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Abstract

Global citizenship is an individual’'s behavior
and daily interaction with others. Dewey sug-
gested that individuals learn and grow because
of experiences and interactions with the world.
Study abroad is an opportunity for an individ-
ual to interact daily in a new social environ-
ment. Soka University’s Intensive Study
Abroad Program emphasizes community en-
gagement and reflection. This study collected
data via an eight-question survey in which 98
participants reflected on their language use
during their study abroad experience. The re-
sults indicated that students used social net-
works to understand the new environment, to
make friends, and to observe various social
classes. The students were able to communi-
cate on an array of topics, especially about
their culture. Thus, the study abroad experi-
ence allowed the students to demonstrate their
ability to talk about their daily lives in a new
social environment and thereby enhance their

global citizenship.

Introduction

Kinginger (2009) defined study abroad as a
temporary sojourn of pre-defined duration, un-
dertaken for educational purposes (p. 11). Indi-
viduals can fundamentally experience some-
thing outside their daily routine. However, one
has to be careful to assume that the study
abroad experience will change an individual
automatically. Those that participate in study
abroad usually have assumptions. People gen-
erally assume that studying abroad is a form of
language immersion. Hence, a conclusion is
drawn: if you travel abroad, your L2 skills will
improve. Perhaps in the past, study abroad im-
plied a long duration of time and that there
were more L1 limitations when abroad. There-
fore, individuals tried to use their L2 more ac-
tively. Nowadays, access to the Internet and
other types of media have allowed greater L1
contact while being in an L2 environment. An-
other related assumption is that L2 acquisition
will automatically take place and that the lon-
ger length of sojourn will enhance improve-

ment. In either case, learners assume they will
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return from the study abroad experience as
better L2 speakers. Douglas (2015) and Hor-
ness (2014) found that Japanese university stu-
dents had unrealistic expectations for language
skill development, especially related to short-
term stays. A final assumption of study abroad
is that the experience alone will somehow
transform the learner. As alluded to previous-
ly, time is an important element in contextual-
izing the study abroad experience along with
other factors such as engagement with the
host community and reflection on the overall
experience.

For the Intensive Study Abroad Program
involving Soka University and University of
the East, two equal components are employed
to enhance the SA experience: local engage-
ment and reflection. First, during the visit in
Manila, students are encouraged to actively
participate in the host community. Swain (2005)
proposed the Output Hypothesis which stated
that “the act of producing a language (speak-
ing or writing) constitutes, under certain cir-
cumstances, part of the process of second lan-
guage learning”(p.471). By producing language,
students can see three effects. First, students
are able to notice what they are incapable of
doing in communicating meaning. They can
transition from passive to active learners. Sec-
ond, they are able to use trial-and-error meth-
ods in communication to receive feedback.
Third, students are able to reflect in a me-
ta—cognitive way to see how language works
in a particular situation. Overall, study abroad
is an activity in which individuals can actively
place themselves in situations where reflection
takes place naturally.

Through the study abroad experience, indi-
viduals may broaden their perspectives which

may invoke a feeling of becoming a global cit-

izen. Global citizenship is expressed in an indi-
vidual’'s behavior and daily interaction with
others. This definition is indeed vague, but
captures the difficulty of the inherent quanda-
ry between an individual and state. Citizen-
ship is often defined in the legal sense of be-
longing to a particular state/country. Dewey
(1916) stated, “One of the fundamental prob-
lems of education in and for a democratic so-
ciety is set by the conflict of a nationalistic
and a wider social aim”(p. 59). Saito (2003)
elaborated on Dewey’s point by considering

all countries, not just democratic ones:

Each one of us as citizen of both our coun-
try and the global society is faced with
questions concerning what it means to un-
derstand different cultures while main-
taining one’s own national and cultural
identity: how to find common ground in
the conflict of values and how to be en-
gaged in open-minded dialogue with those
who present us with radical other-
ness—questions that involve our personal
ways of living and that precede the insti-
tutional reforms initiated by the state (p.
1759).

Since there is no global government that of-
fers citizenship, the term global has to rely on
other attempts to gain meaning. These at-
tempts at defining global citizenship have to
be made beyond a territorially defined space
using alternative identities that include poli-
tics, education, gender, or non-government
agencies (NGOs). Marx used social class as a
form of global citizenship (Tucker, 1978). Ong
(2004) argued that education is an opportunity
for an individual to advance and conform to

the global free market, thus becoming a form



of global citizenship. NGOs such as Amnesty
International (2022) promote global citizenship
via its actions in support of the United Nations
Universal Declaration of Human Rights. Global
citizenship then is a constant interaction be-
tween the individual's behavior and that indi-
vidual's attitude vis-a-vis the world. Soka Uni-
versity's World Language Center stated
mission is to promote global citizenship through
the cultivation of foreign language ability and
multicultural competence (Soka University,
1999).

Dewey (1938) suggested that individuals learn
and grow because of experiences and interac-
tions with the world. Hansen (2009) argued
that Dewey’s philosophy included an element
of Cosmopolitanism. It reflected Dewey’s sense
of an individual moving from a regular social
situation to a new social situation. Deardoff
(2009) suggested intercultural competence as a
process of two levels: individual and interac-
tional. At the individual level, one has to pos-
sess respect or positive attitudes toward oth-
ers while tolerating ambiguity. In addition, the
individual has to have self-awareness, culture,
and language. At the interactional level, one
uses knowledge to be flexible in thought and
show empathy so that the individual interacts
with the world through appropriate communi-
cation and behavior.

In education, two well-known names of ex-
periential learning are Dewey and Kolb. On
the surface, both advocate a process of reflec-
tion. Kolb (1984) outlined four stages of experi-
ential learning as seen in Figure 1. Effective
learning is when an individual begins with a
concrete, active experience. Active involve-
ment in the task is a better method of learning
than simply watching or reading. After learn-

ers participate in the task, they must take time

to reflect on the experience. Using previous
experience or by analyzing it within the con-
text of the situation, learners consider the task.
The next stage is where learners analyze the
experience to put it into a conceptual form and
generalize from the experience. In essence,
this is a metacognitive activity in which people
think about how they learn. The difference be-
tween the reflection stage and the abstract
conceptualization stage is that the learners at-
tempt to draw conclusions and make general-
1zations in the abstract conceptualization stage.
In the reflection stage, learners only compare
the experience to previous experiences. Final-
ly, learners take the conceptual form and ap-
ply it to a new situation. This involves learners
in applying problem solving skills and concepts
from the previous experiences to the new situ-
ation.

