001, § 5.1.3.1). As previously mentioned, the choice of a song in the FFL classroom
cannot be left to chance. It must meet specific criteria, considering pedagogical objectives,
learners’ linguistic level, their cultural interests, and didactic constraints. The following are the

main factors to consider when selecting an appropriate song.

Criteria for Selecting a Song—Which Song to Choose?

The selection of a song for FFL classroom cannot be based solely on the teacher’s
personal taste or the popularity of the piece. It must rest on a rigorous didactic reflection,
guided by the specific needs of the learners and the aims of the teaching-learning process (Cuq
& Gruca, 2002).

The first and most fundamental criterion for selecting a song is its alignment with the
intended learning objectives. The song should enable the development of targeted competences:
lexical (semantic fields such as love, work, the city), grammatical (present indicative, simple

future, imperative), phonological (prosody, intonation), sociolinguistic (registers, regional
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variations), pragmatic (politeness formulas, instructions), or intercultural (values conveyed,
social representations). As Cuq and Gruca (2002) note: a resource is even more didactic when
it makes it possible to integrate several skills around the same document.

The second criterion relates to linguistic objectives and, more specifically, linguistic
accessibility. A song can facilitate the study of vocabulary (semantic fields such as love, work,
the city, etc.) as well as grammatical points (present indicative, simple future, imperative,
subject-verb agreement, etc.). It is therefore necessary to choose a song adapted to the learners.
The level of language, syntactic complexity, lexical density, and speed of delivery should be
compatible with the CEFR level of the target audience (Council of Europe, 2001).

A third criterion is sonic intelligibility, which is also a key factor. Clear diction,
a moderate tempo, and an audible voice are essential conditions to ensure comprehensible
listening. In this regard, the song’s natural prosody serves as an important lever for sensitizing
learners to the musicality of the target language (Murphey, 1992). Through songs, teachers can
also work on learners’ prosody and intonation.

A fourth criterion is the cultural and intercultural dimension of the song, which makes
it a particularly rich authentic resource. As a true reflection of the society that produces it, a
song offers access to Francophone imaginaries and fosters comparison between cultural systems
(Galisson, 1980; Zarate, 1986). This richness anchors learning in a sociohistorical reality and
opens the way to discussions on norms, values, stereotypes, and social representations.

In this context, the artistic quality of the piece should not be overlooked. An aesthetically
accomplished song, with a strong artistic intention, can foster learners’ affective engagement
and enhance their participation. Conversely, a song that is overly childish (outside the intended
audience), outdated, or stereotypical may lead to rejection of the resource. Likewise, some
sensitive aspects must be anticipated: violent content, explicit sexuality, discriminatory remarks,
or offensive stereotypes. The teacher must exercise discernment according to the institutional
context, local norms, and learners’ profiles (Ruiz, 2015).

These various criteria do not constitute a rigid framework but rather a reflective guide
for informed and contextualized selection. The teacher retains a degree of freedom, provided
that they can justify their choices in light of the intended objectives and the target audience.

The following section will illustrate this approach through four examples of songs used

in FFL classes with a Japanese audience.

Example of Educational Use of Song

In this section, the authors present four songs that they have had the opportunity to use
in their teaching careers with Japanese high school and young adult learners of French. Given
their age, this audience is particularly interested in issues related to identity, gender equality,
ecology, and similar themes. Each song will be addressed in turn, with an explanation of the

reasons for its selection, the intended pedagogical objectives, and the structure of the lesson or
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teaching sequence. It should also be noted that the songs were always introduced to the learners

through their music videos.

Song 1: On briilera (“We will burn”) by Pomme

Why This Song?

The song On briilera by Pomme (2017) provides an opportunity to address the theme
of LGBTQ+ rights, which is a significant issue for high school and young adult learners from
the perspective of French teachers. LGBTQ+ rights are especially relevant for young people,
who are in the process of building their identities and who may need to feel that they are
in an open and tolerant environment. In addition, the song makes it possible to discuss the
diversity of family structures that exist in France (reconstituted families also commonly known
as stepfamilies or blended families, same-sex families, etc.). From a pedagogical standpoint,

this makes the song particularly relevant given the themes it raises.

Classroom Exploitation of the Song

Working with this song in class allows for the development of several aspects of
linguistic competence. From a grammatical perspective, three elements are addressed:
agreement in gender and number, the use of the pronoun “on”, and the future simple tense.
Two lexical fields are also explored: love and religion.

From the standpoint of sociolinguistic competence, the main objective is to help learners
understand that the song deals with the tension between social norms (in this case, particularly
those conveyed by the Catholic religion) and LGBTQ+ rights. This tension can only be fully
understood if learners realize that the French pronoun “on” (e.g.: On briilera) in the song
refers to two women in love. This is revealed only by the phrase toutes les deux (“both of us”),
where the ending -es on toutes is a grammatical marker used only when referring to females.
The following words les deux (“the two”) then clarify that the plural is limited to exactly two

women.
The Course Session Schedule

Figure 1

Steps of On briilera Song Course Session

. Listen 2 Group work . . . Teacher's Production
Listen 1 ) . . Pooling Discussion . L
with lyrics on meaning explanation activity
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The song On briilera can be used in a single 90-minute lesson in 6 steps, to which a
second session may be added to introduce follow-up production activities (Step 7). Since the
lyrics are simple and repetitive, this song can be used even with an Al-level audience, provided

that the religious vocabulary is explained.

* Step 1: First viewing of the video clip.
(It should be noted here that the video is not very illustrative: it shows the singer seated, singing,
while snails crawl over her body.)
— The objective at this stage is to introduce the song gradually, allowing learners to become
familiar with the melody and to try to pick out a few words. Since the video itself is not highly
expressive, learners are likely to focus more quickly on the lyrics, which are sung at a slow

enough pace to aid comprehension.

* Step 2: Second viewing with the lyrics provided.

* Step 3: Group work to establish the overall meaning of the lyrics.

This collaborative activity encourages learners to co-construct meaning, to cooperate, and to
support one another, while also mobilizing their mediation skills. During this stage, the teacher
can circulate among the groups to facilitate discussion, clarify vocabulary, and, above all, draw
attention to specific lines that students may not have noticed spontaneously.

— The objective here is for students to work together to understand the lyrics and to identify
two essential points: (a) the religious lexical field with words such as enfer (“hell”), dieux
(“gods™), louanges (“praises”), and prieres (“prayers”); (b) the meaning of the lines « On
briilera toutes les deux / En enfer, mon ange » (“We’ll both burn / In hell, my angel”), where

the indefinite determiner foutes is marked in the feminine plural.

* Step 4: Whole-class discussion to pool the results of group work.

* Step 5: Reflection and discussion activity.
After highlighting these elements, students can be invited to reflect on questions such as: “What
is the singer’s message in this song?” and “What is the relationship between religion and
homosexuality in French society?”
— This stage can be challenging for Japanese learners, since the dominant religions in France
and Japan differ, as does their relationship to LGBTQ+ rights. In Japan, Buddhism and Shintoism,
being the most widespread, rarely address LGBTQ+ issues, and therefore are not in conflict with

them. As a result, these concerns may seem distant or difficult to grasp for Japanese learners.

* Step 6: Class-wide sharing of reflections.

At this point, the teacher may, if necessary, provide further explanations about the French
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sociocultural context in order to facilitate learners’ understanding of the meaning conveyed by

the song.

* Step 7 (optional): Production activities in a follow-up session.
The lesson can end with Step 6, but an additional session may be devoted to creative production
tasks, such as:
— Designing a poster with a message of tolerance.
— Writing a new verse modeled on the structure: On + verb in the future simple + location (e.g.:
On dansera dans la forét (“We will dance in the forest”)).
— Conducting research and reflection on topics such as same-sex marriage and the
demonstrations that took place in France at the time, or the aesthetic choices made by the singer

for the video (for instance: Why is she seated, singing, with snails crawling over her body?'!).

In conclusion, the song On briilera constitutes a relevant teaching resource for
addressing the issue of LGBTQ+ rights within the French sociocultural context. Although
Japanese learners’ limited familiarity with this context may present multiple challenges, the
song remains highly exploitable thanks to its simple lyrics and slow rhythm. Furthermore, it
provides an opportunity to emphasize the importance of gender and number agreement, which is
an area that often proves difficult for Japanese learners, whose mother tongue does not include

such grammatical features.

Song 2: Comme un homme (“Like a man”) and
Sois un homme (“Be a man”) from Disney movie Mulan

Why This Song?

This lesson on songs was requested by Japanese learners, among whom Disney works
are particularly popular. The teachers therefore chose to present the French version produced in
France (hereafter referred to as the French version) and the French version produced in Quebec
(hereafter referred to as the Quebec version) of a same song to students. Indeed, Disney films
are almost always translated into these two varieties of French. The study of Disney songs thus
enables teachers to draw learners’ attention to two important aspects: translation differences
and the diversity of the French-speaking world.

For this lesson, the teachers selected a song from the animated film Mulan: I'll Make a
Man Out of You, translated as Comme un homme in the French version and Sois un homme in
the Quebec version. The choice of this specific song also allowed them to address the issue of

sexism, specifically the construction and dissemination of a stereotype.

11 It turns out that the singer made this aesthetic choice of the snail because the snail is a non-binary animal, possessing both
female and male reproductive organs.
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Classroom Exploitation of the Song

In this lesson sequence, we work with two versions of the same song (one in French and
the other in Quebec French), while it is also possible to include the English original and the
Japanese version as additional points of reference. From the standpoint of linguistic competence,
the study of these two French versions allows learners to identify translation differences, and
more importantly, differences in the vocabulary employed.

Highlighting these lexical differences also opens the way for reflection on sociolinguistic

competence, particularly on how discourse and vocabulary can convey sexist ideas.
The Course Session Schedule

Figure 2

Steps of Mulan Disney Movie Songs Course Session

Viewing of video clip Group work i Discussion
i i § Pooling of results Lexical comparison
(with Llyrics) on the first verses of the theme

Working on several songs (especially if we include the English and Japanese versions)

is time-consuming. Therefore, to keep within a 90-minute limit, it is wise to restrict the lyrics
to one or two verses. In terms of level, this song can be used with A2 learners, but it is more
relevant for B1 learners, who are more likely to grasp certain nuances of meaning. We can also
consider teaching this lesson with a mixed-level group (A2—-B1), where learners could support
each other. Since the study of Disney songs was requested by the Japanese audience, even
though it was the teachers who chose the specific song, we can assume that most learners are
familiar with the story of Mulan and already know the chosen song. We can plan a 90-minute
lesson in four steps, to which a second session may be added to introduce follow-up production

activities (Step 5).

* Step 1: Viewing of video clip with lyrics
Distribution of the lyrics from the different versions of the song (French, Quebec French, and,
depending on the learners’ level, also the English original and the Japanese version), followed
by viewing the video clips of the French and Quebec versions.

— The aim is to provide learners with the tools necessary to facilitate comparative analysis.

* Step 2: Group work on the lyrics to ensure comprehension and to highlight the lexical
fields used.
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* Step 3: Whole-class sharing of group work.
— The objective here is to consolidate understanding of the lyrics at the class level, through

peer mediation among learners.

* Step 4: Comparison of the lexical fields used in each version of the song.
— At this stage, learners’ attention is drawn to vocabulary differences. They are first asked to
identify terms used to describe incompetent soldiers, and then to classify them according to
their connotation (sexist, neutral, pejorative, humorous, etc.).

Learners will observe that the French version employs a sexist lexical field with
terms such as des fillettes (“little girls™), de vrais hommes (“real men™), and femelettes
(“sissies”), whereas the Quebec version uses more neutral terms such as des tétes-de-pioches

(“blockheads”), des lavettes (“a bunch of wimps™), and de vraies mauviettes (“real wimps”).

* Step 5: Reflection on sexism (optional)

Building on the observations from Step 4, learners are encouraged to reflect on the
origins of sexist stereotypes and how they are reproduced in society. Following this reflection,
further activities may include a class discussion on the normalization of sexist stereotypes in
Japanese society, or a written production task (e.g., in the style of a DELF activity, rewriting of

text (Silva, 2024)) aimed at promoting gender equality.

In conclusion, these songs constitute a relevant teaching resource for addressing the

issue of gender equality while also bringing awareness to Francophonie.

Song 3: Lettre a la République (“Letter to the Republic”) by Kery James

Why This Song?

Kery James’s Lettre a la République is a rich pedagogical resource that can be
exploited in multiple ways to address complex themes such as colonization, immigration, and
the integration of immigrant populations into French society. Written in an engaged style and
addressed directly to the French Republic, the song offers a powerful and incisive critique of
the colonial legacy and of the social marginalization experienced by some French citizens from
former colonies.

Using this song as a teaching resource makes it possible to examine current issues in
French public debate and to introduce Japanese learners to aspects of French history and society

that are seldom covered in textbooks.

Classroom Exploitation of the Song
Working with Lettre a la République allows for the mobilization of both linguistic and

sociolinguistic competences. From a linguistic standpoint, the study of the song helps learners



Introducing Song into the Language Classroom: Authentic Materials for Developing Intercultural Competence

engage with vocabulary from political, historical, and social domains, as well as idiomatic and
metaphorical expressions, and the comprehension of implicit meanings. From a sociolinguistic
perspective, through notions such as structural racism, the colonial legacy, and the sense of
belonging, the song provides opportunities to explore issues of collective memory, identity
discourse, and civic engagement.

Nevertheless, the song requires substantial historical and cultural background knowledge
that may be challenging for Japanese learners. Preparatory activities are therefore necessary to
facilitate comprehension. The artist makes numerous references to France’s colonial past (les
pilleurs de richesse (“the plunderers of wealth™), les tortionnaires d’Algériens (“the torturers
of Algerians™), les tirailleurs sénégalais (“the Senegalese riflemen”), etc.) as well as broader
cultural references (like les favelas, le syndrome de Stockholm (“Stockholm syndrome™), etc.).
Although preparation questions can help clarify such references, there are too many to be
covered exhaustively. Moreover, many university students may not conduct in-depth research
on these issues. For instance, in response to the question “Who were the Senegalese riflemen?”,
some students might simply answer that they were “a military corps belonging to the French
colonial troops,” without realizing that this was in fact a generic term for all soldiers recruited
from French colonies (Senegal, as well as Mali, Burkina Faso, Ivory Coast, Benin, etc.) and
that they fought for France in both World Wars.

Another challenge is the interpretation of implicit meanings. Japanese students are often
less receptive to implicit discourse, which may make it difficult for them to grasp lyrics such
as Je sais c’que c’est d’étre Noir depuis [’époque du cartable (“1 have known what it is to be
Black since my schoolbag days”), which refers to experiences of racism. Preparatory work is
therefore essential to help learners interpret the artist’s words and establish connections between

the lyrics and the historical realities to which they allude.
The Course Session Schedule

Figure 3
Steps of Lettre a la République Song Course Session

. N Group work ) ) )
Viewing of X X Distribution of Pooling of results Discussion
. . Preparation question . to understand .
video clip the lyrics inclass of the theme
part of the song

This song is a dark and meaningful one, as it deals with themes such as colonization,

immigration, and integration. It is therefore suitable for intermediate learners who, beyond the
linguistic aspects, are also interested in sociocultural issues. As such, the song is appropriate for

learners at the B1 level, or even B2. This song should be used over two 90-minute sessions, in
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five steps. to which a third session may be added to introduce follow-up production activities

(Step 6). These production activities can also be proposed as homework.

* Step 1: First viewing of the video clip, without written support.
— The objective here is to capture learners’ attention through visual and auditory elements

and to gather their first impressions (striking images, words understood, emotions felt).

» Step 2: Distribution of a preparatory worksheet with questions for historical
contextualization.
— This step can be carried out either before or after the first viewing, depending on the

pedagogical goal (to spark curiosity or to support comprehension).

* Step 3: Sharing and discussion of answers to the preparatory questions, supplemented
by the teacher’s clarifications and explanations if necessary.
— The aim of this stage is to ensure that all learners have the same historical and cultural

background knowledge before approaching the song.

To prevent learners from giving only superficial answers, it is advisable to stop at this

point during the first session and take the necessary time to address the preparatory questions.

* Step 4: Small-group analysis of selected stanzas from the song.
— Each group works to explain the meaning of the lyrics and to connect them with the
information previously studied. For example, after addressing the preparatory questions “From
which regions did immigrants come to France?”, “Who were the Senegalese riflemen?”, and

“Who were the Harkis'??”, it becomes easier to understand the following lyrics:

De la douce France bafouée par [’'immigration africaine
Demandez aux tirailleurs sénégalais et aux harkis

Qui a profite d’qui ?

“Sweet France trampled by African immigration
Ask the Senegalese riflemen and the Harkis
Who benefited from whom?”.