The drawback of Kolb’s model is quite clear
in that the model is based on the individual
devoid of the social component. Seaman (2007)
argued that the model lacked a social dimen-
sion. He suggested that the meaning derived
from an experience is a collaborative process
in which the individual reflects upon the expe-

rience that includes the environment. Individ-

Figure 1. Kolb’s Experiential Learning Cycle

1. Concrete
Experience

4. Active 2. Reflective
Observation

Experimentation

3. Abstract
Conceptualization




56

uals are not neutral when reflecting on experi-
with others

(1996)

pointed out that learning includes other fac-

ences because interactions

influence their perceptions. Rogers
tors, such as motivation, goals, or choice. These
critiques represent an idea that reflective ob-
servation is laden with bias from previous ex-
perience that includes cultural expectations. If
one does not notice or is unaware of this bias,
then one cannot reflect effectively. According
to Miettinen (2000),

model of reflective thought as seen in Figure 2.

Dewey had a five-stage

The first stage begins when one notices some-
thing beyond their habit. General routines do
not prompt reflection, but when one’s normal
course of action is disturbed, reflective thought
begins with deliberate consideration of what's
wrong with the situation. The second stage of
the process is when the individual actively de-
fines the problem. In the third stage, aware-
ness of the problem and then defining the
problem leads to hypothesizing a solution. The
thought process of reasoning is the fourth
stage. Reasoning allows for thought experi-
ments to be considered so that a reformulated
hypothesis is possible. In the fifth stage, the
practical application of the hypothesis takes
place. Thereafter, the practical application of
the hypothesized solution can lead to resolu-
tion, and more importantly, retained as a re-
source for future problem solving.

Although both of these models are present-
ed in stages, the process does not necessarily
start at stage one. One could also argue that
reflection is a stage of learning, but does not
necessarily encompass all learning. What is im-
portant in both models is the element of con-
flict. Kolb’s model focuses on individual trans-
formation, ie. inward looking. An individual

must integrate the social experience into be-

Figure 2. Dewey’s Model of Reflective Thought and
Action (Miettinen, 2000, p. 65)

Solution of the problem and
control of the action

1. Disturbance and
5. Testing the hypothesis uncertainty

f l

4, Reasoning 2, Intellectnalization
and definition of
the problem

3. Studying the conditions of /

the situation and formation
of a working hypothesis

havioral change. However, not all social experi-
ence results in behavioral change, and there-
fore, the foundation of the model can be
questioned (Webb, 2003). Dewey’s model of re-
flection centers on noticing something irregu-
lar or peculiar outside of one’s own norms of
behavior. Dewey’s model, however, is left open
so that it is possible for one to have cognitive
dissonance (Festinger, 1957). Cognitive disso-
nance suggests that all people try to hold con-
sistent attitudes and behaviors. When individ-
uals are confronted with actions inconsistent
with their attitude, they will try to reduce
their uneasiness by a variety of means. Saito
(2003) argued that Dewey himself had trouble
integrating his first-hand experience in Japan
with his philosophical beliefs. Dewey’s belief in
Democracy allowed him to believe that Japan
would change even though he was confronted
with a contrary experience.
Influential Elements to the Study Abroad Pro-
gram

Study abroad researchers have used and/or
developed a variety of theories, models, meth-
ods, and instruments to examine students’ lo-
cal engagement while abroad. For example,
Coleman (2013) developed a model of three

concentric circles to represent the socialization



Figure 3. Coleman's (2013) Concentric Circles
Representing Study Abroad Social
Networks
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patterns of study abroad students (Figure 3).
In this model, a study abroad student’s social-
ization circle initially includes co—nationals and
may be expanded to include study abroad stu-
dents from other countries, possibly involving
locals later on, provided the circumstances are
propitious for such events. Although used in
the context of year long study abroad, Cole-
man’s model can help in understanding the dy-
namics short-term SA students face. In this
program, a Buddy System was used to avoid an
island-like movement of Soka students mov-
ing around together with their co—nationals.
Outlined in the Method Section, the Buddy
System was designed to get the Soka students
engaged in the local community by introduc-
ing a host university student to talk with them.
Other activities were designed to get the stu-
dents engaged in the local community within
various levels of society.

Second, reflection is an integral part of the
study abroad program. As outlined previously,
Dewey provides a reflective process which can
help the students in their study abroad experi-
ence. Prior to departing for Manila, students

are guided through three preparation sessions

of 90 minutes. The focus is giving students a
sense of what activities may occur, which could
be language, cultural, or personal related. For
language activities, students are expected to
communicate not only in the classroom, but
also outside the classroom. No matter their
proficiency level, students need to attempt
communication in various settings. For cultur-
al activities, preparation is done to highlight
what cultural aspects are similar or different.
The material is designed to help students dis-
tinguish between surface aspects such as be-
haviors, customs, symbols, or dress in contrast
to deeper aspects such as beliefs, values, as-
sumptions, or attitudes. For personal activities,
students may face difficult individual issues,
but the students need to find an amicable way
to resolve them. Students are told that difficul-
ty may arise, such as dietary issues or commu-
nication anxiety, but that they should think of
ways to resolve it. In addition, there is chaper-
one or teacher support to help them resolve it,
if necessary. The preparation is done so that
students can try to implement a resolution to
their hypothesis of the problem while in Ma-
nila.

Upon return, the reflective process is differ-
ent from Dewey’s model. In this aspect, stu-
dents focus their reflection on how they com-
municated in their study abroad experience.
One of the ways this is done is by using Freed
et al's Language Contact Profile (LCP) (2004).
The LCP is a two-part questionnaire designed
to record students’ use of all four language
skills (i.e., listening, speaking, reading, and writ-
ing) outside of the classroom. It consists of a
pre—test which collects background informa-
tion and recent L2 use, and a post-test which
collects specific language skill usage while

studying abroad. Since the post-test is a recall
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of action, the validity of the instrument is ques-
tionable (Fernandez & Gates Tapia, 2016).
Nonetheless, it is widely used and perhaps the
more important component of the survey is
that it seems to encourage active reflection.
Modification of the LCP is ongoing by a variety
of researchers (Briggs, 2015; Dewey et al. 2012;
Fernandez & Gates Tapia, 2016; Martinez-Ar-
belaiz et al, 2017) which has indicated that al-
though the LCP is limited in itself, it can be an
important basis before and after the sojourn.
Although Dewey (1916) was referencing ed-
ucation in general, his underlying principles
apply to study abroad. This study examined
how students used part of a survey to encour-
age reflection. Based on the LCP, students
were encouraged to connect their communica-
tive activities during the study abroad experi-
ence. This study examines two questions:
1.In what ways do students communicate
while studying abroad short-term?
2. In what ways does the study abroad pro-

gram encourage global citizenship?

By examining the study abroad program’s use
of the survey, the administrators can use the
feedback to make necessary adjustments. Oth-
er study abroad programs can use the study’s
finding to incorporate the results into their

program effectively.

Methods

Participants and Program Context

The Intensive Study Abroad Program be-
gan in 2018 and approximately 110 university
students participated in this study abroad pro-
gram from February to March 2018 and Au-
gust 2018. The participants were the initial

groups of students for the program. Students

received two course credits towards the lan-
guage requirement for graduation. The stu-
dents went in cohorts of approximately 35 stu-
dents to Manila for 10 days and stayed at a
hotel. They commuted by bus to and from the
University of East (UE), Caloocan campus.
During their stay, the students had 40 hours of
class time. Part of this time was spent outside
the classroom doing tasks that helped them
engage with the community. For example, stu-
dents had to interview and report on local peo-
ple in the community or go shopping to buy
specific ingredients so they could make local
dishes. In addition, the program implemented
a Buddy System where Soka students were as-
signed a UE student as an introductory friend.
In the Buddy System, UE students met Soka
students at the initial welcoming ceremony.
The students introduced themselves and chat-
ted in English for 10-15 minutes. The role of
the Buddy System was to provide access for
Soka students to meet people their own age
outside of the classroom. Although the UE stu-
dents helped out on campus, their primary
goal was to be available to Soka students in
the evening. Generally, the students met at the
mall next to the hotel, so they could eat, shop,
and talk in a relaxed manner. These two pri-
mary activities were the program’s concerted
effort to increase local engagement and reduce
the island-like isolation.
Researcher’s Role

I was a chaperone for one of the batches in
February. I was able to view first-hand some
of the students’ interaction. I came to know 29
students better than the other participants by
this shared experience. I know that not all the
students were successful in joining activities
outside the classroom. Some were sick or not

feeling well at times while others wanted time



alone in their hotel rooms. It is plausible to
imagine that the same was true for the other
batches of students. I conducted the pre-de-
parture and post-return sessions on campus. I
met and discussed with the UE teachers the
activities and lesson plans conducted in the
study abroad program.
Instrument

Study abroad can be examined from a multi-
tude of perspectives. This part of the survey
was designed on the basis of Freed et al’s Lan-
guage Contact Profile (2004). The LCP is a
two-part questionnaire designed to record stu-
dents’ use of all four language skills (i.e., listen-
ing, speaking, reading, and writing) outside of
the classroom. Figure 4 shows each question
(See Appendix A for the Japanese version).
The main difference between this study’s sur-
vey and LCP was the focus on communication,
not specific language skills or hours. Addition-
ally, the survey items were used in post-re-
turn discussions to enhance reflection and
communication. As surveys that ask time-re-
lated information are susceptible to inaccurate
reflection (Briggs, 2015), time and situation was

ignored.

Procedures

There were three pre-departure sessions,
each 90-minutes, where the students learned
about the Philippines in general, language
skills, cultural skills, and program expectations.
In addition, they were informed of the tasks
assigned at the host university. All of the stu-
dents had to fill out surveys as part of their
pre-departure and post-return sessions. The
survey in this study was part of a larger sur-
vey, but this section’s data collection happened
once. Upon return to Japan, students were re-
quired to participate in three 90-minute fol-
low-up classes which began approximately
one month later. In each session, students dis-
cussed their language development, cultural
knowledge development, and personal devel-
opment. The survey used in this study oc-
curred in the first post-return session. Over
the 90 minutes, students were asked to reflect
about their SA experience in several ways
such as reflecting on their experience by dis-
cussions or language portraits. These tasks fo-
cused on language, cultural, and personal de-
velopment. After filling out the survey,

students were placed into groups of three and

Figure 4. Survey Questions Focusing on Communication

1. I was able to express my ideas in English.

‘ Very often ‘ Often ‘ Sometimes ‘ Rarely ‘ Never ‘
2. 1 was able to actively use English in the community outside the classroom.

‘ Very often ‘ Often ‘ Sometimes ‘ Rarely ‘ Never ‘
3. I was able to form friendships with host nationals.

‘ Many ‘ Often ‘ Sometimes ‘ Rarely ‘ Never ‘
4. 1 was able to see a wide variety of people in the host country.

‘ Very often ‘ Often ‘ Sometimes ‘ Rarely ‘ Never ‘
5. I contacted family or Japanese friends outside of the host country.

‘ Very often ‘ Often ‘ Sometimes ‘ Rarely ‘ Never ‘
6. The use of social network systems, such as Facebook, was useful.

‘ Strongly agree ‘ Agree ‘ Disagree ‘ Strongly Disagree ‘ N/A ‘
7.1 was able to use digital technology to improve my experience.

‘ Very often ‘ Often ‘ Sometimes ‘ Rarely ‘ Never ‘
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allowed to share their responses for this sec-
tion and not the other sections of the survey.
Teaching assistants (TA) went around the
classroom to collect and check the surveys. If
any survey had only one response to all items,
such as Very Often, the TA confirmed that the
responses were indeed authentic by asking

such a student follow—up questions.