* Step 5: Whole-class discussion and guided debate on the themes raised in the song.

— The teacher can guide this exchange by posing questions such as: “What are the artist’s

12 Les Harkis refers to Muslim Algerians who served as auxiliaries or soldiers in the French army during the Algerian War
of Independence (1954-1962), often facing persecution in Algeria after the war.
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feelings toward France?” and “What is the artist denouncing?”

* Step 6 (optional): Production activities.
As production activities, teachers may:
— Propose to write a letter to an institution (real or fictional) about a perceived injustice in
Japanese society.
— Organize a discussion or debate on the following question: Does the State play a role in the

discrimination experienced by the children of immigrants?

Lettre a la République is a song of considerable depth, which is not easy to exploit
in the FFL classroom. It requires carefully designed pedagogical scaffolding, yet it provides
an opportunity to focus on sociocultural competence and to equip Japanese learners with
valuable tools for understanding current issues in French society, particularly those related to

immigration and integration.

Song 4: Saint-Denis by Grand Corps Malade

Why This Song?

The song Saint-Denis'® by Grand Corps Malade was chosen as an introduction to literary
analysis. It was selected to introduce learners to the genre of s/am, which is a spoken musical
form that is generally easier for learners of French to understand. The song addresses two main
themes: the artist’s love for his city and the cosmopolitan character of that city. It therefore
provides a way to reflect on the cultural diversity of French suburbs through a poetic style that

helps to deconstruct various stereotypes.

Classroom Exploitation of the Song

This song serves as a useful introduction to literary analysis and textual commentary, the
type of exercise French high school students’ practices in preparation for the Baccalauréat'*.
To write a commentary, one normally formulates a guiding problem statement, but for
this initiation activity learners can be asked a simple question such as: How does the artist
describe his hometown?, and a straightforward two-part structure can then be proposed:
I — Saint-Denis, a cosmopolitan city / II — Saint-Denis, a city loved by its inhabitants.

Learners can be guided to fill out these two parts with concrete examples, focusing
on lexical fields (e.g., diversity, affection for the city) as well as figures of speech (anaphora,
metaphor, etc.).

For instance, in this song learners can identify:

13 Saint-Denis is a commune in the northern suburbs of Paris (France), where there is a lot of immigrant background people.
14 The Baccalauréat is a French national academic qualification that students can obtain at the completion of their secondary
education by meeting given requirements.
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* Anaphora: the first four lines of the opening stanza all begin with J voudrais faire un slam
pour ... (“I’d like to do a slam for ...”)

* Metaphor: the city of Saint-Denis is described as a grande dame (“great lady ), an old woman,
who has witnessed the artist grow up like a mother figure.

* Alliteration in [r]: Prends la ligne D du RER et erre dans les rues séveres d’une ville pleine de
caractere (“Ride the RER line D, then roam the rugged roads of a city rich full of character™).
* Assonance in [0]: Prends la ligne 13 du métro et va bouffer McDo ou dans les bistrots d 'une
ville pleine de bonnes gos et de gros clandos (“Hop on the line 13, grab some McDo or hit the
bistros in a city full of fine chicks and shady locos™).

Learners may also observe the lexical fields of cultural diversity:

En une heure, tu traverseras Alger et Tanger. Tu verras des Yougos et des Roms, et puis
j t'emmenerai a Lisbonne. Et a 2 pas de New Delhi et de Karachi, j 't emmeénerai bouffer

du Mafé a Bamako et a Yamoussoukro.

“In an hour, you’ll cross Algiers and Tangier. You’ll see some Yugos and Roms, then
I’1l take you to Lisbon. And just a stone’s throw from New Delhi and Karachi, I’ll take

you to chow some Maf¢ in Bamako and Yamoussoukro.”

The main difficulty in exploiting this song lies in the fact that learners do not approach
literary analysis in the same way as it is done in France, and they are generally unfamiliar with
the exercise of commentaire de texte (a text commentary).

Thus, from a pragmatic perspective, this song offers an original text that can serve as an
introduction to French-style literary analysis. At the same time, on the linguistic level, it helps
enrich learners’ vocabulary related to the city, culture, and emotions. On the sociolinguistic
level, it also contributes to deconstructing the negative image often associated with the Parisian

suburbs.
The Course Session Schedule

Figure 4

Steps of Saint-Denis Song Course Session

View Group work
lewing Pooling of results Presentation
of video clip to Understand inclass of figure of speech
part of the song

This song was chosen to serve as an introduction to text commentary for French learners
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and is therefore intended for a B1-B2 level audience. This lesson sequence can take place over
two 90-minute sessions: the first for understanding and analyzing the song (Steps 1 to 4), and

the second for producing the text commentary (Step 5).

* Step 1: Viewing of the video clip.

Learners are asked to pick out words as they listen and to guess the theme of the song.

* Step 2: Distribution of the lyrics and group work.
Learners work in groups to understand the meaning of the lyrics. To save time, the song can be

divided into several sections, with each group assigned a different part.

* Step 3: Whole-class sharing of group work.
The objective is to ensure comprehension of the lyrics by the class, drawing on peer mediation

among learners.

* Step 4: Teacher presentation of figures of speech.
The teacher introduces figures of speech (using examples not drawn from the song itself) and

learners are then invited to identify such figures within the song.

* Step 5: Writing a commentary.
Learners are introduced to the French commentaire de texte (as practiced for the baccalauréat)
and are invited to write one, either individually, in small groups, or as a whole class with teacher

support, depending on their level.

Grand Corps Malade’s Saint-Denis is an ideal resource for introducing learners to
literary analysis. The text, rich in stylistic devices and allusions yet written in a contemporary
and accessible style, is well-suited to learners of French who are not literature specialists.
Moreover, compared to classical literary texts, this song allows students to engage with

contemporary themes such as immigration and integration.

Conclusion

This article aims to explore the pedagogical richness of the Francophone song as a
teaching resource. Indeed, the Francophone song can prove to be an original authentic
document, more or less easily exploitable in the FFL classroom. In the context of this article,
we have chosen to present four contemporary songs: On briilera by Pomme, Comme un homme
and Sois un homme (taken from the Disney animated film Mulan), Lettre a la République by
Kery James, and Saint-Denis by Grand Corps Malade. Each of these songs was selected for

its strong thematic scope, whether dealing with LGBTQ+ rights, gender norms, or the major
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triptych: colonization, immigration, and integration.

The results of this analysis, structured around a didactic perspective, reveal that the
song constitutes an effective lever for addressing complex and sensitive issues in the language
classroom. Its evocative power, its anchoring in orality, and its expressive function foster both
affective and cognitive engagement on the part of learners, while confronting them with varied
social and cultural representations. Far from being reduced to mere “entertainment” or a passive
listening exercise, the song here becomes a genuine resource for intercultural reflection, at the
intersection of linguistic, identity-based, and civic issues.

The exploitation of these songs indeed makes it possible to develop transversal skills:
understanding implicit meaning, critically analyzing social discourse, raising awareness of
stereotypes, and expressing oneself on sensitive topics. The proposed pedagogical activities,
discussion and debate, reformulation, personal creations, or text analysis, show that learners are
capable of appropriating such complex content, as long as structured support is provided. This
work requires the teacher to adopt a reflective didactic stance, attentive to learners’ sociocultural
contexts, their representations, and possible resistances.

In the specific context of a Japanese audience, the chosen songs made it possible to
question often implicit social norms, open up a space for discussion on topics sometimes rarely
addressed in the school environment, and confront learners with other relationships to language,
gender, or collective memory. This reinforces the idea that the teaching of FFL can and should
be part of a broader educational perspective, integrating objectives of civic education and
intercultural openness.

In sum, far from being a mere classroom animation tool, the Francophone song proves
to be a genuine vehicle for critical learning. It invites learners to enter the language through the
prism of sensibility and lived experience, while giving them the means to express themselves,
to understand, and to act in a plural world. It is thus in the tension between aesthetics and ethics,
between pleasure and reflection, that its pedagogical power lies. The song hence becomes a tool
for pragmatic and sociocultural reflection, going beyond the purely linguistic objectives of the

FFL classroom.
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Teacher-Selected Sources, AI-Supported Outputs:
NotebookLLM in the CLIL Classroom

LUCAS, Craig

Abstract

Content and Language Integrated Learning (CLIL) requires materials that are both
linguistically accessible and conceptually accurate, yet producing such resources is
time-consuming and commercially available options remain limited. Recent attention
has turned to generative Al (GenAl) tools such as ChatGPT, but their tendency
to hallucinate, lack of source attribution, and potential for plagiarism limit their
classroom reliability. This article examines Google’s NotebookLM, a GenAl tool
that grounds outputs in user-uploaded sources, offering verifiable traceability not
available on most other platforms. Using open-access texts from E-International
Relations, NotebookLM was employed to generate Bl-level CLIL readings,
comprehension questions, and discussion tasks for a Politics and International
Relations CLIL seminar. Findings indicate that NotebookLM effectively reduces
teacher workload while retaining disciplinary vocabulary and providing transparent
source attribution. Generated materials were largely accurate, with comprehension
questions that were mostly answerable and pedagogically usable. At the same
time, outputs reflected the orientation of uploaded sources, underscoring that no
text is neutral and highlighting opportunities to foster students’ critical awareness
of framing. Challenges include the need to update sources for currency, review
simplification for conceptual precision, and ensure balance in perspectives. Overall,
NotebookLM demonstrates strong potential to support efficient, reliable, and
critically informed CLIL material development while keeping educators in control

of content.

Keywords: CLIL, Generative AI, Materials development, Critical literacy

Introduction

A common concern for teachers of CLIL classes is the difficulty of finding or creating
suitable materials. Commercially published CLIL materials are limited, and developing
level-appropriate learning resources is highly time-consuming (Coyle et al., 2010). Recent

research suggests that generative Al (GenAl) tools such as ChatGPT could help to address
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this problem (Kohnke & Zou, 2025; Kostka & Toncelli, 2023; Wadden et al., 2024). However,
several limitations have also been identified. These include a tendency to ‘hallucinate,’ or
generate factually incorrect information (Bender et al., 2021; Dwivedi et al., 2023), the risk
of unintentional plagiarism (Wadden et al., 2024), and issues related to bias, perpetuation of
stereotypes, and the spread of harmful information (Dwivedi et al., 2023). Another major
limitation is the inability of most GenAl platforms to cite or trace their sources (Kohnke et al.,
2023; Kostka & Toncelli, 2023). Together, these issues hinder the production of accurate
and reliable CLIL materials. The purpose of this article is to explore methods for generating
factually accurate reading materials with identifiable sources by using Google’s NotebookLM,
a tool that offers source traceability not available in many other GenAl platforms. This article
evaluates NotebookLM outputs in terms of source attribution, plagiarism risk, and classroom

reliability, including the clarity of comprehension questions and the framing of issues.

Background

Content and Language Integrated Learning (CLIL) requires teachers to integrate content
and language instruction. For example, in the Politics and International Relations class that I
was in charge of in the spring semester, students discussed and presented about topics such
as theories of international relations, war and peace, migration, and human rights. As suitable
materials were difficult to find, I tried various ways of scaffolding and simplifying native-
level materials, while retaining as much of the original meaning and concept as possible. One
way to do this is by glossing less frequent or domain-specific words, as recommended by
Nation (2022). This method is particularly useful in activities whose purpose is vocabulary
development. For activities in which the goal is to comprehend and communicate ideas and
opinions, however, simplified texts often proved more effective, as the learning burden was
reduced, allowing students to focus on the content.

As text simplification is a labour-intensive process, many teachers and researchers
are now exploring ways to use GenAl for support (Kohnke & Zou, 2025; Wadden et al.,
2024). ChatGPT has proven useful for generating initial drafts and adjusting text levels, but
its tendency to hallucinate and its lack of source attribution limit its classroom reliability,
particularly in CLIL contexts where factual accuracy is essential. At the same time, although
Al tools can save significant preparation time, they can also reproduce existing copyrighted
material without attribution. This may pose a risk of plagiarism, since large language models
draw from vast, undifferentiated datasets and cannot provide verifiable citations. These
shortcomings highlight the need to explore other GenAl tools, such as NotebookLM, that
may better address the challenges of accuracy and source transparency. The following section
examines how NotebookLM can be applied in CLIL contexts.

NotebookLM is an Al-powered research and note-taking assistant from Google Labs

that was publicly launched in 2023. Leveraging the Gemini model and Retrieval-Augmented
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Generation (RAG), the free version enables users to upload and synthesize up to 50 sources,
such as PDF files, web links, and YouTube videos. It offers grounded summaries, answers,
and audio overviews in a podcast-like format (Martin & Johnson, 2023). A key advantage of
NotebookLM over many other large language models is source traceability. Unlike models
that generate responses from a broad, non-transparent training corpus, NotebookLM grounds
its content in the documents uploaded by the user. The Gemini model supplies the grammar,
vocabulary, and structure, while the factual claims are anchored in the chosen sources. This
distinction is of particular relevance to CLIL contexts, where the quality of teaching materials
depends not only on linguistic accessibility, but also on the accuracy and verifiability of subject-
related content. Source-grounded output allows educators to design classroom tasks, such as
expert group reading activities, comprehension checks, and analytical questions, while ensuring
that learners can trace information back to identifiable sources. Such transparency aligns with

the pedagogical goals of fostering critical engagement and academic integrity.

Methodology

Data Collection and Preparation

To prepare CLIL materials, I selected and uploaded open-access texts from
E-International Relations (E-IR), an independent non-profit publisher and website in the field
of international relations. E-IR publishes articles and books aimed at students, academics, and
general readers, making it an accessible source for classroom use. These materials were chosen
for their relevance to course topics such as theories of international relations, war and peace,

and human rights, and their open-access status ensured there were no copyright concerns.

Use of NotebookLM

The selected texts were uploaded into Google’s NotebookLM (Google, 2023), which
was then used to generate level-appropriate CLIL readings, comprehension questions, and
discussion questions. Grounding outputs in pre-selected sources increased their accuracy,
transparency, and reliability. This process reduced text preparation workload while maintaining

informational accuracy.

Prompt Design and Refinement

Prompts were refined iteratively for consistency. The final version generated expert
group reading sets (Dale & Tanner, 2012), in which small groups of students read a passage and
answer comprehension and discussion questions, becoming ‘experts’ on that particular topic.
Groups then disband and form new groups, where each student, as an ‘expert’ on the topic that
they read about in their previous group, teaches their peers about that topic. The final prompt

generated reading sets with the following five components:
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1. A 200-250 word introductory text for all students to be covered as a class.

2. Three 150-200 word CEFR B1-level readings, each self-contained but contributing
to an overall understanding of the theme. The purpose of using B1 is to keep the
emphasis on content comprehension. More challenging readings for higher-level or
highly motivated learners can be assigned as out-of-class readings. The prompt asks
for all important domain-specific vocabulary to be retained.

3. Comprehension questions to check understanding, and discussion questions to
encourage personal engagement and sharing of opinions with other group members.

4. A set of group discussion questions requiring students to synthesize and compare
information across all readings when groups change.

5. A graphic organizer table summarizing main ideas, designed to support note-taking

and collaborative synthesis.

Sample Output

The following excerpt illustrates the style, content, and accessibility of the generated
readings. It is taken from an expert group’s activity. The other two readings are entitled ‘Socially
Constructed Inequalities’ and ‘The Legacies of Colonialism and Systemic Inequality.” This
reading was generated by NotebookLM from Bloor (2022). The embedded numbers (e.g., <1>)
denote different parts of Bloor (2022) that are linked to in the original NotebookLM output. For
reasons of space, only one sample reading is shown here. The full set of readings also includes

synthesis questions and a graphic organizer, as outlined in the methodology.

Reading: Global Economic Inequality

The world today faces significant economic inequality, where wealth is not shared
equally among countries or people <1>. This imbalance is often described by the global
north-south divide: wealthier countries, mainly in the North (like Western Europe and
North America), possess most of the world’s income, despite having less than a quarter
of the global population <1>. In contrast, less economically developed countries are

primarily located in the South <2>.

To understand this, world systems theory is helpful <3> <4>_ It divides the global
economy into three parts: the core, the semi-periphery, and the periphery <3>. Core
countries specialize in high-skill, capital-intensive production, controlling wages and
manufacturing <3> <4>. Peripheral countries provide cheap labor and raw materials
for the core’s industries <3> <4> <5>, This system is considered “rigged in favor of
the core”’<3>, meaning it benefits richer countries and limits the development of poorer

ones <4>.
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Dependency theory also explains that poorer countries are kept underdeveloped to
serve the needs of a global elite, or “global bourgeoisie”<3> <4> <6>. It suggests
that the underdevelopment in the South results directly from policies and unfair trade
practices by the North, a process sometimes called neo-colonialism <7> <8> <9>. Even
international organizations like the IMF and World Bank are sometimes criticized for
implementing Western-centric policies that worsen poverty and global inequality <9>
<10>.

Key Terms: economic inequality, global north-south divide, world systems theory,

core, semi-periphery, periphery, dependency theory, neo-colonialism.
Comprehension Questions:

1. What is the main characteristic of the global north-south divide?

2. According to world systems theory, what are the three main economic areas in the
world?

3. How do core countries benefit from peripheral countries in the global economy?

4. What does dependency theory suggest is the reason for underdevelopment in the
Global South?

Discussion Questions:

1. Do you think that the global economic system makes it hard for poorer countries to
develop, as world systems theory claims? Why or why not?

2. What are some actions that could help reduce economic inequality between countries?

Findings and Discussion

Source Validation and Plagiarism Mitigation

One of the most significant advantages of NotebookLM is the ease with which sources
can be traced. Each generated passage is anchored to notes or documents I uploaded, allowing
me to confirm the factual basis of specific claims quickly. This transparency contrasts with
ChatGPT, which produces fluent text but often leaves the reader uncertain about where particular
facts, phrases, or examples originate. The traceability feature also helps mitigate plagiarism
concerns. By reformulating content with source links, NotebookLM avoids the “uncannily
similar” (Wadden et al., 2024, “HAL, are you okay?” section, para. 14) structures or wording
observed by Wadden et al. (2024) in ChatGPT outputs. From a pedagogical perspective, this
protects teachers from unintentionally using plagiarized material and provides an opportunity

to model responsible source use for students. Materials created with NotebookLM can thus
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demonstrate, in practice, how academic integrity is maintained when ideas are grounded in

identifiable references.

Content and Comprehension Questions

NotebookLM’s generated readings show a clear capacity to retain core disciplinary
vocabulary while presenting abstract concepts in accessible form. For example, in the reading on
global economic inequality, the text introduced frameworks such as world systems theory and
dependency theory while maintaining key terms like core, periphery, and neo-colonialism. This
suggests that the tool is less likely to produce content that is “generic and repetitive, lacking
in nuance, and sometimes untruthful” (Kohnke & Zou, 2025), and instead can generate texts
that preserve disciplinary depth. Unlike the “stochastic parrot” effect described by Bender et al.
(2021), in which large language models reproduce patterns from opaque training data without
grounding, NotebookLM anchors each claim in teacher-selected sources, offering verifiable
traceability. This grounding enhances accuracy and also allows teachers to demonstrate critical
source use in practice.

At the same time, the framing of generated readings reflects the orientation of the
uploaded sources. In the inequality example, the emphasis fell heavily on structuralist critiques,
including dependency theory and criticisms of Western-led institutions such as the IMF and
World Bank. Such framing underscores the importance of recognizing that no text is neutral.
Teachers can make this explicit by comparing differently sourced readings, encouraging students
to analyze how perspective influences both content and interpretation.

Unlike the ChatGPT-generated comprehension questions with no clear answers observed
by Wadden et al. (2024), NotebookLM produces mostly answerable comprehension questions,
which is an important factor for classroom reliability. Most questions highlight key details
or main ideas, although a minority are near-verbatim rephrasings of sentences in the text.
With review and occasional editing, however, the questions can be made classroom-ready,
reducing the need for teachers to rewrite large sets of items. This time-saving benefit allows
greater attention to be directed toward higher-order discussion tasks and multimodal scaffolding,
such as diagrams, maps, and illustrations. Taken together, the generated content and questions
indicate that NotebookLM can produce materials that are both pedagogically usable and
verifiable, while still requiring teacher oversight to ensure accuracy and critical awareness of

framing.

Pedagogical Implications

Perhaps the clearest pedagogical benefit of NotebookLM is the way it reduces the
burden of text simplification and question-writing, tasks that are essential in CLIL but also
highly time-consuming. While ChatGPT can also generate simplified content, NotebookLM’s
advantage lies in its source-grounded output, which allows teachers to verify claims quickly

rather than spending time fact-checking each detail. This reduction in preparation time
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enables greater focus on higher-level teaching tasks, such as selecting information sources,
designing activities, and adapting materials to learner needs. For example, more attention
can be devoted to structuring and scaffolding ‘expert group’ activities (Dale & Tanner, 2012).
NotebookLM’s ability to generate multiple subtopic readings anchored to the same sources
supports peer teaching and ensures that each student contributes unique information during
the synthesis stage. It also creates space to integrate additional scaffolds such as photographs,
maps, illustrations, and glosses. As Kohnke and Zou (2025) suggest, teachers can also spend
more time customizing and differentiating learning materials by adjusting text complexity and
designing culturally relevant examples. NotebookLM does not replace teacher expertise but
redirects effort toward more interactive and differentiated lesson design. Because outputs are
anchored in teacher-selected sources, educators retain control over the content, supporting both

accuracy and alignment with course objectives.

Challenges/Limitations

Some challenges emerged when using NotebookLM to generate CLIL materials. First,
the outputs are only as current as the sources uploaded. In fields such as international relations,
where events develop rapidly, this can limit the immediacy of the content. One way to address
this is to emphasize enduring concepts and theories in generated readings, which students can
then apply to contemporary cases using their own background knowledge.

Second, simplification sometimes leads to imprecision. Complex terms such as
core/periphery or neo-colonialism may be reduced to vague substitutes or oversimplified
explanations, which risks obscuring their conceptual value. Teachers therefore need to review
outputs carefully to ensure that key terminology is retained and accurately presented.

Finally, the framing of outputs reflects the orientation of the uploaded sources. Rather
than being a defect, this can be pedagogically valuable: because NotebookLM makes its source
base explicit, it allows teachers and students to recognize how perspective shapes content.
Still, this places responsibility on educators to select a balanced range of sources and, where

necessary, to supplement them with alternative perspectives.

Future Directions

An important direction for future research is how Al tools can be used to encourage
critical thinking in CLIL classrooms. Rather than treating Al outputs as neutral, students could
be guided to compare differently framed texts or to question the perspectives embedded in them.
This connects to the need to examine how GenAl outputs may reflect theoretical or ideological
biases. Prior studies of ChatGPT have noted tendencies toward particular framings, and in the
CLIL context, such biases could shape both the comprehension and discussion tasks generated.

Investigating how different tools privilege mainstream development narratives (e.g., colonial
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history, trade imbalance, SDGs) or critical perspectives (e.g., world systems or dependency
theory) would extend evaluation beyond accuracy and answerability to include the cultivation
of critical literacy. A secondary area for research concerns how to balance accessibility with the
retention of domain-specific vocabulary, since over-simplification risks distorting key concepts,

while excessive technicality may overwhelm learners.

Conclusion

This study demonstrates that NotebookLM can play a valuable role in the development
of CLIL materials by reducing the workload associated with text simplification and question
design, while still allowing teachers to maintain full control over the content. Because outputs
are grounded in teacher-selected sources, educators can ensure that readings and questions
are accurate, verifiable, and aligned with course objectives. Rather than replacing teacher
expertise, NotebookLM functions as an assistant that frees teachers to concentrate on higher-
level pedagogical tasks such as designing interactive activities, integrating multimodal scaffolds,
and differentiating materials to meet diverse learner needs.

At the same time, several practices can help maximize its effectiveness. Choosing a
balanced set of sources helps avoid one-sided perspectives, while NotebookLM’s explicit
grounding makes framing more recognizable for both teachers and students. Retaining domain-
specific vocabulary ensures that learners engage with key concepts while still benefiting from
simplified syntax. Reviewing comprehension questions for redundancy or over-literal phrasing
helps maintain their value as genuine checks of understanding.

Caveats remain: outputs are only as current as the sources provided, and simplification
may lead to conceptual loss if left unchecked. Yet these limitations also highlight NotebookLM’s
pedagogical value: by making the influence of sources visible, it provides opportunities to
foster students’ critical awareness of how knowledge is framed. Overall, NotebookLM increases
preparation efficiency and supports deeper engagement with both content and language, while

keeping teachers firmly in control.
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Research Brief

Are You OK? Simple Interventions
for Classroom Learning Difficulties

TAKADA-LATCHFORD, Jason

Abstract

Globally, one in five students have diagnosed learning difficulties, with self and
undiagnosed conditions pushing statistics higher. Ideally, all students would be
screened for such disorders in early primary school and commence treatment and
supportive education as soon as possible. The sad truth is however, that many
students, especially those with milder conditions will never be screened and will
experience difficulties in all aspects of their life because of this systemic failure.
Students who manage to enter tertiary education will often have done so by
optimizing familial and high school support systems, and by using masking and
coping strategies that falter under the increased load that university places on their
cognitive and executive functions. Due to the fact that learning and developmental
disorders directly affect language development and information processing, foreign
language teachers are often the best placed to identify these conditions and stop these
student’s failure cycle. Despite popular misconceptions that expertise in learning
disorders is necessary to diagnose one, all that is really necessary is to be observant,
compassionate and be prepared to give 10 minutes of your day to a struggling
student. This paper will attempt to outline the basic characteristics of the major
learning disorders, offer some practical strategies to identify them in students and

maximize the learning experiences and life outcomes of these individuals.

Keywords: Learning difficulties, Autism, ADHD, Dyslexia, Identification

Introduction

For many educators the term learning disorders, conjures up images of students
with severe impairments working in separate classes with specialist teachers on specialized
individual programs. The thought of encountering a student with one of these difficulties in their
class raises feelings of professional insecurity and a drastically increased workload. A prevailing
attitude is that you need to be a highly trained specialist in order to approach a student who
is possibly struggling with one of these disorders. In my experience however, these fears are

unfounded. The difference between making a profound difference on a student’s life and leaving
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them alone to repeat cycles of failure is extremely simple. Just as a track coach would not ignore
a limping athlete, nor a swim coach a swimmer nursing a sore shoulder, it stands to reason that
educators whose mission is to help individuals learn, would gently pull a struggling student to
one side and ask, “Are you OK?” In the 15 or so years I’ve been working with students of all
ages and professions with learning and developmental disorders, I’ve realized that this simple
question is all it takes to kickstart the student in question’s self-awareness and help them choose
their own path away from a widening failure cycle. It is also an action that is well within the

skill set and professional obligations of all education professionals.

I’m Not a Specialist

Colleagues’ reactions to the topic of learning difficulties tend to fall into one of two
categories. Either they are concerned about their students and keen to do more, or hesitant
and offer comments like: “I don’t know what to look for,” “I’m not a specialist,” “it’s not
my business,” or “what if ’'m wrong?” These are not unreasonable anxieties and seem to be
universal. According to the US Department of Education (Burr et al., 2015) the predominant
factors that contribute to educator challenges in identifying and supporting students learning

and developmental difficulties are:

Lack of Understanding: Teachers may lack sufficient knowledge about the reasons
English learner (EL) students are not making adequate progress, including the distinction
between learning disabilities and second-language acquisition challenges.
Inadequate Training: Many educators are not adequately trained in evaluating the
intersection between second-language acquisition and learning disabilities.

Cultural and Linguistic Barriers: Teachers may struggle to differentiate between
behaviors caused by cultural or linguistic differences and those indicative of learning
disabilities.

Poorly Designed Referral Processes: Ineffective or unclear referral processes can
discourage teachers from initiating evaluations for suspected learning disabilities.
Fear of Misidentification: Teachers may worry about misidentifying students, leading
to inappropriate placements or interventions.

Limited Resources: A lack of awareness of or access to appropriate tools, assessments,
and support systems may make teachers hesitant to address potential learning

disabilities.

Most of these fears have been reflected in conversations with colleagues over the years.
Notably, much of their reluctance seems to be due to the fear of misidentifying a student
and therefore somehow violating their human rights. Especially, as pointed out by a Japanese
colleague, in a society where the general knowledge of learning and developmental disorders

is low, and despite slowly changing attitudes, disabilities of any kind are considered shameful
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(Mogul, 2016, October 13).

The reality is though, that a student is unlikely to claim harassment if a teacher expresses
concern about their classroom performance and in them as human beings. All of the students
I’ve approached were aware on some level that the difficulties they were experiencing were
different to those of their classmates and were relieved to be able to both name the problem as
one shared by a large percentage of the global population, and not an intellectual or personality
defect.

A final, often heard concern is that of being locked into preparing time consuming
specialist curriculums once a student has been identified with a learning difficulty and not
having the specialist knowledge, time or energy to do so. However, very often the biggest
impact on a struggling student’s performance and life is made by an initial show of concern and

a few empathetic questions, followed by a few practical classroom tweaks.

Learning Difficulties-What Are They?
Learning difficulties is an umbrella term for a wide variety of life-long, genetic

conditions that occur on a spectrum, unique to every individual. Specifically, they affect:

Getting information into the brain (input)

Making sense of this information (organization)

Storing and retrieving information (memory)

Getting information back out (output)

Processing speed (speed of taking in, using or producing information)

Working memory (holding information in mind while also using the information)
Executive functions (planning and organizing)

(Integra, 2009)

Essentially, these conditions interfere with the uptake and processing of information
between the brain and senses and are directly connected to difficulties with language
development and use and the ability to speak, read and write (Learning Disabilities Association
of America, 2018).

Obviously, any condition that impacts these fundamental processes and skills will have
a have a profound impact on all aspects of affected individual’s lives, education, socialization,
life and career choices. Adult students who have received affirmative diagnoses late in life
have often expressed deep regret at missed life and career opportunities. Students in my
university classes with clinical or self-diagnosis have outlined years of self-doubt, shame and
masking strategies, and expressed great relief at being able to even approximately identify their

problems.
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Global Prevalence

Globally, learning and developmental disorders affect 20% of the population. 6—7%
are classified as having a learning disability, in reading and language processing, 13—15% of
the population are estimated to show signs of dyslexia (Learning Disabilities Association of
America, 2018). Self-diagnosed or undiagnosed individuals are typically not counted in official
statistics indicating that true prevalence may be higher than officially reported. Advocacy
and neurodiversity groups maintain that autism and ADHD are underdiagnosed in women,
minorities, or low-income countries, especially since diagnostic models are traditionally based
on male characteristics (Understood.org, 2024).

Personal experience indicates that this is the case. Most of the students with learning
difficulties I’ve encountered in my classrooms have been initially undiagnosed, with the
majority being female. Although this may possibly be due a reluctance of male students to

admit to, or talk about perceived disabilities or weaknesses, as opposed to statistical gender bias.

In Japanese Universities

Officially, the Japan Student Services organization (JASSO) lists the total number of
students with disabilities (all types) in universities and short-term colleges as 55,510 students
as of May 1, 2024. Of these developmental disorders account for 11,923 students, and only
include students holding a disability certificate or having a diagnosis or evidence of disability
in a health check (Japan Student Services Organization [JASSO], 2025).

By institution type (national, public, private), private universities have the most students
with disabilities nationally at 35,784 students, followed by national universities at 10,947 and
public universities at 2,941 (ReseEd #i % [ReseEd Editorial Department], 2023).

In terms of support, national universities not only have a higher proportion of students
receiving support, but also higher support rates compared to private institutions. It should be
pointed out though, that while national institutions offer mandatory legal accommodations,
private ones are only bound by a duty of effort, not strict legal obligation (fukushi.tv, n.d.).

Essentially, private universities account for the majority of students with disabilities
in higher education (72% of total in 2022) with the lowest support rates (fukushi.tv, n.d.).
Again, these numbers do not include self, or undiagnosed individuals. This means that while
statistically, educators working in private Japanese universities are over three times more likely
to encounter a student with learning difficulties than one in a national university, and over 12
times more likely to than an educator in a public university, the real figures are likely to be

much higher.

Most Commonly Encountered Learning Difficulties
Experientially, dyslexia, autism and ADHD are the most statistically prevalent and the
most visibly identifiable learning difficulties educators will encounter in university classes.

The main traits of each difficulty and the classroom difficulties students with them have are
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summarized below:

Dyslexia

Most common learning disability affects about 80% of individuals identified with LDs
(International Dyslexia Association, n.d.).

Worldwide, up to 15% of the population shows signs of dyslexia (International Dyslexia
Association, n.d.).

Most visible features: difficulties with reading, spelling, and writing.

Caused by phonological processing problems (International Dyslexia Association, n.d.).

Classroom Difficulties
Remembering verbal instructions
Retrieving stored information from memory
Sequencing and organizing information
Recognizing/discriminating sounds
Applying structures/vocabulary accurately
Accurate spelling
Coherent writing
Comprehension/content retention

Discrepancy between oral and written work (International Dyslexia Association, n.d.)

Autism Spectrum Condition (ASC)
Wide-ranging condition, from severe to mild/high-functioning autism (American
Psychiatric Association [APA], 2013).
Prevalence: 1 in 36 individuals in the U.S. (Centers for Disease Control and Prevention
[CDC], 2025); higher prevalence among males.
More individuals are being identified with mild/high-functioning autism (CDC, 2025).