Results

The survey is broken down into two parts:
Student communication and topics for commu-
nication. Table 1 provides the descriptive sta-
tistics for the first part. Question 4 had the
highest mean score of 4.74 and the lowest stan-
dard deviation of 48; so, according to most of
the students, the program was successful at
promoting local engagement at various levels.
In addition, the low standard deviation across
all items indicated the students had very simi-
lar sentiments. Question 3 might reflect the
positive experience of the Buddy System. The
mean score of 4.32 indicated that most of the
students were able to make friends with the
host students. Additionally, Questions 1 and 2
indicated the students attempted to communi-
cate with people outside of their cohort mem-

bers. Their communicative attempts were of-

ten, but not necessarily successful in conveying
meaning. Interestingly, Questions 5, 6, and 7
highlight the use of technology. Question 7 had
the lowest mean score and Question 5 had the
second lowest mean score, so perhaps the stu-
dents made a concerted effort to avoid using
their L1 during the SA experience. Question 6
indicated that they used technology to engage
with the locals. Although technology allows for
the L1 to be prevalent while abroad, students
seemed to restrict L1 use for family updates
and such.

As for the topics most students used for
communication, Table 2 gives the frequency
counts for each topic. On average, each stu-
dent circled four and half topics (98 students
gave 441 responses). The most was 10 topics
circled by one student while the fewest was
one topic by a student. Looking at the topic
selection of university life (75) and combining it
with the questions above, the Buddy System
was successful in prompting communication.
In addition, combining the topics of animation
and manga resulted in the most common topic
by far. The topic selection with the questions
indicated that the students shared their per-
sonal lives with their Filipino friends. The com-
ments written in the Other section included

such ideas as cosmetics, TV programs, and

Table 1. Descriptive Statistics for the SA Survey

Question M SD
1. I was able to express my ideas in English. 3.82 0.71
2. I was able to actively use English in the community outside the classroom. 3.81 0.85
3.1 was able to form friendships with host nationals. 4.32 0.87
4. T was able to see a wide variety of people in the host country. 474 0.48
5. I contacted family or Japanese friends outside of the host country. 3.64 1.01
6. The use of social network systems, such as Facebook, was useful. 4.26 112
7. 1 was able to use digital technology to improve my experience. 3.46 1.22

Note. N = 98.



Table 2. Frequency Count of Communication Topics.

Topic Count Topic Count
Animation 68 Japanese university life 75
Daily Japanese life 63 Manga 59
Geisha 1 Martial arts 4
Japanese Economics 8 Mobile phones 18
Japanese Fashion 7 Samurai/ninja 4
Japanese food 76 Technology 6
Japanese Music 58 Traditional arts such as tea ceremony or kimono 10
Japanese Politics 3 Other (please write below) 4

Note. Total does not equal 98 as multiple topics were allowed to be chosen by a student.

dance steps.

Discussion

The first research question asked how stu-
dents communicated while abroad. The results
indicated that the students tried hard to com-
municate in English. Taking all survey ques-
tions into consideration, a likely scenario ap-
peared. Students arranged to meet their
buddies at the mall via the use of social net-
work systems such as Facebook or Line. While
meeting, students felt they were able to com-
municate in English for the most part, but
their ideas were simplistic or not in complete
form (Survey questions 1 & 2). The students
might have tried to use online translators or
other technological devices, but they had limit-
ed success in expressing their ideas complete-
ly (Survey questions 1 & 7). Using Coleman’s
(2013) model of social local engagement, the
students took advantage of the opportunity to
engage with the local community rather than
just their cohort members. Clearly, the Buddy
System provided an opportunity to engage
with the local community via university stu-
dents of their own age. Another indication that

the Buddy System worked well is that one of

the main topics discussed by students was uni-
versity life. This topic is easily shared with
other university students. In addition, the oth-
er assigned activities also provided the oppor-
tunity to meet other Filipinos who were not
students. The highest survey response was
that the students were able to see a wide vari-
ety of Filipinos. These activities highlight how
the students were able to move toward the
outer concentric circles of Coleman’s model.
The assigned tasks outside the classroom, such
as grocery shopping or meeting local leaders,
provided a scaffolded opportunity for the stu-
dents to actively ask questions to locals which
they otherwise might have avoided. These
tasks were initiated because it was assumed
that the students would not have reasonable
access to ask such people. Coupled with the
Buddy System, the students could engage the
local community on various levels.

The second question asked in what ways
the study abroad program encouraged global
citizenship. As the responses to the first ques-
tion indicated, most students actively involved
themselves in the host community. Revisiting
the definition of global citizenship, most of the
students were able to interact with the local

hosts and their cohort members. The students
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were able to move to and from social situations
in which they could share their thoughts with
classmates and local host students. This expe-
rience of sharing with others compels one to
notice something beyond a daily habit. En-
gagement with the local community was also
important for the students to refine their expe-
rience so that they did not fall into stereotypi-
cal conclusions. The program did not micro-
manage the reflective process while abroad, so
there was no concrete activity in which stu-
dents were required to develop or test their
hypothesis from their observations. However,
the pre-departure sessions provided the ex-
pectation and learning tools so that students
could engage with the host community. The
sessions encouraged students to observe dif-
ferences while abroad and understand why
differences occur. The post-return sessions
provided the reflective practice so that stu-
dents could talk about their observed differ-
ences and integrate their study abroad experi-
ence into their lives more fully. The study
abroad experience fulfilled the WLC’s mission
statement by providing a program where stu-
dents could raise their social awareness be-

yond national and cultural boundaries.

Limitations

It is clear that study abroad can promote
global citizenship. However, there are limits to
that statement. First, most of the students, but
not all, were successful in engaging with the
local community. Although the program was
only ten days, local engagement occurred in a
variety of ways. It was assumed that students
would observe differences and talk to locals
about the differences. Second, there is an as-

sumption that students will not conclude ste-

reotypical ideas based on the experience. Once
the post-return sessions are completed and
students receive grades, it is difficult to track
their academic progress. As mentioned previ-
ously, most of the participants were at the end
of the first year, so they have three remaining
years to complete. No data is available to see
how students connect this study abroad expe-
rience with their remaining course work or
how this experience has impacted the way
they think about the world. I would suggest an
institutional goal of determining how study
abroad programs help students over time,
such as yearly survey. Third, this was most of
the participants’ first time abroad so it is not
clear how much of the experience could be
processed over 10 days or what impact 10
days would have over time. Those familiar
with traveling abroad or with the Philippines
could have different experiences. Nonetheless,
students sharing ideas and talking about their
experiences should mitigate any wayward con-
clusions or unique experiences. Finally, this
survey was only a part of a larger process and
was not meant to stand alone. In addition, the
researcher took active role in the process, so
some bias or influence from other activities
might have been included in this survey anal-
ysis. However, using the survey in conjunction
with other reflective activities is good post-re-

turn practice.

Conclusion

The Intensive Study Abroad Program has
been successful in the few years it has been
running. The initial data set indicated that the
program goals were met, and students were
satisfied. Developing global citizenship through
study abroad is challenging. The first steps of



promoting the courage to study abroad to ob-
serve and understand differences has been
successful. The program now needs to develop
follow-up sessions that provide an opportunity
for students to reflect on their experience
years afterward. Global citizenship is not
gained in 10 days. However, by nurturing the
experience over time, students can appreciate
the world’s diversity and celebrate their new-

found friendships throughout their lives.

References

Amnesty International (2022, August). Pass-
port for Human Rights. https://www.amnes-
ty.org/en/wp-content/uploads/2021/06/
act300182008eng.pdf

Briggs, J. G. (2015). A context-specific research
tool to probe the out-of-class vocabulary-re-
lated strategies of study-abroad learners.
International Journal of Applied Linguistics,
25(3), 291-314.

Coleman, J. A. (2013). Researching whole peo-
ple and whole lives. In C. Kinginger (Ed.),
Social and Cultural Aspects of Language
Learning in Study Abroad (pp. 17-44). Am-
sterdam: John Benjamins.

Dewey, D. P.,, Bown, J., and Eggett, D. (2012).
Japanese language proficiency, social net-
working, and language use during study

abroad: learners’ perspectives. Canadian
Modern Language Review (68) 111-37.

Dewey, J. (1916). Democracy and education: An
introduction to the philosophy of education.
New York, The Free Press.

Dewey, ]J. (1938). Experience and education.
New York: Macmillan Company.

Deardorff, D. K. (2009). Understanding the chal-
lenges of assessing global citizenship. In R.

Lewin (Ed.), The handbook of practice and

research in study abroad: Higher education’s

quest for global citizenship (pp. 346-364). New
York: Routledge.

Douglas, S. R. (2015). Student perspectives on a
short-term study abroad experience. In P.
Clements, A. Krause, & H. Brown (Eds.), Pro-
ceedings of the Japan Association for Lan-
guage Teaching (JALT2014) Conference,
21-24 November 2014 (pp. 208-216).
https://jalt-publications.org/sites/default/
files/pdf-article/jalt2014proc_021.pdf

Fernandez, J., & Gates Tapia, A. N. (2016). An
appraisal of the language contact profile as a
tool to research local engagement in study
abroad. Study Abroad Research in Second
Language Acquisition and International Edu-
cation, 1(2), 248-276.

Festinger, L. (1957). A theory of cognitive disso-
nance. Stanford University Press.

Freed, B. F. Dewey, D. P. Segalowitz, N., &
Halter, R. (2004). The language contact pro-
file. Studies in Second Language Acquisition
(26), 349-356.

Hansen, D. T. (2009). Dewey and cosmopolitan-
ism. Education and Culture, 25(2), 126-140.
Horness, P. (2014). A social narrative inquiry of
three Japanese university participants in a
short-term study abroad program. Ryugaku:

Explorations in Study Abroad, 7(1), 24-37.

Kinginger, C. (2009). Language learning and
study abroad: A critical reading of research.
Palgrave Macmillan UK.

Kolb, D. (1984). Experiential learning: Experi-
ence as the source of learning and develop-
ment. Englewood Cliffs, NJ: Prentice Hall.

Martinez-Arbelaiz A., Areizaga E., and Camps,
C. (2017). An update on the study abroad ex-
perience: language choices and social media
abroad. International Journal of Multilin-
gualism (14) 350-65.

Miettinen, R. (2000). The concept of experien-

TiE33%

63



64

tial learning and John Dewey’s theory of re-
flective thought and action. International
Journal of Lifelong Education, 19 (1), 54-72.

Ong, A. (2004). Higher learning: Educational
availability and flexible citizenship in global
space. In J. A. Banks (Ed.), Diversity and
Citizenship Education: Global Perspectives
(pp. 49-70). San Francisco: Jossey—-Bass.

Rogers, A. (1996). Teaching adults (Znd ed.).
Buckingham: Open University Press.

Saito, N. (2003). Education for global under-
standing: Learning from Dewey’s visit to Ja-
pan. Teachers College Record 105 (9) 1758~
1773.

Seaman, J. (2007). Taking things into account:
Learning as kinaesthetically-mediated col-
laboration. Journal of Adventure Education
and Outdoor Learning, 7, 3-20. doi: 10.1080/
14729670701349673

Soka University. (1999). World Language Cen-
ter's Mission Statement. Retrieved July 2022,
from https://www.soka.ac.jp/en/wlc/about/
mission/

Swain, M. (2005). The output hypothesis: Theo-
ry and research. In E. Hinkel (Ed.), Handbook
of research in second language teaching and
learming (pp. 471-484). Mahwah, NJ: Law-
rence Erlbaum.

Tucker, R. (1978). The Marx-Engels reader (2"
ed). W. W. Norton & Company.

Webb, M. (2003). A definitive critique of expe-
riential learning theory, Unpublished doctor-
al thesis, Department of Organizational Be-
havior, Weatherhead School of Management,
Case Western Reserve University. Retrieved
July, 2022, from http://cc.ysu.edu/~mn-
webb/critique/Abstract_final_wtp.pdf.



Appendix A
Japanese Survey Version

EROZE

. BOOZER ZHBETEBT LI ENTE,

I 72078 I % o722 THAL dLTTHRL

2. BRI BHEONOII 2=F 4 TICEEZEH LN TE T,

I 207 =4 Do TRL FeLTTHY

3. 74V ANDRANRTE,

I 707 HE % B 572 TR L HLTTRL

4. 74V TWAVAEEANEREZ T,

Wz VOV IRf % D572 Tk L PLTTRL

5. HARICW B FBR KA &tk 2 - 720

I A0V 4 WD o722 THRL PLTTHL

6. Facebook % LINE 7z &® SNS 1% 123, 5 72,

(ETHLHHEH) (BHEHZH)Ebiw) (EFbZHHH) (&L 2 Bbiw) (B2 )

7. WMERIRE LT AT TTVINVT s suY— &R LTz,

(ETHLHHEH) (BHEYTHBbiwv) (FHpTHHEH) (&L Z) Bbiw) (BIFR72 )

HBIEPFELESFARICETEIE Y ZICORMF LTSSV (EHEZET)

A ToA—=Vavy L HARD KA.