Key Elements of an Autistic Profile
Difficulties in social interaction and communication:
Maintaining appropriate eye contact
Making appropriate contributions to conversations
Understanding underlying meaning of others’ contributions (APA, 2013)
Limited or repetitive patterns of behavior or interests:
Fixed behaviors/routines
Difficulties coping with change/flexible thinking
Fixed interests (e.g., trains, timetables, anime)
Heightened sensitivity to light, sound, or other sensations (APA, 2013)
Anxiety (APA, 2013).
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Classroom Difficulties
Understanding non-literal or idiomatic language
Recognizing conversational turn-taking cues
Coping with inconsistencies in language rules or words with multiple meanings
Role-playing from unfamiliar perspectives

Language classes may provide rare opportunities for authentic communication (APA,
2013; CDC, 2025).

ADHD

Neurodevelopmental condition characterized by difficulties with attention, impulse
control, energy regulation, and working memory (APA, 2013).

Associated with emotional regulation difficulties, anxiety, and mental fatigue (APA,
2013).

Three types: predominantly inattentive, predominantly hyperactive-impulsive, and
combined (APA, 2013).

Classroom Difficulties

Loss of concentration when reading/listening for extended periods without visual/
practical support

Difficulty with social interactions and conversational turn-taking

Challenges following instructions and classroom activities

Poor time management (“time blindness”)

Excessive energy disrupting focus

Weak working memory (APA, 2013).

What to Look for
Although primarily language and information processing disorders, very often it is
problems with executive functions that will be the most visible. While each difficulty has its

own unique symptoms, there is a high degree of overlap and concurrence as indicated below.
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Figure 1
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Note. Adapted from A guide to specific learning differences (2nd ed.) p. 1. British Dyslexia Association,
2018.

Essentially, it is these common set of issues that are the best initial indicators as to
whether a student is having difficulties or not, and these are usually the ones that the class
teacher will likely notice a deficit in first. Often putting such deficits down to a lack of
application or motivation. In my experience, persistent problems with self-organization
and management are some of the best indicators that a student is struggling with a learning
difficulty, especially dyslexia and ADHD. Colleagues will often interpret the lack of these skills
as resistance or a lack of respect, while the students themselves will usually attribute them to
personal defects such as laziness or a lack of discipline. Personally I regard resistance to a task,
myself or to class in general as an indicator that a student is struggling in some form.

Noticeable level differences in student’s skill sets are also good indicators of struggling
students. In general, I have found that most students with either ADHD or dyslexia are quite
fluent English speakers yet struggle visibly with one or two of the other core skills. As indicated
in the diagram above, all disorders affect working memory and therefore the amount of
information a student can process at a given time (British Dyslexia Association, 2018). Students
with ADHD have told me that while they can focus for hours on tasks that are interesting to
them, they struggle to follow conversations in a group and process information or instructions
given orally. Dyslexic students obviously struggle to process written information but also have

problems processing oral information and translating their thought into writing. All of the
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dyslexic students I have uncovered so far follow a similar pattern. They are predominantly
female, fluent English conversationalists with good people skills. When I ask them where
they learned their English, meaning overseas or conversation school, they invariably answer
“YouTube.” When I respond “that’s great, lots of natural input, do you read? If you read
regularly as well, you will improve faster.” They then inevitably respond that they have
problems reading in Japanese and English and prefer to learn by aural methods or by visual
methods that involve little reading.

Confronted with the possibility of having a learning disorder, the presence of either
ADHD or dyslexia seems to be more readily acceptable to students than autism, although I
have yet to have that conversation with a student. With the exception of one, all of the autistic
students I have encountered in my classes have had some level of communicative and social
impairments and have not self-identified, making it difficult to approach them regarding the
subject. In this case, my approach after checking with the Support Centre as to whether or not
they have self-identified, is to work around their difficulties and provide as much practical in
class support as I can.

With ADHD and dyslexia though, once the conversation starts students tend to readily
admit that they have problems and are open to a tentative diagnosis. When a possible diagnosis
for the student’s difficulties is reached between us, there is an initial surge of relief that they are
not lacking in intelligence, and that there is a name for the problems that they have been facing
all their lives. One 19-year-old student told me “Jason, for the first time in years I went home
and slept like a dead woman.” However, this relief is often followed by reluctance to take the
next step and get a formal diagnosis, remedial treatment or training. As one student explained,
going for a diagnosis and getting a negative result would mean that they were “just stupid after
all.” Other fears revolve around what a positive diagnosis made public would do to their future
employment prospects and their position in society, rather than seeing such a diagnosis as legal
protection and a path forward for an alternative future.

At this point, I stress to the students that get diagnosed or suspect themselves of having
a learning difficulty, that their difficulties don’t stop there. They still have to graduate and get
a job, and their present problems will continue throughout their university career and into the
workplace, affecting their choice of career and career path. Working with company managers
and CEO’s I often hear stories of problem employees who are not performing to expectations,
and how these managers and CEO’s struggle to coach them. Digging into the story, it becomes
obvious that the employees display one or several of the common core traits of learning
difficulties and that simple pep talks or reprimands from their superiors will not improve their
performance. From the company’s perspective the employee with problems is a consumer of
company time and resources who will ultimately be shunted aside, demoted, forced to quit
or fired. From the employee’s point of view, the workplace is a constant source of pressure
and disappointment. Whenever I teach adult classes and mention learning difficulties and the

different types, many people come forward saying that they feel that they have symptoms,
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especially of dyslexia and ADHD that it is revelatory for them, putting a name and perspective
to their daily difficulties and also explaining many of their life choices. Managers especially
those in Human Resources have also come forward saying that they realize that their present
company regulations and training systems are inadequate for dealing with neurodivergent

employees.

Why Me?

As previously stated, learning difficulties are language and information processing
disorders, that impact language development and use, and specifically the ability to speak, read
and write. Foreign language classes are ostensibly the only subjects that reteach these skills
post primary. Recent trends in Applied Linguistics/ESL focus on communicative methodologies
coupled with interactive, learner centered environments. This usually translates into smaller,
communicative high input/high output classes which directly stress and highlight student’s
difficulties. Students find that existing masking or learning strategies cannot cope with the
extra linguistic and cognitive loads, making learning difficulties easier to detect. This means
that whether they realize it or not, language teachers are often the first to identify underlying
neurodiversity in their learners (Oxford University Press, n.d.).

In addition, for many students, existing coping mechanisms were effective in primary
and high school due to the tightly controlled curricular and extra-curricular schedules that
were heavily assisted by their parents. However, the shift to university often exacerbates their
learning difficulties due to a sudden increase in complex reading content and output loads, and
expected autonomy in self-management, often including part-time jobs and living alone. All
of these new demands overload the core difficulties common to all learning/developmental
differences (Howard-Gosse et al., 2024; MacCullagh et al., 2017; Olofsson et al., 2012).

It is also worth noting that conditions such as ADHD and autism are not just about
problems with learning. Marriages where at least one of the partners has ADHD are more likely
to end in divorce than marriages where partners do not (University at Buffalo, 2008; Low,
2023) and marriages with autism are also more likely to have problems than those where autism
is not (Rudy, 2023; Lazarony, n.d.). All LDs/Developmental conditions are highly genetic
(Davis et al., 2009) and likely to be passed on to children. By helping students to identify their
problems, seek help and learn more about their conditions, we are helping them to identify

possible future problems and prepare for them and build healthier, more successful futures.

What to Do

Prescriptive lists can be intimidating and in reality, are not necessarily practical. It is
usually around mid-to-late semester when we begin to suspect that a student is showing signs
of having learning difficulties. This is when we start to recognize the individual characteristics
of the students in the class, the first one or two assignments are due, and students with time

management problems have reached their maximum allowed absences. Effectively this means
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that there will only be four to five weeks left in the semester, and no time to make meaningful
adjustments to the curriculum to assist any struggling learners. In which case, when such a

learner is encountered, it is far more effective to:

¢ Pull them aside and ask “Are you OK?”

¢ Help them to identify the problem.

¢ Encourage them to widen their support networks/ contact the student support center/
get professional help.

¢ Help/encourage them to find learning strategies that suit them in the long term.

® Adopt a universal design mentality/assume learner differences from the start.

It only takes about five minutes to pick an opportune moment and quietly ask the student
if they are okay. Something along the lines of; “Are you OK? I noticed that whenever we’re
doing x, you’re doing Y.” Or, “you seem to struggle to get to class on time and hand in your
assignments by the deadline. Is there something going on at home? Is it me? How are you doing
in your other subjects? Do you have the same problems there, or is it just this class? Would you
like to talk about it?”

I’ve never once had a student who has reacted negatively to this kind of concern. Even
if they do not have any learning difficulties per se, you have acknowledged their presence in
the class, shown genuine concern about their progress and performance, offered assistance
and gently called them out. In almost 100% of cases, after this initial chat, there is increased
self-awareness and an increase in performance, even in students with chronic ADHD self-
management issues. Arguably, it is this increased self-awareness that is the most beneficial
outcome of these conversations. Although educators are duty bound to do whatever they can
to help these students learn inside their classrooms, these are intensely personal life-long
conditions that the individuals themselves have to learn to manage and live with. By helping
them to reflect on the nature of their problems, pointing out that 20% or more of the global
population are experiencing the same difficulties, encouraging them to actively seek ways to
manage their problems and seek professional help if necessary, we are encouraging them to
seek lifelong solutions, rather than one semester fixes or tweaks to the in-class curriculum. In
reality, this is probably the best we can do and the most impactful action we can take in the 14

or so weeks we are with these students.

Teaching Tips

In terms of teaching practice, recommended best practices in foreign language teaching
often correspond to those in special education for providing student support. Practical, simple
techniques such as those below can make a big difference and are within the skill set of every

teacher.
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¢ Give learners instructions in both oral and written form.

e Segment and sequence instructions clearly.

e Give learners adequate time to comprehend and respond to instructions.
¢ Present information in a variety of formats-audio/visual/text.

e Giving learners choice in formats as to how they demonstrate their learning.

Conclusion

Despite best intentions, the reality of a once-a week, fourteen-week semester is that by
the time a student has been identified as possibly having a learning difficulty; counselled, been
to the support center and reported back, there will be little time left in the semester to make
meaningful adjustments to the curriculum. In which case it is far more meaningful to assume
the presence of such students from the very beginning of the semester, incorporate the simple
teaching practices above and have the courage to ask students if they are okay when it looks
like they are not. Exaggerated as it may seem, a simple five-minute conversation can have a
huge impact on the trajectory of a student’s life. Early intervention is the key to managing
these conditions in the long term, and students are usually both unaware of the nature of their
difficulties and their accommodation and treatment options. By helping them to reflect on the
nature of their difficulties and pointing them in the direction of professional help, educators
can both fulfill their obligations as educational professionals and steer their students away from

failure to success.
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Motivation Through Play in Second Language Learning:
It’s All Fun and Games and Nobody Gets Hurt!

WHITE, John Paul

Abstract

This paper investigates the role of fun and games in enhancing student motivation
and engagement in the ESL classroom. It begins by examining the theoretical and
practical significance of play and explains how the incorporation of games into
English language lessons can help stimulate engagement, increase participation,
and promote deeper learning. Drawing inspiration from parlour games, competitive
challenges, collaborative puzzles, and timed challenges, this paper makes
recommendations on how to make lessons fun, memorable, and educational. The
paper then explores how the use of fun and games can create a positive classroom
atmosphere that supports learner confidence and encourages risk-taking. It also
provides examples of how different types of games can be used to target the four
skills; speaking, listening, reading, and writing, emphasising the connection between
playful learning and the development of key language skills. Finally, the paper
concludes by highlighting the importance of play in learning and how fun can be a

driving force for sustained student motivation within the ESL Classroom.

Keywords: Fun, Games, Motivation, TESOL, Language learning

Introduction

If twenty-two people were asked to run around a field all day, they would most likely
complain, drag their feet, or refuse the task entirely. However, if those same people were given
a football, split into two teams, and told it was a game, then they would probably keep playing
for hours. It is within this interstitial space that we discover how fun fuels motivation, entices
engagement, and determines not only how a task is approached, but also experienced and
remembered.

Games create enjoyment, and enjoyment motivates individuals to engage in activities
that they would otherwise avoid. In much the same way, academic activities are not always
devoid of enjoyment. Students can, and often do, derive pleasure from their studies. Yet,
there are times when even the most studious student may feel tired, frustrated, or unwilling to

continue. Therefore, it is essential for language teachers to consider how to make their lessons
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enjoyable and engaging for their students.

If a teacher can make studying fun, then the students will feel like they want to learn,
rather than as though they have to study as part of some other greater goal. One way of
accomplishing this is by integrating games into study activities in order to create a marriage
between fun and learning. Fun should not merely be a reward for learning, but rather a catalyst
for making learning possible. When enjoyment is embedded within the process, students are
more likely to participate, persist through challenges, and achieve deeper learning outcomes

through active engagement. It’s all fun and games and nobody gets hurt!

Games are highly motivating because they are amusing and interesting. They can
be used to give practice in all language skills and be used to practise many types of

communication (Ersoz, 2000).

There are many types of games that can be beneficial for English language students.
These games can involve students challenging themselves, challenging others, or interacting
with their surrounding environment. Each with their own benefits and drawbacks.

Individual challenge games encourage students to focus on their own personal growth,
building confidence as they track their progress over time. These types of games allow learners
to measure their own success without pressure or competition from others. Allowing them
to work at their own pace. The sense of accomplishment that comes from completing a task
independently helps to boost motivation and encourage self-study outside of the classroom.
However, as with all games, students will still need some form of positive feedback for their
motivation to be sustained.

Competitive games are activities in which students challenge others, either alone or as
part of a team. When presented appropriately, these games can make students quite voluble as
they eagerly exchange ideas, debate problems, and strategize their next move. In practice, these
types of games made the students the most exuberant and excited as they battled for supremacy
over their opponents. It has also been observed that competitive team games help to spread the
pressure each member may feel to win as they work together and play upon their own individual
strengths. In any case, these types of games work best when they are designed in such a way
that the use of the target language functions as a game mechanic (Lo et al., 2021) in order to
defeat the other team.

Environmental games, by contrast, involve students interacting with the setting
around them rather than focusing on themselves or others. In these types of games, a sense
of accomplishment comes from completing the task, rather than enhancing their skills or
vanquishing a foe. Examples include sorting words, finding answers, or solving problems either
alone or as part of a team.

All of these types of games can be adapted for different levels or thinking skills,

including low-order thinking skills; in which students regurgitate and share knowledge that
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they already know, or high-order thinking skills; in which they have to analyse, evaluate, or be
creative with what they are given in the classroom (Bloom, 1956).

The reader is perhaps already familiar with many of these types of games, but it is
useful to think of games within the theoretical scope of these three categories. However, for
the purposes of this paper, the games will be organised according to the four skills; speaking,
listening, reading, and writing so that the reader may draw inspiration from the examples stated

and possibly try them out for themselves.

Speaking Games

Speaking games give students the opportunity to practise oral communication, build
fluency, and gain confidence expressing their own ideas. These games allow students to engage
with the target language in meaningful contexts, turning routine speaking tasks into enjoyable
challenges. For example, an activity that would normally involve simply discussing answers
to questions as part of a group could be reframed as a game. For example, a game where
students are split into teams and the content presented as a competitive classroom quiz. One
that transforms the task into a competitive and collaborative experience in which all members
must unanimously agree in order to succeed. The target language becoming a necessary tool
required to defeat the opposing team, win the game, and be burnished in glory.

By contrast, the same activity presented in a traditional format may lead some students
to take a back seat and let others dominate; which highlights the importance of designing
activities that require collective participation and collaboration from all participants. Ensuring
that each student has a role to play and contributes to the group’s success. For instance, tasks
that require low-order thinking skills (Anderson & Krathwohl, 2001), such as; applying,
understanding, and remembering, can be incorporated into games that engage students and
reinforce their foundational knowledge.

An example of this was practised by the author of this paper in a review lesson of
Rikkyo University’s English Discussion Course. For this lesson, students were required to
practise asking for opinions, giving opinions, and agreeing/disagreeing in groups. This was
normally done by merely asking and answering discussion questions from the textbook.
However, in order to gamify this lesson, the class was split into two groups which competed
against each other in the style of a British pub quiz. Each question becoming more playful and
having no clear answer that could be searched or googled.

For instance, for one question, the students had to discuss the topic of fame. Normally
they would just sit and answer discussion questions on the topic. However, this activity was
gamified so that instead they looked at poorly drawn sketches of famous people on the projector
and tried to determine who each celebrity was. This led to a lot of uncertainty and laughter
among the students as they shared ideas on who each crude drawing was supposed to represent.