B. HATO H %A% J. {5 ]

C. EH K. iiE

D. H AR DR L. e FE G

E. HADZ7 7vvav M. R 2E

F. HAO &% N. ety

G. HAR D% 0. PR T 2 & DRI e
H. H AR DB pP. Z Db







Exploring How Soka University Students
Define Global Citizenship

Stephanie Mitsuko Kukita

Ikeda Research Institute for Soka Education (IRISE), Soka University

Keywords: global citizenship, higher education, student perspective

Abstract

The promotion of so-called “global citizen-
ship” has become an integral part of higher
education. However, at the same time, how
each institution defines and implements the
notion within their institution has largely var-
ied. According to UNESCO (2014), there are
broadly two conceptions as to the purpose of
global citizenship education, which they refer
to as (1) global competition, and (2) global soli-
darity. Those who promote global competition
focus more on equipping students with the
skills necessary to be marketable and success-
ful within the global community, while those
who promote global solidarity focus more on
fostering students to gain a global conscious-
ness to contribute to the wider world. Al-
though both conceptions connect students to
the global, the ways in which students per-
ceive the role of a global citizen could dif-
fer—i.e, one which focuses more on the self
and the other focusing more on others, respec-
tively. The paper examines how undergradu-

ate students at Soka University, Japan, per-

ceive global citizenship in relation to these two
conceptions of global citizenship. Students
(N=74) responded to an online survey between
September and November 2021. The results
from the survey show that the majority of stu-
dent respondents align more with the global
solidarity conception of global citizenship, es-
pecially highlighting the importance of culti-
vating human relationships. Possible accounts
for students’ preferences of the global solidari-

ty conception of global citizenship are explored.

Conceptual Framework for the Study

In recent years, there has been a stronger
move within higher education institutions to
promote global citizenship. Some institutions
have incorporated the notion as part of their
mission statement or have implemented vari-
ous curricular and/or cocurricular initiatives
and programs that enable students to cultivate
the characteristics associated with a global cit-
izen. To some extent, incorporating elements
which encourage students to embody such
characteristics have become a trend within ed-

ucational institutions to prove they are prepar-
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ing students who are able to thrive within an
ever-increasingly intricate and complex world.
It is evident that there are diverse perspec-
tives as to how one defines global citizenship (1.
Davies et al., 2018; Gaudelli, 2016; Pashby et al,
2020; Sant et al, 2018; UNESCO, 2014) as well
as how such a notion is implemented and deliv-
ered to students (L. Davies, 2006). Hence, it is
not enough to solely acknowledge whether an
institution is providing an education promoting
global citizenship, but it is also necessary to
further understand what kind of global citizen
is being promoted, along with Zow it is imple-
mented within an institution, to better under-
stand the kinds of global citizens fostered.

According to United Nations Educational,
Scientific and Cultural Organization (UNESCO;
2014, p. 19), there are largely two forms of glob-
al citizenship education (GCE) promoted within
educational institutions, one promoting (1) glob-
al competition, or “equipping individual leaners
with ‘twenty-first century skills” and the oth-
er promoting (2) global solidarity, or how stu-
dents can “contribute to the world.” Dill (2013)
and Schattle (2008) have also similarly identi-
fied two streams of GCE, one which they both
refer to as global competence and the other
which they refer to as global consciousness and
moral wvisions, respectively. Although both
forms of GCE provide students with a global
outlook, the purposes for cultivating such an
outlook could potentially differ—i.e., the former
focusing more on gaining the necessary skills
to be marketable in the global community, of-
ten focused on personal gain, while the latter
focusing more on cultivating the inner charac-
teristics and qualities that are necessary to see
oneself as part of humanity, often focusing
more on the collective gain.

These two varying perceptions, or purposes,

regarding global citizenship are both observed
within higher education institutions. For exam-
ple, Rhoads and Szelényi's (2011) Citizenship/
Global Citizenship Typology illustrates the ex-
istence of four types of citizenship: locally in-
Sormed collectivist (Type 1), global informed
collectivist (Type 2), locally informed individu-
alist (Type 3), and global informed individualist
(Type 4), of which Type 2 and Type 4 are as-
sociated with the concept of global citizenship.
Both Type 2 and Type 4 describe individuals
who act based on their understanding about
the ‘global’ context; however, the differentia-
tion between the two lies in the intentions be-
hind individuals’ actions—i.e., actions that are
based on achieving collective gain (collectivist)
and the latter on individual gain (individualisi).
Among the university students interviewed in
their study, the majority were characterized
as either Type 2, Type 4, or a mixture of both.
According to Rhoads and Szelényi's (2011), the
two types of ‘global citizenship’ do not neces-
sarily exist separately, but rather, individuals
could embody both types simultaneously or
separately at different points in time depend-
ing on their given circumstances.

In thinking about GCE, it is therefore im-
portant to identify the type(s) of global citizen-
ship promoted by an institution to better un-
derstand the type(s) of individuals being
fostered. Therefore, this study focused on ex-
amining university students’ perceptions based
on these two overarching conceptions. For the
purposes of this study, these contrary yet po-
tentially coexisting forms of global citizenship
will be referred using UNESCO'’s (2014) termi-
nology: global competition and global solidarity.



The Japanese Context

Like many other countries, curriculum
guidelines for primary and secondary schools
in Japan also provide students with the oppor-
tunity to learn about the wider world through
various subjects including but not only history,
geography, and education for international un-
derstanding (Ishii, 2003). For example, educa-
tion for international understanding (kokusai
rtkaikyaiku), which is now part of the integrat-
ed studies (sogoteki na gakushi), was estab-
lished when Japan joined UNESCO in 1951, at
a time when the country was still trying to
recover from the devastating aftermaths of
the Second World War (Fujiwara, 2011). The
program was initially developed with an intent
to foster students who have the spirit of inter-
national understanding and cooperation as a
member of the international community (Qin,
2013; Sato, 2004). However, the purpose of the
program started to shift in the 1960s, when
Japan developed into a country capable of
competing with its global counterparts. A
growing emphasis started to be placed on de-
veloping young people’s identity, first and fore-
most, as a Japanese’. This also meant a percep-
tional shift from an international understanding
as a ‘member of the international community’
to an international understanding as a ‘Japa-
nese’ who is part of the international communi-
ty (Ishii, 2003; Okukawa, 2016; Qin, 2013; Sato,
2004).