In the end, the answers were shown, points were given, and everyone put on their game face
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for the next activity.

This gamification (Altarriba, 2014) of lesson activities introduces the idea of fun
into non-game contexts, enhances the learning experience, and encourages students to work
as a team for the success of the task. Fostering a collaborative mindset that depends on the
contribution of all members. Those teams that fail to work together will inevitably find the
activities more challenging. But with good game design, direction, and feedback they will have

the necessary tools to give them a fighting chance.

Listening Games

Listening games are important because they encourage students to move beyond inactive
listening and actively engage with the meaning, detail, and context of what they hear. They
help students to sharpen their attention, notice patterns in speech, and move beyond passive
listening so that they can focus on accuracy. By framing these activities as games, they become
less about right and wrong answers and more an exercise in active discovery. They also allow
students to gain confidence as they begin to see listening as a skill that can be improved, rather
than something that just happens gradually through repeated exposure. Games give listening
clear purpose which helps keep attention high and prevents students from tuning out during
long stretches of spoken material.

For example, for Rikkyo University’s Reading and Writing Course, the author of this
paper prepared a video clip for students with partially completed subtitles where key words
were replaced with underscored blanks. Students then had to listen closely in order to fill in the
missing words.

In one such activity, a clip from The Lord of the Rings: The Fellowship of the Ring
(Jackson, 2001) was used in which Bilbo Baggins says, “I am old Gandalf. I know I don’t
look it, but I’'m beginning to feel it in my heart. I feel thin. Sort of stretched. Like [X] scraped
over too much [Y].” The words that were removed and replaced with blanks were “butter”” and
“bread” as they are easy to hear in the clip, but also draw attention to the subject of the lesson:
similes.

A similar activity was repeated later in the lesson after students had written their own
similes to describe people and places. For this, they watched a clip from The Hobbit: The
Desolation of Smaug (Jackson, 2013) where he compares his teeth to swords, his claws to
spears, and his wings to a hurricane. In this case, the vocabulary was pre-taught in an earlier
matching game in which the students took turns in teams playing Pelmanism, using images
projected onto the whiteboard. For this game, the students needed to take turns matching
words to pictures (e.g., sword, spear, hurricane, etc.), which served as a way for the teacher to
surreptitiously teach the meaning of new words and jargon that would appear in later activities

and future lessons.
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Reading Games

Reading games are activities designed to engage students with texts while encouraging
comprehension, critical thinking, and interactive participation. By gamifying comprehension
tasks, teachers can encourage students to pay closer attention to the lesson material, think
critically about texts, and interact with the lesson content in deeper ways. Gamifying these
activities not only enhances student understanding, but also stimulates motivation as students
interact with reading materials in playful and imaginative ways. Moreover, reading games
can help bridge the gap between reading and communication, where students read and share
answers, or compete against their peers. An example of this occurred in Rikkyo University’s
Reading and Writing Course where students are required to develop key reading skills
throughout the semester. Notably, in one lesson on the key skills of skimming and scanning,
the author of this paper prepared a few games to help his students improve these skills.

To practise skimming, the students were shown a simple text projected onto the screen.
The text had been prewritten by their teacher to ensure that it was simple to read and level-
appropriate. The students were then shown a multiple-choice question and told to read the text
as the sentences slowly disappeared from the screen. This forced the students to skim read the
text before it was gone and focus on key words and vocabulary in order to glean a general gist
of what the text was about. They then held up a card (A, B, or C) for what they believed to be
the correct answer to the multiple-choice question.

Specifically, for one text, the students read a simplified version of Chapter 9, “Shelob’s
Lair,” from The Two Towers of The Lord of the Rings trilogy (Tolkien, 1954b), in which the
Hobbits encounter a repulsive spider-like creature that stalks them through pitch-black tunnels
as they try to navigate their escape. In this instance, the students only had a brief time to read
the text and then decide on what type of emotion the hobbits were likely experiencing at that
moment (A: Worried, B: Hungry, or C: Excited) based on the text. To succeed at this activity,
the students had to look for key words and clues that could best help them determine the
answer. For example, actively scanning and noticing words like “food” and “potatoes” when
reading about the hobbits preparing a rabbit stew helped them to determine that the hobbits
were probably hungry.

Any students who gave a wrong answer during these activities were told that they
would miss a turn in the next round. However, this threat never came to fruition, as the students
became very good at playing the game and finding the correct answers. This is because the
activity was intentionally designed so that the students were incapable of failing and instead
just gained a lot of practice skimming for context in the form of a game.

In total, the students read ten stories that all followed this same simple structure despite
the questions becoming increasingly difficult each round. Each time the students were given
less time to read, they read faster, skimmed words more effectively, and seemed to enjoy the

game and the lurking threat of failure.
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Later that same lesson, the students were put into pairs and told they would be playing
a scanning game. For this activity, the students were pitted against each other and told to scan
the original, unedited text of a chapter from The Fellowship of the Ring (Tolkien, 1954a). The
students were then shown a scanned page from the book projected onto a large screen at the
front of the class. A random word appeared to the side (For example, “Gandalf x 3”) and the
students had to race against each other to find all instances of the word on the page.

The page was overlaid with a grid (like the kind one might find on a map) with a row of
letters along the top, and a row of numbers down the side. Once the student found a word, they
would then yell out its position on the page before their partner could (For example, “C4!™).
Once all the instances of the example word were found, new pairs were formed and the winners
sent to “the winner circle” at the back of the class, and the losers moved closer to the front. The
students were then paired with a new partner respective to their position, and by way of attrition,
all had a chance of winning, or failing.

This game generated a lot of excitement among the students as the teacher carnival
barked between each round to encourage the quick movement between chairs. The winners were
praised and welcomed to the winner circle, while the losers were encouraged to try harder next
time. Again, these activities themselves were not that difficult, and the real challenge for the
students came from them trying to beat their opponents. By design, it was impossible to fail or
win every time, and the real aim was for the students to practise the skill of scanning. Even if

they were personally more focused on winning.

Writing Games

Writing games are activities that encourage students to produce written language in an
interactive and engaging way. They can help students practise vocabulary, grammar, sentence
structure, or composition while also adding an element of play and challenge. By gamifying
these writing tasks, teachers can turn potentially tedious exercises into stimulating experiences
that develop both written accuracy and creativity.

For instance, in a similar activity to the listening activity mentioned earlier, the students
watched a scene from Jurassic Park (Spielberg, 1993) in which John Hammond introduces the
main characters, Dr. Alan Grant and Dr. Ellie Sattler to the park and their first dinosaur. While
watching, the students practised writing quotes and had to summarise what each character had
said, asked, or shouted. For instance, while watching the clip, the students either wrote; “Dr.
Alan Grant asked ‘How fast are they?’” (direct speech) or “Dr. Alan Grant asked how fast they
were” (reported speech) in order to practise writing both grammatical structures.

This activity was slightly gamified as it required the integration of both listening and
writing skills and included the challenge of obtaining the most quotes from the scene. To make
it easier, the students were able to watch the scene three times. Moreover, the scene had been

edited so that the colour of the subtitles for each character were; white for John Hammond, blue
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for Dr. Grant, and pink for Dr. Sattler. The same colours as their clothing.

Incidentally, this scene was shown again in a later lesson so that the students could
discuss the metaphorical implications of Spielberg’s colour choices. One theory being that
the park owner John Hammond wears white to symbolise God, Dr. Malcolm wears black to
symbolise chaos, and how these colour choices could tie into the overall theme of the movie;
life, death, and giving birth (Hill, 2018). This not only encouraged the students to think beyond
a simple two-dimensional interpretation of the story, but also its symbolic meaning so that they

could apply the same thinking to their own writing.

Conclusion

Motivation is at the heart of ESL learning. Without it, students lose interest, stop
studying, and ultimately give up. However, by using the right games and creating a positive
classroom environment, teachers can make students feel confident, included, and excited to
learn English.

When designing lessons, teachers should be aware that the gamification of activities
helps to empower students so that they can take control of their own learning, motivate
themselves to succeed, and enjoy the process as it happens. Even silly games or small victories
can create strong feelings for students. The power of fun and games turns learning into play,
and in turn restores motivation. Making the learning process fun, social, and exciting for all
participants.

This is something that can be utilised by teachers to build a positive class identity and
positive learning environment. It should therefore be every teacher’s aim for their students to
want to attend lessons, and have fun learning. Each lesson being a joyful experience, something
fun, and something memorable to tell others about.

The examples provided throughout this paper show how speaking, listening, reading,
and writing activities can be adapted into games in order to aid different levels and learner
abilities. Each type offering its own unique benefits. While combining playful elements with
pedagogical goals, teachers can ensure that their students’ learning remains purposeful and
enjoyable.

Moreover, the strategic use of games promotes active engagement and deeper
cognitive processing from class participants. When students must think, recall information,
solve problems, or collaborate as part of a game, they practise language in more meaningful
and memorable contexts. This active participation strengthens retention, builds fluency, and
reinforces both lower-order and higher-order thinking skills (Bloom, 1956). Games help to
build a bridge between enjoyment and learning, demonstrating that fun is not an optional extra,
but a vital educational tool.

By providing opportunities for choice, competition, and creative problem-solving,

teachers can cultivate a cycle of engagement in which students want to attend lessons, want to



Motivation Through Play in Second Language Learning: It’s All Fun and Games and Nobody Gets Hurt!

learn, and want to get better at the English language. It helps the lesson content to stick in their
brains as a fond memory of when they attended classes, witnessed their own progress, and it

was fun.
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Exploring the Effects of English Discussion Courses
on Japanese EFL College Students’ Foreign Language
Speaking Anxiety
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Abstract

This study investigated the impact of English Discussion courses on speaking anxiety
among first-year Japanese university students. While Foreign Language Anxiety
(FLA) has been widely acknowledged as a major barrier to language acquisition,
especially in speaking, its long-term reduction through structured discussion-based
instruction remains underexplored in the Japanese EFL context. Employing a mixed-
methods approach, the study measured students’ anxiety levels before and after a
14-week semester using the Short-Form Foreign Language Classroom Anxiety
Scale (S-FLCAS) and analyzed responses to four open-ended questions. Results
from 32 participants revealed a significant decrease in anxiety scores over time, with
90% of students reporting reduced anxiety. Qualitative data indicated that repeated
small-group discussions, teacher scaffolding, and pre-thinking tasks were effective
in creating a psychologically safe environment. However, students continued to feel
anxious during high-stakes or unfamiliar speaking tasks. The findings suggest that
while structured discussion activities can alleviate speaking anxiety, continuous
affective support and learner-centered strategies are essential for long-term impact.
Implications for EFL instruction include incorporating peer familiarity, vocabulary

preparation, and emotionally supportive practices into curriculum design.

Keywords: Foreign language anxiety, English discussion courses in academic context, English as a

second language

Introduction

“Do you want to use a foreign language at work? Why or why not?” This is the
first warm-up question used to start the discussion class in Week 10 at Rikkyo University.
Unfortunately, quite a few students in my class respond by saying, “I don t want to use a foreign
language at work because I'm not good at speaking English.” But is that truly the case? The
English Discussion Class, a required course for first-year students at Rikkyo University, is

designed to improve students’ academic discussion skills. However, after observing the class
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over the past two years, [ have noticed that some students continue to struggle with English-
speaking anxiety, even though they participate in discussion classes weekly.

Research on Foreign Language Anxiety (FLA) highlights its significant impact on
learners’ speaking performance and overall language acquisition. Horwitz et al. (1986) defined
FLA as a “distinct complex of self-perceptions, beliefs, feelings, and behaviors related to
classroom language learning arising from the uniqueness of the language learning process.”
This concept has been extensively studied in various contexts, with findings indicating that
speaking is often the most anxiety-provoking skill for language learners (Young, 1991).

In the Japanese EFL context where English is learned as a second language, several
studies have shown that cultural and educational factors contribute to high levels of speaking
anxiety. Williams and Andrade (2008) found that Japanese students often fear making mistakes
or being judged negatively by their peers, which inhibits their willingness to participate in
discussions. Similarly, Cutrone (2009) argued that Japanese learners’ anxiety derives from
cultural tendencies toward modesty and risk hedge, which can discourage them from speaking
in front of others.

English Discussion Classes at Rikkyo University are designed to improve students’
confidence and fluency in spoken English. However, as observed in my classes, speaking
anxiety may persist despite regular practice. Young (1991) suggested that even interactive
teaching methods might fail to address deeper psychological barriers unless specific strategies
are employed to reduce anxiety, such as creating a supportive environment and focusing on
communication rather than correctness.

MaclIntyre and Gardner (1991) further emphasized that alleviating anxiety leads to better
speaking performance and greater willingness to communicate. Collaborative activities, such
as small-group discussions, have also been shown to lower anxiety levels and improve oral
proficiency (Bozkurt & Aydin, 2023). However, whether these benefits extend to all learners,
particularly those in high-anxiety environments like Japan, remains uncertain.

While significant research exists on foreign language anxiety (Horwitz et al., 1986;
Maclntyre & Gardner, 1991), the specific impact of discussion-based courses on Japanese
EFL learners’ speaking anxiety is underexplored. Studies by Williams and Andrade (2008) and
Cutrone (2009) highlight the cultural and educational barriers faced by Japanese students, but
there is limited understanding of how structured discussion activities influence learners’ anxiety
over time.

Moreover, while studies like those of Young (1991) and Bozkurt & Aydin (2023)
have shown that collaborative learning environments reduce anxiety and enhance speaking
proficiency, their focus has largely been on general learner populations. Few studies have
examined the long-term effects of discussion courses on anxiety or investigated learners’

perceptions of these changes throughout an academic semester.
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Research Questions

In light of these gaps mentioned above, this study aims to address these gaps by

exploring the following research questions:

1. What are the effects of discussion courses on Japanese college students’ speaking
anxiety?
2. How do Japanese college students perceive the impact of discussion courses on

reducing their initial speaking anxiety over the course of a semester?

Methodology and Procedures

This study employed a case study approach, with data collected from 32 students
enrolled in the first semester of three mandatory English Discussion courses for first-year
students during the academic year 2025. The participants, consisting of both male and female
students aged 18 to 21, had an average English proficiency level of A2—B1 as determined by
their TOEIC® scores (ranging from 380480, Level 3 and 4), based on the Common European
Framework of Reference for Languages (CEFR). Each class lasted 100 minutes and was
conducted once a week from April to July during the 14-week spring semester (See Table 1).

To evaluate changes in students’ Foreign Language Anxiety (FLA) over the course of
the semester, this study utilized a pre- and post-survey approach with the Short-Form Foreign
Language Classroom Anxiety Scale (S-FLCAS). The S-FLCAS, a validated instrument
derived from the original Foreign Language Classroom Anxiety Scale (FLCAS) by Horwitz
et al. (1986), focuses on assessing key dimensions of FLA relevant to speaking anxiety. The
original FLCAS measures FLA across three subcomponents—fear of negative evaluation,
communication apprehension, and test anxiety—using 33 items on a 5-point Likert scale
ranging from “strongly agree” to “strongly disagree.” While comprehensive, the FLCAS
includes items that may not directly align with the context of English Discussion courses,
particularly for evaluating foreign language speaking anxiety which is the focus of this study.

The S-FLCAS, as described by Botes et al. (2022) in Validating the Short-Form Foreign
Language Classroom Anxiety Scale, offers a more concise and targeted approach, retaining the
psychometric rigor of the original while demonstrating high internal consistency (Cronbach’s
alpha = .90) and strong reliability across diverse contexts. In this study, the S-FLCAS was
administered to students at two time points: at the beginning of the semester (April) to establish
baseline levels of speaking anxiety and at the end of the semester (July) to evaluate changes
following their participation in the English Discussion courses. By employing this pre- and
post-survey design, the study was intended to effectively measure both initial levels of speaking
anxiety and any reductions or shifts in anxiety over the course of the semester. To facilitate the

students’ easiness to complete the survey, both pre- and post- surveys employed the translation
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of relevant items taken from Yashima et al. (2009). The below shows the original version of
questions on the S-FLCAS.

Short-form Foreign Language Classroom Anxiety Scale (S-FLCAS)
Please indicate how much you agree with each of the following statements.
Use the scale below:

1= Strongly Disagree 2= Disagree 3= Neutral 4= Agree 5= Strongly Agree

1) Even if I am well prepared for FL class, I feel anxious about it

2) I always feel that the other students speak the FL better than I do

3) I can feel my heart pounding when I’m going to be called on in FL class
4) I don’t worry about making mistakes in FL class (reverse coded)

5) I feel confident when I speak in FL class (reverse coded)

6) I get nervous and confused when I am speaking in my FL class

7) 1 start to panic when I have to speak without preparation in FL class

8) It embarrasses me to volunteer answers in my FL class.

Open-ended Questions:
In addition to the quantitative pre- and post-tests, qualitative data was collected from
a post-class survey to gauge how the students perceived the impact of discussion courses on
reducing their initial speaking anxiety.
1) How have your feelings of anxiety changed throughout the semester?
2) What specific activities or aspects of the discussion courses helped you feel less
anxious about speaking English?
3) Were there any moments or experiences during the course that made you feel
especially nervous about speaking English?
4) What suggestions do you have for improving the course to help students overcome
their speaking anxiety more effectively?

Note. Questions developed by the author
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Table 1
Course Schedule and Target Discussion/Communication Skills
Week Content Discussion/Communication Skills
1 Course Introduction Introduction of all Communication Skills
2 The Importance of Communication Opinions
3 Entering University Supporting Opinions
4 Life at University Follow-up Questions
Becoming Independent Review & Comprehension
5 Discussion Test 1
(Sharing & Supporting Opinions)
Living Abroad Connecting Ideas
The Globalization of Japanese Culture Joining a Discussion
Japanese and Foreign Customs Changing Topics
Learning a Foreign Language Review & Paraphrasing
9 Discussion Test 2
(Organizing a Discussion)
10 | Entering the Workforce Different Viewpoints
11 | Social Media Balancing Opinions
12 | Public Behavior Sources of Information
Social Issues Review & Clarification
13 Discussion Test 3
(Challenging & Evaluating Ideas)
14 | Review of all topics Review of all skills

Results & Discussion

Students’ anxiety levels

courses on Japanese college students’ speaking anxiety?,” the pre- and post- survey results of
60 students were compared. As shown in Table 2, there was a significant decrease in levels of
anxiety at the end of the semester by 0.44 in mean score, from 3.46 to 3.02, compared to the
beginning of the semester. Furthermore, almost all students (30 out of 32) showed a decrease

in their anxiety scores. These results clearly suggest the effectiveness of discussion classes to

alleviate the students’ speaking anxiety.

To answer the first research question, which is “What are the effects of discussion
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Table 2
Descriptive Statistics of Short-Form Foreign Language Classroom Anxiety Scale (S-FLCAS)
Mean SD Minimum Maximum
Pre- FLCAS 3.46 1.12 1.00 5.00
Post- FLCAS 3.02 0.58 1.00 1.00

Note. Pre- FLCAS N = 32, Post- FLCAS N =30

Qualitative data analysis from post-class survey

To address the second research question, “How do Japanese college students perceive
the impact of discussion classes on reducing their initial speaking anxiety over the course of
a semester?,” qualitative data from the post-class survey were analyzed. The four open-ended
questions were categorized into the following themes, in accordance with the question order:
“Change in Anxiety,” “Speaking Activities,” “Nervous Feelings,” and “Suggestions.” Since
two students were absent from the Week 14 lesson, responses were collected from a total of 30
students.

The following pie chart Figure 1 illustrates responses from the first question “How have
your feelings of anxiety changed throughout the semester?” based on the theme “Change in
anxiety.”

Approximately 27% of the students reported that their anxiety has decreased
significantly and as many as 60% of them said it has decreased. In contrast, only 13% of the
students indicated the anxiety had not changed much. These results also suggested discussion

classes played a significant role in reducing the students’ speaking anxiety.

Figure 1
How Have Your Feelings of Anxiety Changed Throughout the Semester?

Significantly decreased.
26.7%

Decreased.
60.0%

Not decreased much.
13.3%

The qualitative data collected from these questions added a rich layer of nuance to the
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quantitative findings, which indicated that discussion classes contributed to alleviating students’
speaking anxiety.

Table 3 presents a sample of analysis including theme, descriptions, and examples.

Table 3

Excerpt of the Comments From the Participants

Theme Description & Example from students’ comments

Speaking activities | 1) Forming small groups and talking about the same topic repeatedly was
helpful.

2) The teacher rephrased my awkward answer into simpler English which, eased
my nervous feelings.

3) Repeating my classmate’s opinions when we wrap up our discussion was
useful for my speaking skills.

4) The pre-thinking activities before the actual discussions helped me generate
ideas more smoothly.

5) The teacher ensured equal participation opportunity which made it easier for
me to speak up.

6) Repeatedly using the same discussion skill phrases allowed me to realize that
my English skills were improving.

7) I felt more relaxed because there was only one teacher and I didn’t feel
constantly monitored.

Nervous Feeling 1) I felt especially nervous during the discussion tests because I couldn’t come
up ideas smoothly.

2) I felt anxious when asked by “What do you think of my idea?” because I
somewhat couldn’t understand what my classmates were saying.

3) I felt more nervous when the topic was difficult or something I had never
thought of, I felt more nervous.

4) When I hadn’t read the textbook but was asked to give my opinion, I felt
very anxious.

5) Performing discussions in front of the whole class made me even more
nervous.

Suggestions 1) If I had more time to memorize the phrases, the class would be even more
effective.

2) If we had more activities to get to know our classmates better, our anxiety
would decrease even more.

3) If we could learn more vocabulary related to the discussion topics, I could
participate more actively.

4) The smaller the group size, the easier it is for me to speak.

5) If the topics were more familiar, we could talk more smoothly.

Overall, the data suggest that structured repetition, teacher scaffolding, and
psychological safety are key elements in reducing learners’ speaking anxiety and enhancing
classroom participation. At the same time, the persistence of nervousness in more demanding
or unpredictable speaking tasks points to the importance of continued affective support. Learner
feedback also emphasizes the value of peer familiarity and topic relevance, indicating a strong
need to balance communicative challenge with emotional readiness in discussion-based

language instruction.
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Conclusion and Recommendations

This study highlights the transformative potential of structured English Discussion
courses in reducing Japanese college students’ speaking anxiety—a commonly cited barrier
to active language use in the EFL classroom. Quantitative data collected through the Short-
Form Foreign Language Classroom Anxiety Scale (S-FLCAS) revealed a statistically significant
decrease in anxiety levels over the course of a 14-week semester. These findings indicate that
regular, structured speaking practice within a supportive framework can have a measurable
impact on learners’ emotional comfort with using English.

Complementing these quantitative results, qualitative feedback from students shed
light on the specific instructional elements that contributed most to their reduced anxiety and
increased confidence. Key among these were small-group repetition of discussion tasks, teacher
scaffolding such as rephrasing and modeling, and pre-thinking activities that supported idea
generation. Together, these strategies fostered a psychologically safe classroom environment
where students felt encouraged to take linguistic risks and participate more fully. The findings
confirm that when learners are supported both linguistically and emotionally, they become more
engaged and confident communicators in English.

However, the data also reveal that speaking anxiety does not disappear entirely, even
in well-structured, supportive environments. Students reported continued nervousness in high-
stakes moments, such as formal discussion tests or when encountering unfamiliar topics or
vocabulary. Emotional discomfort also increased when students lacked adequate preparation
or felt unsure of their classmates’ reactions. These findings highlight the limits of instructional
design alone and point to the enduring influence of cultural, interpersonal, and psychological
factors—such as fear of negative evaluation and low peer familiarity—that may inhibit learner
participation.

Therefore, the importance of cultivating a culturally responsive and emotionally attuned
classroom culture cannot be overstated. Discussion-based instruction, while effective, must be
embedded within a broader pedagogical framework that recognizes and responds to students’
affective needs.

To further enhance the effectiveness of such instruction, the following recommendations

are proposed:

1. Increase Familiarity Through Icebreakers and Community-Building Tasks
Starting the semester with informal, low-pressure activities that encourage
interpersonal connection can help students feel more at ease with their classmates,
lowering the perceived social risk of speaking in English.

2. Incorporate Scaffolded Vocabulary Support
Pre-teaching key vocabulary and expressions relevant to discussion topics can reduce

cognitive load and increase students’ willingness to contribute during discussions.
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3. Adjust Group Size for Comfort and Participation
Organizing students into smaller, more intimate groups increases opportunities for
equal participation and decreases the likelihood of performance anxiety associated
with larger audiences.

4. Offer Repetition with Variation
Using repeated discussion structures across different topics allows students to develop
fluency and confidence through familiarity while gradually increasing linguistic
challenge.

5. Normalize Mistakes and Encourage Risk-Taking
Teachers play a critical role in modeling a nonjudgmental attitude toward errors.
Framing mistakes as learning opportunities helps shift students’ mindset from fear of

failure to growth and experimentation.

In conclusion, structured discussion courses present a promising and practical avenue
for reducing foreign language speaking anxiety and enhancing communicative competence
among Japanese EFL learners. Yet, the full realization of these benefits depends not only on
instructional techniques but also on the creation of a classroom culture that values emotional
safety, peer connection, and positive reinforcement. Future research may further explore the
long-term impact of such interventions, as well as the differential effects of instructional
strategies across diverse learner backgrounds, proficiency levels, and personality traits. With
thoughtful implementation and ongoing adaptation, discussion-based instruction can serve as

both a linguistic and emotional bridge to more confident English communication.
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Uso de los chatbots de 1A generativa como herramientas de
correccion de composiciones escritas: analisis y propuestas
para la ensefianza del espaifiol en el ambito universitario
japonés
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PEREZ GARRIDO, Federico Francisco

Abstract

In this article, we present an assessment instrument for written composition used in
two Spanish as a Foreign Language (ELE) classes during the first semester of 2025.
This instrument, based on a proposal by Sanz Yagiie (2025), consists of a writing
portfolio divided into three parts: original composition, composition corrected by a
generative Al chatbot, and a personal reflection on the identified errors. In the first
section, we establish the theoretical framework and define the educational context.
We have opted for the Action Research methodology, a cyclical approach in which
new activities are implemented, and their results are analysed to determine whether
they meet the anticipated needs and expectations. This methodology allows us to
move toward teaching that closely adapts to the needs of students at each level. In the
second section, we describe the assessment instrument and detail its main features.
In the third section, we present three proposals for improving the instrument linked
to preparation, student autonomy, and teaching-learning process. We conclude the
article by highlighting a possible line of research for future studies. We believe this
instrument not only contributes to achieving the competency goals established in the
course but also to fostering self-reflection, meaningful learning, and the responsible

use of new technologies, both inside and outside the classroom.

Keywords: Spanish as a foreign language (ELE), Action research, Al-assisted learning

Introduccion

El presente trabajo nace de la experiencia acumulada por los profesores Pérez y
Villa durante el primer semestre del curso académico 2025/2026. Esta experiencia resulta
especialmente relevante por la introduccion y uso de un instrumento innovador, el portafolio
de composicidn escrita, integrado tanto en el disefio curricular como en la dindmica de clase

de dos cursos de espanol en el Center for Foreign Language Education and Research (FLER)

131



132

WETE - HLEEBEWMEY ¥ —F v %1% (Journal of Plurilingual and Pluricultural Education and Research, Vol. 1)

de la Universidad Rikkyo.

Esta innovacion es una adaptacion inspirada en la propuesta expuesta por la profesora
Monserrat Sanz Yagiie en el V Encuentro de Experiencias Practicas en la Ensefianza de ELE
(Sanz, 2025), organizado por el Instituto Cervantes de Tokio y por la Consejeria de Educacion
para China, Corea del Sur y Japon. Inspirados en este modelo, se introdujeron algunos ajustes
para adecuarlo al contexto y a las necesidades de nuestro alumnado.

El objetivo de este reporte es reflexionar a través del analisis de los objetivos, retos
y resultados metodologicos recogidos en los tltimos meses y proponer mejoras tanto en
el instrumento como en su implementacion, para trasladarlas en un futuro cercano al aula.
Este proceso de investigacidon-accion pretende mejorar y sentar las bases para el uso de un
recurso, actualmente, tan novedoso como es la inteligencia artificial (IA en adelante) en un
contexto educativo como es la clase de espafiol como lengua extranjera (ELE en adelante) en
universidades japonesas.

La primera seccion de este estudio desarrolla el marco tedrico, con una explicacion y
justificacion de la investigacion-accion como enfoque elegido, el cual orientard los pasos a dar
en las siguientes fases del proceso.

Tras esto, se contextualiza brevemente el estudio, buscando presentar los retos y
oportunidades metodologicos definidos al inicio de los cursos y confrontarlos con la propia
evidencia empirica de los docentes tras seis meses de implementacion.

Por tltimo, a partir de la reflexion de los resultados obtenidos y de los retos esperados,
siguiendo el proceso de la investigacion-accion, se proponen una serie de intervenciones
y mejoras que se implementaran y analizaran en los meses posteriores al fin de este curso
académico, y que serviran como punto final de este ciclo y punto de partida de futuras

intervenciones educativas.

Marco tedrico

La metodologia elegida para el trabajo es la investigacidon-accion; este es un paradigma
académico que, a través de la participacion, de la reflexion y de la transformacion continua,
busca implementar mejoras en la practica docente mediante lapsos ininterrumpidos de
observacion, definicion de necesidades, planificacion, accion, reflexion para, tal como sefialan
Kemmis y McTaggart (1988), de nuevo, comenzar el proceso.

Pese a tener multiples aplicaciones y vertientes, en nuestro caso es la implementacion en
las clases de ensefianza de lenguas extranjeras, concretamente de ELE, en centros de educacion
superior donde adquiere una especial relevancia al permitir a los docentes disefar planes de
estudios dinamicos que, semestre a semestre, i) incorporen nuevas metodologias tedricas,
i1) pongan en valor cambios tecnoldgicos presentes en la sociedad (como es nuestro caso),
1i1) reflejen nuevas tendencias didacticas, e iv) incluyan en el curriculo oculto problematicas
sociales que se presenten como esenciales para la formacion integral del alumnado.

En un contexto como el actual, donde se producen de manera constante profundos
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cambios sociales, tecnoldgicos y culturales, la ensefianza de lenguas tiene la oportunidad de
renovarse para responder mejor a las nuevas realidades.

Autores como Garcia Alvarez (2021), Grupo de Investigacion de la Didactica del
Espanol (2015) o Shields (1989) sefialan la importancia de desarrollar curriculos alineados
con los plazos temporales y las directrices del Marco Comun Europeo de Referencia para
las Lenguas (MCER), asi como de fomentar la actualizacion didactica, la competencia
metodologica y la formacion continua del profesorado. Estas acciones permiten responder
de manera mas efectiva a las necesidades, retos y motivaciones de una nueva generacion de
aprendientes nativos digitales, cuyos objetivos vitales y formas de aprender nos invitan a
repensar los enfoques tradicionales del aula (Gonzalez y Pérez, 2023).

Es por ello por lo que, desde el punto de vista de los autores, la investigacion-accion
se antoja no solo importante o necesaria, sino esencial e indispensable para que los docentes
tomen conciencia de los fallos y retos que se dan en sus aulas y, asi, tener una herramienta que
les ayude, e impulse, a repensar su praxis desde una perspectiva que ponga como prioritaria la
labor transformadora de la educacion.

La eleccion de la investigacion-accion como paradigma educativo, y como método de
evaluacion de la propia practica docente, permite a los profesores impulsar una mejora gradual
y adecuada a la realidad del aula en el proceso de ensefianza-aprendizaje, justificada esta por el
propio proceso y por las evidencias empiricas del mismo.

Del mismo modo, la reflexion constante, ejercida por el profesor, lleva a una
autoevaluacion de la propia metodologia y practica docente y promueve un proceso de reciclaje
continuo que es, sin duda, necesario para la ensefianza de lenguas.

La investigacidon-accion convierte al docente en un investigador de su propia realidad
educativa, mas alla de la vision estatica de mero transmisor de elementos prefijados, y le
da la opcion, y la responsabilidad, de innovar, adaptarse y, sobre todo, de tomar decisiones,
fundamentadas en la experiencia, por las propias necesidades y por la realidad de su aula.

De esta forma, a través de la investigacion-accion se dota a la educacion universitaria,
y en nuestro caso a las clases de ELE, de una mayor calidad al basar el desarrollo e
implementacion de los planes de estudios en evidencias, necesidades y respuestas documentadas
que se adaptan a las caracteristicas del grupo de discentes y a las demandas que estos presentan.

Para finalizar, el hecho de elegir la investigacidn-accion como metodologia para
intervenir en nuestra propia practica educativa legitima los cambios que se presenten en cada
intervencion y permite proyectar mejoras significativas con vistas al futuro. Por ello, y teniendo
consciencia los autores de la necesidad de cambiar paradigmas educativos que obvian la
realidad digital que impregna la sociedad, la investigacion-accion permite, como sefiala Burns
(2009) una via para redisefiar practicas mas inclusivas, efectivas y motivadoras.