Similar perceptions on global identity are
also observed in more recent educational ini-
tiatives within higher education, such as the
Top Global University Project. In 2012, the
Ministry of Education, Culture, Sports, Science
and Technology (MEXT) in Japan launched

the Council on Promotion of Human Resource
for Globalization Development (2011, p. 7) with
an intent to cultivate “Global Human Resourc-
es,” who have the following skillsets: (1) Lin-
guistic and communication skill, (2) Self-direc-
tion and positiveness, a spirit of challenge,
cooperativeness and flexibility, a semse of re-
sponsibility and mission, and (3) Understanding
of other cultures and a sense of identity as a
Japanese. As mentioned in the third point, @
sense of identity as a Japanese has been includ-
ed in defining a global human resource, again,
indicating the importance of cultivating young
people’s identity as a Japanese. The Council
initiated the Top Global University Project in
2014 in order to encourage higher education
Institutions to implement school-wide pro-
grams to cultivate ‘global leaders’ who can
compete in the global world (Japan Society for
the Promotion of Science, 2010). Although the
aims of the project do not necessarily empha-
size the importance of cultivating a ‘Japanese’
identity, the main goals of the project are stat-
ed to enhance international competitiveness
and international compatibility by increasing:
(1) English proficiency, (2) other foreign lan-
guage proficiencies, and (3) the number of stu-
dents who study abroad (MEXT, n.d.b). With
regards to the educational aims of the project,
it seems to be more closely aligned with foster-
ing global competition, which focuses more on
achieving national agendas around economic
and political advances, as opposed to global sol-
tdarity, which would focus more on the ad-
vancement of humanity as a whole. Neverthe-
less, each university participating in the project
has the autonomy of determining the types of
initiatives to implement within their institution
to achieve the goals of the project, which also

means that differences could be seen with re-
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gards to its outcomes.

Approaches to Global Citizenship Education
at Soka University

Given the abovementioned Japanese con-
text, this study examined how undergraduate
students at Soka University define the notion
of global citizenship. Soka University has been
selected to participate in the Top Global Uni-
versity Project since 2014 and has been en-
gaged in the following four initiatives:

*  Global Mobility: Aiming to further glo-
balize [the] campus through comprehen-
sive support for students, sending more
Japanese students abroad, and accept-
ing more international students.

*  Global Learning. Accelerating the glo-
balization of learning by enhancing lan-
guage education and improving learn-
ing support systems with global

competence at its basis.

*  Global Administration: Further global-
ization of the university management
with diverse faculty and staff, and more
diversity in the decision-making pro-
cess.

*  Global Core: Establishment of the Global
Core Center and the Graduate School of
International Peace Studies (SIPS). Aim-
ing to become a global hub for humanis-
tic education. (Soka University, 2021, pp.

6-7)

Although some of the initiatives are more fo-
cused on the structural aspects of the institu-
tion (i.e., global administration and global core),
it can be seen from the description for global
mobility (Le., “sending more Japanese students
abroad”) and global learning (ie., “enhancing

language education and improving learning

support systems with global competence at its
basis”) that the project seems to emphasize el-
ements that are more associated with the con-
cept of global competition. Nevertheless, the
overarching aim of the university’s participa-
tion in the project is said to be as follows and
seem to also align with elements associated

with global solidarity:

It is crucial to implement creative ap-
proaches based on the philosophy of coex-
istence to not build one’s happiness on the
misfortunes of others in order to solve so-
cietal challenges that are emerging as part
of globalization. In order to solve these
challenges, it is important to acknowledge
that the place we are now is formed by
back-

grounds. Having “diversity” as a key fac-

people with different cultural
tor, Soka University will foster “Creative
Global Citizens” with the intention and
ability of prioritizing the sustainable de-
velopment of society by creating mutual
understanding through communicating
with others. (MEXT, n.d.a)

Moreover, the university’s founding principles
seem to reflect more with elements of global
solidarity: Be the highest seat of learning for
humanistic education; Be the cradle of a new
culture; Be a fortress for the peace of human-
kind (Soka University, 2021, p. 3). The Grand
Design 2021-2030, which lays out the long-
term strategic goals of the university, is used
as the foundation for launching various initia-
tives such as the participation in the Top Glob-
al University Project and has been formulated
based on the founding principles of the univer-
sity indicated by the university founder, Dai-
saku Ikeda (Soka University, 2021, n.d.). The



educational philosophy of the founder, which
seem to align more with the concept of global
solidarity, may, therefore, also have an influ-
ence on how students define global citizenship.
For example, he viewed global citizenship as

follows:

Certainly, global citizenship is not deter-
mined merely by the number of languages
one speaks, or the number of countries to
which one has traveled. I have many
friends who could be considered quite or-
dinary citizens, but who possess an inner
nobility; who have never traveled beyond
their native place, yet who are genuinely
concerned for the peace and prosperity of
the world. (Soka Education Research Insti-
tute, 2019, p. 49)

Background of the Research Study

Given the possible influences of both global
competition and global solidarity from the Top
Global University Project and the founding
principles of the university, respectively, this
study sought to examine how undergraduate
students at Soka University define the concept
of global citizenship. An online survey was
conducted between September and November
2021 to a small subset of undergraduate stu-
dents at the university with an intent to con-
duct an exploratory study as a gateway to
gain an initial understanding of students’ views
on the concept of global citizenship. The sur-
vey was administered to both Japanese and
international students in Japanese and English
and consisted of both closed and open-ended
questions which asked students’ definitions of
global citizenship, their cognitive and behav-

ioral engagements with societal issues, and

their demographic background. There was a
total of 74 respondents, of which among those
who responded to the demographic back-
ground questions:
e 60.3% were first-year students, 39.7%
were continuing students;
*  52.1% were female students, 43.8% were
male students, 4.1% responded other or
did not wish to respond; and
 8l.1% were Japanese students, 18.9%

were international students.

Findings

Although the number of respondents was
relatively small, the responses gained from the
students provide a worthwhile starting point
to explore how undergraduate students at
Soka University tend to perceive the role of
global citizenship. This section introduces

some of the findings from the study.