Implementar en el disefio curricular actividades, ya sean de evaluacion o de estudio,
con herramientas como la IA no debe ser un fin en si mismo, sino parte de un proceso mas

amplio de reflexion y mejora continuos, donde las decisiones pedagdgicas se fundamentan en

133



134

WETE - HLEEBEWMEY ¥ —F v %1% (Journal of Plurilingual and Pluricultural Education and Research, Vol. 1)

los resultados de la investigacion.

Contexto educativo

El instrumento de evaluacion recogido en el siguiente punto se ha implementado en las
materias de A XA VEEEE3Iy T H T I v 7 A A V§k1. Ambas son asignaturas del FLER
(Universidad Rikkyo).

Objetivos
Ambas materias tienen objetivos de diversa indole. A continuacidn, enumeramos los

objetivos directamente relacionados con el instrumento propuesto.

AN EhiEHE 3:

1. Profundizar en el conocimiento de la cultura hispanohablante a través de sus
festividades, gastronomia y arte.

2. Aplicar las construcciones gramaticales requeridas para cada tarea incluyendo, entre
otros, el dominio del presente de indicativo, el imperativo, el contraste entre pretérito
indefinido e imperfecto y las oraciones impersonales.

3. Describir una receta, una festividad y una manifestacion artistica del mundo hispano
utilizando el Iéxico especifico de cada tema y conectores discursivos basicos para
secuenciar ideas.

4. Desarrollar la autonomia y capacidad de autoaprendizaje utilizando la IA de forma

critica y reflexiva para mejorar su competencia lingtliistica de manera independiente.

TAT I v 7 ANRA Ykl

1. Desarrollar las habilidades académicas y los recursos lingiiisticos necesarios para la
redaccion de textos argumentativos académicos.

2. Desarrollar la autonomia y capacidad de autoaprendizaje utilizando la IA de forma

critica y reflexiva para mejorar su competencia lingliistica de manera independiente.

Metodologia

Para conseguir estos objetivos se ha optado por metodologias de aprendizaje activo y
centradas en el alumnado:

— Aprendizaje cooperativo (Johnson y Johnson, 1975). El aprendizaje cooperativo ha
sido el método utilizado principalmente. Se han creado grupos de entre 2 y 4 alumnos de
diferentes niveles de competencia lingliistica para favorecer el intercambio y la construccion
conjunta de conocimientos.

— Aprendizaje por indagacion (Dewey, 1938). Esta metodologia ha sido especialmente
utilizada en la clase de 7 %7 7° X v 7 A~XA §k1. En esta materia se han planteado numerosas

preguntas abiertas que han estimulado la investigacion autonoma, la profundizacion tematica
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y el uso y referencia de fuentes.

— Aprendizaje asistido por inteligencia artificial (Gallent-Torres et al., 2023). Como se
describe en la siguiente seccion, se han utilizado herramientas basadas en A generativa como
apoyo a la correccidon, fomentando asi la autonomia, la autorreflexion y el aprendizaje continuo
dentro y fuera del aula.

— Estudio de casos. En ambos cursos se han hecho analisis de textos relacionados con
los contenidos de cada curso que han permitido aplicar de forma practica los contenidos y

recursos trabajados en clase.

Evaluacion
Para evaluar el grado de obtencion de estos y otros objetivos se han utilizado diferentes

instrumentos.

ANRA v EEE T 3: Portafolio de composicion escrita (25 %), observacion directa (20

%), presentacion oral (20 %), examen final (20 %) y actividades (15 %).

T AT v 7 ANRA YEEl: Portafolio de composicion escrita (30 %), observacion
directa (15 %), presentacion oral (20 %), examen final (20 %) y actividades (15 %).

Como se puede observar, el portafolio de composicidon escrita constituye uno de los

instrumentos centrales para evaluar el grado de cumplimiento de los objetivos.

Descripcion del instrumento

A. Nombre del Instrumento

Portafolio de composicidn escrita.

B. Objetivos

El instrumento tiene un doble objetivo:

— Evaluar la competencia en la expresion escrita en espafiol del alumnado sobre temas
especificos trabajados durante el curso.

— Fomentar la capacidad de autorreflexion y aprendizaje autonomo del alumnado

mediante el uso de una inteligencia artificial generativa.

C. Estructura y tareas

El portafolio de composicion escrita se compone de las siguientes tres partes:

Parte I: Redaccion original

FEl alumnado debe redactar uno o varios textos sobre un tema de su eleccion dentro de
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las unidades didacticas propuestas en el curso.

Para esta parte, se prohibe explicitamente el uso de traductores automaticos para la
traduccion de frases completas o el uso de la IA generativa para la creacion del texto. Sin
embargo, se permite y se fomenta la consulta de materiales de referencia como libros de texto
o diccionarios.

La extension de la redaccion es flexible y varia segun el nivel del curso.

Parte II: Redaccion corregida por TA

El alumnado debe introducir su redaccion original en un chatbot de IA generativa y
solicitar su correccion.

En esta parte se debe incluir el nombre del modelo de 1A utilizado, el/los prompt/s
exacto/s empleado/s en el proceso de correccion, y la version corregida por la [A, subrayando

todos los cambios realizados.

Parte III: Reflexion

El alumnado debe escribir, sin la ayuda de la IA, una reflexion comparando su redaccion
original con la version corregida por la [A.

En este analisis, el alumnado debe identificar sus errores principales y explicar lo que
ha aprendido durante el proceso. Ademas, si la IA introdujo estructuras gramaticales nuevas en
la version corregida, los estudiantes deben investigarlas y explicarlas.

Finalmente, el profesorado puede decidir si esta reflexion se presenta en espaiol o en

japonés, ajustandose al nivel del curso.

D. Criterios de evaluacion y rubrica

En la rabrica utilizada se valoran cinco criterios con distintos pesos: correccion
gramatical (15 %), riqueza Iéxica y coherencia (10 %), contenido (15 %), cumplimiento de las
instrucciones (10 %) y profundidad de la reflexion (50 %). Cada criterio se califica de 0 a 4
puntos segun el nivel de logro, desde “Insuficiente” hasta “Excelente”. La parte mas importante
es la reflexion, en la que se busca un analisis de los errores cometidos que muestre comprension

y aprendizaje. Se incorpora la rubrica utilizada en el Apéndice A.

E. Ejemplo
Para ilustrar el uso de este instrumento, presentamos un ejemplo que el docente ofrece
al alumnado de nivel A2. En esta actividad, el alumnado debe pensar en un plato tradicional del

mundo hispano sobre el que tenga interés, investigar la receta y redactarla.

Parte I: Mi redaccion: Receta sobre la tortilla de patatas espafiola
Para hacer tortilla espafiola, necesitar huevos, patata, aceite de olivo y sal. Primero, se

pelar y se cortar las patatas en trozos pequefio. Freir las patatas en mucho aceite caliento hasta
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que estan blandos. Mientras, batir los huevos en uno plato con uno poco de sal. Cuando las
patatas estar listo, quitar el aceite y mezclar las patatas con los huevos batidos. Poner uno poco
de aceite limpia en una sartén y calentar. Echar la mezcla en la sartén y cocinar a fuego medio.
Cuando los bordes estar hecho, dar la vuelta a la tortilla con uno plato y cocinar por el otro lado

hasta que estar listo. jYa tener tu tortilla!

Parte I1: Redaccion corregida por Gemini 2.5

Prompt usado: “Corrige este texto en espanol. “Por favor, identifica y explica
brevemente todos los errores que encuentres (gramatica, vocabulario, ortografia, puntuacion).
No modifiques el estilo ni uses estructuras gramaticales mas avanzadas. Simplemente, corrige
lo que sea incorrecto. Finalmente, proporciona la version corregida del texto.”

Para hacer tortilla espafiola, necesitas huevos, patatas, aceite de oliva y sal. Primero,
pela y corta las patatas en trozos pequefios. Frie las patatas en mucho aceite caliente hasta que
estén blandas. Mientras, bate los huevos en un plato con un poco de sal. Cuando las patatas
estén listas, quita el aceite y mezcla las patatas con los huevos batidos. Pon un poco de aceite
limpio en una sartén y caliéntalo. Echa la mezcla en la sartén y cocina a fuego medio. Cuando
los bordes estén hechos, da la vuelta a la tortilla con un plato y cocina por el otro lado hasta que

esté lista. jYa tienes tu tortilla espafiola!

Parte III: Reflexion

Al comparar ambos textos, observo que mi version original tenia muchos errores, como
el uso incorrecto de las formas verbales. Usé muchos infinitivos (como “necesitar”, “pelar”,
“cortar”, “freir”, etc.) cuando debia usar formas conjugadas, especialmente el imperativo para
dar instrucciones (“pela”, “corta”, “frie’) o el presente (“necesitas”, “tienes”). Otro fallo era la
falta de concordancia, por ejemplo, entre sustantivos y adjetivos (“pequefio” deberia estar en
plural, “blandos” deberia estar en femenino, “limpia” deberia estar en masculino”), y también
en los articulos (“uno plato”, “uno poco”).

Después de ver la version corregida creo que tengo que prestar mas atencion al género
y al nimero de las palabras y a las estructuras gramaticales que se usan normalmente en las
recetas. La version corregida por Gemini usa principalmente el imperativo pero también son
posibles otras, como la oracidon impersonal (“se pelan” y “se cortan”), que estudiamos en clase.

Esta version corregida también usa un tiempo verbal que no he estudiado nunca: el
presente de subjuntivo (por ejemplo, “cuando los bordes estén hechos”, “hasta que esté lista”).
En ambos casos, se emplea la estructura “cuando”/“hasta que” + subjuntivo para referirse
a acciones o condiciones que todavia no han ocurrido, pero que sucederan en el futuro. La
conjugacion del verbo “estar” en presente del subjuntivo es: yo esté, t estés, ¢él/ella/usted esté,

nosotros/as estemos, vosotros/as estéis, ellos/as/ustedes estén.
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F. Caracteristicas del portafolio

A continuacion, presentamos algunas caracteristicas particulares de este instrumento.
Muchas de estas fueron sefialadas por la profesora Sanz Yagiie (2025).

1. Permanencia en la zona de desarrollo proximo (ZDP en adelante) de cada estudiante.
En primer lugar, es fundamental que las correcciones generadas por la IA se mantengan en la
ZDP de cada estudiante. Para lograrlo, es necesario proporcionar un prompt adecuado. Si bien
el prompt usado en el ejemplo ha sido probado y ha ofrecido buenos resultados, los estudiantes
tienen libertad para usar otros y trabajar las correcciones del texto original con mayor detalle.
No obstante, existe el riesgo de que la correccion devuelta por la IA supere con creces la ZDP,
sufriendo un bloqueo de aprendizaje.

Por ello, el docente debe fomentar la consulta de dudas antes de la entrega del portafolio,
intentando garantizar un uso pedagdgicamente eficaz de esta herramienta (Liu, 2025). De otra
manera, las correcciones podrian superar el nivel de comprension del estudiante con el riesgo

de convertirse en una fuente de frustracion.

2. Flexibilidad y adaptacion. Relacionado con el punto anterior, este instrumento
destaca por su flexibilidad y adaptacién al nivel de competencia lingiiistica de cada estudiante.
Independientemente del nivel de partida del estudiante, todos pueden encontrar en el ejercicio
un reto ajustado a sus capacidades.

Gracias al uso de la IA y a la formulacidon de prompts adecuados, las correcciones
siempre se situan en la ZDP del alumno. Si un estudiante emplea estructuras gramaticales
simples y comete errores, la IA devolvera unas correcciones adaptadas a ese nivel. Lo mismo
ocurre si emplea formas mas complejas, como, por ejemplo, el subjuntivo u oraciones
condicionales potenciales. La IA ofrecera una retroalimentacion ajustada al tipo de produccion
del estudiante. Siempre que los prompts sean adecuados, las correcciones no afiadiran especial

complejidad a las oraciones, manteniéndose en la ZDP del estudiante.

3. Versatilidad. Otra de las caracteristicas destacadas de este instrumento es su
versatilidad. Este instrumento puede ser implementado sin necesidad de modificar las
instrucciones basicas en grupos de diferentes niveles de competencia lingiiistica y con diversos

objetivos didacticos.

4. Cambio en el enfoque pedagogico. Con este instrumento el foco se desplaza desde la
busqueda del error para penalizarlo hacia la capacidad del estudiante para analizarlo y aprender
de ¢l (Mera et al., 2022). Las herramientas tecnoldgicas actuales se integran aqui como un
medio para el anélisis de errores y fomentar la mejora.

Tal y como esté planteada la rubrica, el docente calificara tanto el producto final como el
proceso de aprendizaje y la capacidad metacognitiva del alumnado para identificar sus propias

areas de mejora.
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5. Autonomia del estudiante. Hay muchos planteamientos posibles a la hora de decidir
qué puntos deberian estar presentes en la reflexion. En esta propuesta se otorga completa
autonomia al estudiante, dejandole reflexionar sobre lo mas relevante para ¢l segun su nivel
de desarrollo lingiiistico y competencial. En nuestra opinion, y en la de la investigacion mas

reciente (Mirriahi et al., 2025), esto permite ahondar en el aprendizaje significativo.

6. Correccion como oportunidad de aprendizaje. Con frecuencia, las correcciones no son
revisadas por el alumnado si van acompafiadas de una calificacion que le resulta satisfactoria.
Este instrumento soluciona parcialmente ese problema, ya que los estudiantes deben revisar sus
errores y seleccionar aquellos que consideren mas significativos para su posterior analisis. En
este sentido, la correccion se convierte en una oportunidad de aprendizaje activo (Halkiopoulos
y Gkintoni, 2024).

7. Ahorro de tiempo. Un beneficio igualmente notable para el profesorado es el ahorro
de tiempo. Al delegar gran parte de la correccion inicial en la IA, el docente puede reducir el
tiempo dedicado a la revision y a la correccion manual de las actividades. Esto le permite, si asi
lo desea, asignar mas tareas de composicion escrita, lo que favorece que el alumnado practique

y entrene mas frecuentemente tanto la escritura como la reflexion metacognitiva.

G. Reflexion critica

Una posible critica a este instrumento es la posibilidad de que los estudiantes utilicen
la IA para otras partes de la actividad. En primer lugar, es posible que la utilicen para corregir
errores en la redaccion original. Sin embargo, si lo hacen para este fin, estarian aplicando la
misma logica del instrumento: identificar errores y aprender de ellos. Esto, en parte, contintia
siendo pedagdgicamente valioso. El verdadero problema surgiria si usaran la IA para generar
el texto desde cero, por ejemplo, pidiendo a la IA que escriba la receta de la tortilla de patatas.
Si bien esta es una objecion relevante, nos gustaria aclarar que no se trata de una limitacion
especifica de este instrumento de evaluacion, sino que es un riesgo compartido con cualquier
otra tarea o actividad de composicion escrita. En esos casos solo cabe confiar en softwares de
deteccion de contenido generado por IA. Otra opcidn podria ser reducir el peso de la calificacion
de la redaccion original, comunicandolo de forma transparente en los criterios de evaluacion.

En segundo lugar, podrian recurrir a la IA para redactar el apartado de reflexion. Sin
embargo, también hay aspectos positivos en ese uso. Al solicitar a la IA que detecte los cambios
mas importantes y reflexione sobre ellos, pueden aflorar conceptos o explicaciones que el
estudiante desconocia, lo que constituye también una forma de aprendizaje. No obstante, existe
la posibilidad de que el estudiante no revise en profundidad el anélisis generado por laIA 'y
se limite a copiarlo. Una vez mas, este es un riesgo compartido con cualquier otra tarea de

composicion y tendremos que confiar en los softwares de deteccion.
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Propuestas de mejora del instrumento

Tal como se indico en el marco teodrico, terminado el primer ciclo, o lapso, de
observacion, corresponde, dentro del proceso de investigacion-accion, planificar la entrada en
un nuevo ciclo de accion (Kemmis y McTaggart, 1988).

A partir de la observacion de fortalezas, oportunidades y debilidades, se han identificado
numerosas areas de intervencion, diversas y complejas. En este trabajo solo se presentaran las

ligadas a la preparacion, al proceso y a la autonomia del alumnado.

1. Formacion inicial en el uso de la IA. Tras la experiencia introduciendo el uso de la
IA generativa en el proceso de ensefianza-aprendizaje, hemos considerado necesario incluir una
primera parte en la que se introduzca una formacion inicial y un trabajo especifico acerca del
uso autonomo, critico y responsable de la TA.

Siguiendo investigaciones como la de Aroz et al. (2025), es cada vez mas comun entre
los estudiantes japoneses de ELE en educacion superior hacer un uso constante y no reflexivo
de modelos de IA generativos; dado que lo que se busca con el proyecto descrito es, ademas de
la consecucion de los objetivos docentes, el desarrollo integral de los alumnos, se les pretende
dotar de las herramientas para que el uso de la IA posteriormente en el aula, y en general,
no se traduzca en un aprendizaje superficial, un uso poco critico de las nuevas tecnologias y
aportacion de datos sin contrastar, llegando al plagio, en trabajos académicos.

En la linea de lo propuesto por la Union Europea en el proyecto DETECT (Developing
Teachers’ Critical Digital Literacies) (s.f.), el desarrollo de una competencia digital critica se
buscara a través de tareas enfocadas en una conciencia €tica, en una reflexion metalingiiistica y

en una vision holistica que haga de este primer paso un componente transversal de todo el curso.

2. Supervision continuada por parte del docente. Pese a todo lo explicado con
anterioridad, y a la percepcion de los autores de que estas nuevas herramientas presentes en la
sociedad no deben estar aisladas del desarrollo de los estudiantes de nivel universitario, también
es obvia la necesidad de ampliar la supervision final del uso de la IA por parte del docente.

Dadas las experiencias en numerosas clases y asignaturas, se ve necesario un control
mas estricto incluido durante todo el proceso, buscando un equilibrio entre autonomia y
supervision, e incorporando este punto a las nuevas actividades de desarrollo ético incluidas
en el primer punto.

Como propuestas iniciales para implantar esta idea, se pueden incluir elementos
intermedios de supervision docente, como la entrega de ambos textos para que el profesor pueda
evaluar y dar retroalimentacion acerca del proceso, uso de otras IA para analizar el trabajo de

los alumnos, etc.

3. Implementacion de la metodologia ABP. Una posible mejora que acompanaria
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al uso de esta herramienta seria la modificacion del plan de estudios para que, ademas de
las metodologias mencionadas anteriormente, el aprendizaje se llevara a cabo mediante el
desarrollo de proyectos (Balcells Sanahuja, 2014).

El trabajo por proyectos, en el cual se incluiria la IA, dota a la clase de un componente
de autenticidad que favorece el desarrollo de todas las destrezas y, a la vez, dota al profesor de
un rol de acompafiante que permite al alumno desarrollar todas las competencias formales y
transversales que se esperan de un estudiante de educacion superior.

En nuestro caso, trabajando objetivos transversales y socioculturales, el alumnado
crearia conjuntamente un texto sobre una tematica escogida libremente entre los contenidos

del curso.

Conclusiones

Este Practical Teaching Report recoge las primeras impresiones y el estadio inicial del
proceso de investigacion-accion sobre la implementacion del portafolio disenado en el aula.

Entre los beneficios observados en esta experiencia, destacan el desarrollo de la
autonomia del alumnado, la reflexion sobre el propio proceso de aprendizaje y una evaluacion
mas formativa y personalizada. Desde nuestra perspectiva, la investigacion-accion nos ha
proporcionado datos y elementos que permitiran adaptar los contenidos y actividades a las
necesidades reales del grupo.

Una posible linea de desarrollo para una investigacion posterior seria intentar averiguar
en qué medida esta metodologia contribuye a la retenciéon de vocabulario y estructuras
gramaticales. Como posible procedimiento, al final del curso se podria aplicar un examen
escrito cuyo objetivo sea reescribir una de las redacciones presentadas en el portafolio. De
esta manera tendremos datos para analizar si los cambios reflejados en la reflexion se han
interiorizado y consolidado, al menos hasta la fecha de la evaluacion final.

Pese a que contar con una herramienta que se adecue a nuestras necesidades de forma
Optima, sin los fallos senalados, es esencial para conseguir los objetivos de las asignaturas en
las que se emplee, este proceso de investigacion-accion apenas ha comenzado. Sera necesario

avanzar de forma gradual, puliendo, previamente, otros aspectos relevantes de la clase.
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Apéndice

Apéndice A: Ribrica

las estructuras

de las estructuras

conjugacion) que a

Criterios de Excelente Bueno Suficiente Insuficiente
evaluacion (4 puntos) (3 puntos) (2 puntos) (1-0 puntos)
Correccion El texto presenta un El texto presenta El texto presenta Los errores
gramatical alto grado de algunos errores errores gramaticales son
(Parte I) correccion gramatical. | gramaticales. gramaticales sistematicos y
Aplica de forma Demuestra un frecuentes graves. No ha
15% consistente y adecuada | control razonable (concordancia, usado los recursos

estudiados durante

trabajadas. trabajadas. veces dificultan la | el curso.
comprension.
Riqueza léxica | Utiliza un vocabulario | Utiliza un El vocabulario es El vocabulario es
y coherencia rico y especifico del vocabulario limitado o insuficiente para la

haber investigado y
comprendido las
estructuras nuevas y
las explica con sus
propias palabras.

Menciona las
estructuras nuevas,
pero no profundiza
en ellas.

(“usé mal el
verbo”). No hay
evidencia de un
aprendizaje
significativo a
partir de la
correccion.

(Parte I) tema tratado. Usauna | adecuado para la impreciso. Las tarea.
variedad de conectores | tarea, aunque puede | ideas estan poco
10 % discursivos. ser algo repetitivo. | conectadas.
Usa conectores
basicos de forma
correcta.
Contenido Responde de manera Responde a la tarea | Responde a la tarea | No responde a la
(Parte I) completa a la tarea propuesta de forma | de forma parcial o | tarea propuesta o el
propuesta. El adecuada. El superficial. El contenido es
15 % contenido es relevante | contenido es contenido es muy irrelevante.
y demuestra interés. relevante, aunque basico o presenta
podria ser mas informacion
detallado o irrelevante.
profundo.
Cumplimiento Sigue todas las Cumple con casi Faltan No se siguieron las
de las instrucciones a la todos las componentes instrucciones.
instrucciones perfeccion: incluye el | instrucciones, pero | importantes de la
(Parte II) nombre de la IA, el/los | puede haber alguna | tarea (p. ej. no
prompt(s) utilizado(s) | omision menor (ej. | incluye el prompt,
10 % y la version corregida, | omitir el nombre de | no subraya los
subrayando claramente | la IA usada). cambios).
todos los cambios
realizados por la TA.
Profundidad de | La reflexion es La reflexion es La reflexion es La reflexion es
la reflexion profunda y detallada. correcta. Identifica | superficial. Se inexistente (“La [A
(Parte IIT) Identifica patrones de | los errores limita a enumerar me corrigiéo X e
error, no solo fallos principales y trata los errores sin Y”), o no
50 % aislados. Demuestra de explicarlos. explicar el porqué | demuestra ninguna

comprension de sus
errores.
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section in order to orient the research in reference to previous empirical research
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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.

Practical Teaching Reports

A reflective report on your teaching practice in any language course of the
University-wide Liberal Arts Courses. Reports should include reflection on
experiences and detailed descriptions of tasks and/or activities. Make sure to
establish a clear connection between your teaching practice and theoretical/
pedagogical rationale where possible.

Book/Article Reviews

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

Ensure all formatting guidelines listed below are followed. 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, refer to the template when
formatting the article. Submissions that do not follow these formatting guidelines
may be returned to the author(s) for revision. Formatting and other modifications
may be made by the publisher during the publication process.

Size: Use A4-sized paper, leaving margins of 25 mm on all sides. The font used
should be Times New Roman for English, German, French, Spanish, and Russian;
MS Mincho for Japanese; SimSun for Chinese; and Shin MyeongJo for Korean. The
font size should be 12 point. 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 single-spaced, and
the text alignment should be 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, submitting as a separate file is allowed,

but be sure to leave space and indicate where they should be placed in the text.
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Reports Reviews
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(4) Author’s name: The name of the author(s) should be aligned right and written in
Gothic 12 point. Leave one line between the title and the name of the author(s).

(5) Abstract: Except for book/article reviews, 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 (MS Mincho for Japanese) 11
point.

(6) Footnotes: Footnotes should be placed at the bottom of each page in 9-point font.

(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) style. 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.

(Call and Deadline for Submission)
Article 6 Submissions are accepted starting June 1 every year. The deadline for submissions

is the last Saturday in August.

(Peer Review)

Article 7  All submissions to the research article category will be reviewed by one anonymous
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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 by the end of September. No peer review will be conducted for research
briefs, practical teaching reports, or book/article reviews. However, the Committee
will check if the submitted work meets the journal submission guidelines and

determine if the work is publishable.

(Revision and Resubmission)
Article 8
(1) Research Articles
After receiving the results of the peer review, the author is expected to revise the
manuscript for resubmission. The revised manuscript must be submitted by the end
of November. If the revised manuscript is not resubmitted by the deadline, it will
be considered withdrawn. 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 by the publisher to further
revise the manuscript if there are any stylistic/format issues.
(2) Research Briefs, Practical Teaching Reports and Book/Article Reviews
After checking, if the content deviates significantly from the scope of the journal or
there is a problem with the format, the author will be asked to revise and resubmit.
Authors who have received revision requests must revise their manuscripts and
submit them again within two weeks from the date of receiving the request. 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 by the publisher to further revise the manuscript if there are

any stylistic/format issues.

(Journal Publication)

Article 9 The journal is published annually in March.

(Registration on CiNii and Rikkyo Repository)

Article 10 Contributions to the Journal of Multilingual and Multicultural 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).
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(2) The copyright of articles published in the Journal of Multilingual and Multicultural
Education and Research resides with FLER. However, the author(s) retains the
right to use their work for future research and/or educational purposes without
permission.

(3) If a submitted manuscript is deemed to involve research on human subjects, the
research must have undergone review and received approval in accordance with the
“Rikkyo University Center for Foreign Language Education and Research Journal &
Research Committee Research Approval Regulations” prior to its implementation.

(4) If a manuscript pertains to research that is subject to ethical review and approval,
but an application has not been submitted or approval has not been granted, the
manuscript shall not be published in the journal.

(5) If any plagiarism or misconduct is discovered after a work is published, the

applicable published work will be removed from the journal.

(Amendment or Abolishment of Guidelines)
Article 12 Any amendment or abolishment of these guidelines will be made by the Dean of
the Center for Foreign Language Education and Research following deliberations

at a Faculty Meeting.

Supplementary Provisions

These Guidelines shall be in effect from April 1, 2025.
Supplementary Provisions

These Guidelines shall be in effect from October 8, 2025.
Supplementary Provisions

These Guidelines shall be in effect from December 3, 2025.

152



HEZE - Authors

MAHONEY, Jon

Jon Mahoney is an Adjunct Lecturer at Rikkyo University in Tokyo, Japan. Originally from the
UK, he has been teaching English in Japan for over 17 years. He achieved an M.Ed in TESOL
from Sheffield Hallam University in 2018. His main research interests include English as a

lingua franca, CLIL and developing critical thinking skills.

ROOKS, Justin

Justin Rooks is an Adjunct Lecturer at Rikkyo University. He has published work on the
development of communicative competence and has previously contributed to curriculum
design that emphasizes reading as a foundation for language acquisition. His research interests
include multimodal communication, social semiotics, and CLIL. His work focuses on how
theoretical frameworks can be effectively integrated into English-medium instruction through

pragmatic and reflective teaching practice.

tH HYF (v 42a)

SHRFHVEFRBREWM e & —deBEE (BERE) o BMIIE S M. F e EBiINg
S ARISH (CLIL) ., #ffilFHEOC) — 7, BENIBIT L HESHEEHTH L, 3
TEIHESRE - HULEROBRICE &, HFEHBRBOH ) F 27 ABFIZHI) 1T
7. CLILEAIEOHRIZ D> T\ 5,

SILVA, Sonia

Sonia Silva is an Adjunct Lecturer at Rikkyo University’s Center for Foreign Language
Education and Research, where she teaches French language courses. Her research interests
include sociology and foreign language education. Drawing on her background in sociology,

she is especially interested in the sociolinguistic dimensions of language teaching.

BAREILLE, Laurent

Laurent Bareille is an Adjunct Lecturer at the Center for Foreign Language Education and
Research, Rikkyo University. He holds a PhD in Japanese Studies from Lyon 3 University
and a Master’s degree in FLE teaching from Lyon 2 University. His research focuses on
French language education and Japanese cinema, and he has published on film reception and

pedagogical approaches.

LUCAS, Craig
Craig Lucas is an Adjunct Lecturer at Rikkyo University. He developed and taught a CLIL
Seminar at Rikkyo University on politics and international relations. His research interests

include CLIL materials development and pedagogy, extensive reading, corpus linguistics,

153



154

WETE - HLEEBEWMEY ¥ —F v %1% (Journal of Plurilingual and Pluricultural Education and Research, Vol. 1)

vocabulary acquisition, and the use of popular culture in language teaching and learning.

TAKADA-LATCHFORD, Jason

Jason Takada-Latchford is an Adjunct Lecturer in the Center for Foreign Language Education
and Research at Rikkyo University. Twenty-six years of teaching every possible kind of
Japanese learner has given him a strong interest in inclusive education, learning difficulties,
communication and individual performance in general. He strongly believes that maximizing

the potential of individual learning is a universal right.

WHITE, John Paul

John Paul White is an Adjunct Lecturer at Rikkyo University’s Center for Foreign Language
Education and Research (FLER). His research focusses on developing student’s critical thinking
skills, content and integrated learning (CLIL), and strategic teaching in English language
education. He is committed to promoting student-centered learning, fostering collaboration
among learners, and encouraging autonomous learning that prepares students for real-world
situations. His career focus is to inspire learners to enjoy language learning whilst achieving

their lifelong, meaningful, educational goals.

MATSUDA, Maki

Maki Matsuda is an Adjunct Lecturer at Center for Foreign Language Education and Research
at Rikkyo University. She has extensive experience in teaching a wide range of students from
young to adult learners. Her research interests include language learning anxiety especially in
a Japanese context where English is considered a foreign language as well as ICT use in the

classroom.

WKW (E¥ AL ewsya)

MHOREEHERRRE IR & —#d%, it (B (BRRS) . BRI AL ks (B
ANRA YEEETRS) . ANA VERHUE . FHEIZ Un estudio fonético experimental sobre la percepcion
de la entonacion de oraciones declarativas e interrogativas del espariol por hablantes nativos y
estudiantes japoneses (.3, =(&4t, 20204F ), [A~<A V5F v 74 7] (B3, HKHE, 2011
) 13D

VILLA TORRANO, Alejandro

Alejandro Villa Torrano es profesor lector en la Universidad Rikkyo. Ha investigado sobre temas
de metaética, filosofia de la logica y filosofia del derecho. Actualmente, esta desarrollando como
investigador principal un proyecto de investigacion financiado por la JSPS (Kakenhi Grant

25K23248) que explora la interseccion entre la ensefianza del espainol y el didlogo filosodfico.



& - Authors

PEREZ GARRIDO, Federico Fco.

Federico Fco. Pérez Garrido es profesor de espafiol en diversas universidades de Tokio y es
examinador y formador DELE. En la actualidad se encuentra en proceso de redaccion de su tesis
doctoral en la Universidad de Salamanca; sus lineas de investigacion se centran en la situacion
del espafiol en Japon (paisaje lingiiistico, nuevas realidades en el aula de ELE, disponibilidad

Iéxica, etc.) y en la metodologia aplicada en la ensefianza del espafiol como lengua extranjera.

155



HWEH - BOULEFEMR Y v —F )V 18

Journal of Plurilingual and Pluricultural Education and Research Vol.1

F1TH  20264E3 H 10 H

T LHORT: SHEREACE IR v 8 —
Center for Foreign Language Education and Research, Rikkyo University

T171-8501 HGUHRE B X VHith4E 3-34-1

(7 S e SR = 12§
T170-0013 HLTHRE: 5 X AU 4E 5-49-6

ISSN 2760-5442 (©2026 S HKEF HEREHEWIEL Y ¥ —



Journal of
Plurilingual and Pluricultural
Education and Research

vol. 1

% March 2026

S R S RV [
HEME v—FII

1=
202638

E RIKKYO UNIVERSITY

Center for Foreign Language
FLER Education and Research



	JPPER(2026_Vol.1)_Omote_Ura
	JPPER(2026_Vol.1)_Comtents
	JPPER(2026_Vol.1)_1_Mahoney
	JPPER(2026_Vol.1)_2_Rooks
	JPPER(2026_Vol.1)_3_Ueno
	JPPER(2026_Vol.1)_4_Silva_Bareille
	JPPER(2026_Vol.1)_5_Lucas
	JPPER(2026_Vol.1)_6_Takada-Latchford
	JPPER(2026_Vol.1)_7_White
	JPPER(2026_Vol.1)_8_Matsuda
	JPPER(2026_Vol.1)_9_Sensui
	JPPER(2026_Vol.1)_10_Villa Torrano_Pérez Garrido
	JPPER(2026_Vol.1)_Manuscript_Submission_Guidlines__jp&eng
	JPPER(2026_Vol.1)_Authers
	JPPER(2026_Vol.1)_Imprint
	空白ページ