More Students Associate Global Solidarity
with Global Citizenship

First, students were asked in the survey to
respond to the following open-ended question:
What are characteristics that you believe a glob-
al citizen should possess? This question was
asked upfront in the survey with an intent to
grasp students’ genuine perspectives on global
citizenship prior to potentially being swayed
by subsequent questions. Student responses
were coded into various themes, of which were
then categorized into either a characteristic as-
sociated with global competition or global soli-
darity. Table 1 provides the categorization
with a sample of the various themes that arose
from student responses. Among the students
who responded to this question (N=69), 13.0%

provided a response that only contained char-
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Table 1
Sample Categorization of Response Codes into Global Competition and Global Solidarity

Category Response Codes

Global Competition

Communication Skills, Language Proficiency, Academic Skills

Respecting Diversity, Human Rights, Being Cooperative, Being Non-judg-
mental, Equality, Trust, Wisdom, Taking Actions for Others, Creating Value,

Global Solidarity

Altruistic, Justice, Sense of Responsibility, Striving for Peace, Being Human-

istic, Respecting Human Dignity, Valuing Human Relations, Compassion,

Empathy

acteristics associated with global competition,
71.0% provided a response containing only
global solidarity, 10.1% provided a response
containing both global competition and global
solidarity, and 5.8% provided a response that
could not be associated with either global com-
petition or global solidarity. The percentages
show that there were more students who

linked characteristics associated with global

solidarity with the notion of global citizenship.

Furthermore, students were asked to indi-
cate the extent to which various characteris-
tics are important in being a global citizen on
a b-point scale (i.e, 0 = Not at all important, 1
= Not so important, 2 = Neither important nor
unimportant, 3 = Somewhat important, 4 =
Very important). The various characteristics

were theoretically constructed by referring to

Table 2
Categorization of Statements into Global Competition and Global Solidarity

Category Statements

Global Competition

Being able to communicate in more than one language

Being able to communicate in English

Having travelled to various countries and territories

Having studied abroad

Having an understanding of the Sustainable Development Goals (SDGs)

Global Solidarity

Ability to create a collaborative network with others

Ability to think of issues happening in distant places as their own and take action

Continuously seeking to become better selves

Feeling empathy towards those who are different from oneself

Having the ability to listen to others

Having the courage to accept differences in cultures and values as well as the unknown

Having the skills to form consensus among others

Taking contributive actions on a daily basis

Working for the harmonious coexistence of all living

Being surrounded by diverse people and cultures

Having a challenging spirit

Having the ability to perceive a phenomenon from multiple perspectives

Understanding the interconnectedness of life and how one’s actions could influence others

Utilizing non-violent means to resolve conflict




what the Japanese Ministry of Education, Cul-
ture, Sports, Science and Technology (MEXT)
promotes, for example, through the Top Global
University Project, to put together statements
associated with global competition, while Soka
University's views on global citizenship (e.g.,
founding principles, founder’s writings) were
used as a basis to put together the statements
associated with global solidarity. Table 2 pro-
vides the categorization of the list of state-
ments that students were asked in the survey
to rate with regards to the importance in de-
fining a global citizen. Although the statements
were theoretically categorized into two groups
(ie., global competition and global solidarity),
these two groups were confirmed to be two
distinct conceptual groups through running a
factor analysis.

As shown in Figure 1, overall, student re-
spondents seemed to feel that characteristics
associated with global solidarity are more im-

portant compared to characteristics associated

with global competition.

Moreover, when students were asked to in-
dicate the relative importance of (1) the level of
knowledge/skills, (2) one’s values/attitudes,
and (3) the degree of action in defining a global
citizen by ranking them in ascending order,
more than half (65.7%) of the respondents
(N=67) ranked one's values/attitudes as the
most important element. The degree of action
was ranked as the most important element by
a quarter (254%) of the respondents, while
only 9% indicated that the level of knowledge/
skills as the most important element in defin-
ing a global citizen.

Therefore, the above findings show how
among those who participated in this study,
there seemed to be more students who felt
global solidarity elements as vital in embody-
ing global citizenship compared with global
competition elements. The following section
delves deeper into the kinds of global solidari-

ty elements that students identified as charac-

Figure 1
Mean Level of Importance of Characteristics Associated with Global Solidarity and Global Competition
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teristics a global citizen should possess.

Importance of Cherishing Human Relation-
ships
Among those who indicated global solidarity
elements as important for a global citizen to
possess in the open-ended question (N=56), ap-
proximately 25% of the students mentioned
characteristics such as compassion and/or re-
specting diversity as vital. Some of the student
responses translated from Japanese to English
were as follows:
* to have the heart to be able to constant-
ly think about others
* tonot negate but to embrace oneself and
others
* to be able to cherish each and every
person regardless of their nationality
* to be able to cherish a friend in front of
me
These responses show how, to some students,
the act of compassion is not merely thinking
about others, but it could also include an act to
oneself along with others. Moreover, as noted
in the third response, “to cherish each and ev-
ery person regardless of their nationality,” to
some, the act of compassion is not discrimina-
tory but rather an act that should be equally
delivered to all. Furthermore, as indicated by
the words of “constantly think about others”
and “to cherish a friend in front of me,” the act
of compassion of which students feel is import-
ant in defining a global citizen seem to encom-
pass the importance of cherishing relationships
they have with others, not only periodically

per se but as an integral part of one’s daily life.

Possible accounts for students’ preferences
of global solidarity and global competition
Finally, this study explored possible ac-

counts for why students may align more with
global solidarity or global competition elements
of global citizenship, respectively. First, a mul-
tiple regression analysis was conducted to see
whether factors such as one’s gender, perspec-
tives on global competition elements, and con-
nection to the university could predict one’s
perspectives on global solidarity elements of
global citizenship. Although the survey al-
lowed students to identify themselves as male,
female, non-binary, or other, since there were
very few respondents who responded non-bi-
nary or other, gender in the multiple regres-
sion analysis only utilized those who respond-
ed male or female to protect the confidentiality
of the respondents. Next, the survey question
asking students to rate the level of importance
of global competition and global solidarity ele-
ments on a 5-point scale (e, 0 = Not at all
important, 1 = Not so important, 2 = Neither
important nor unimportant, 3 = Somewhat im-
portant, 4 = Very important) was used to mea-
sure one’s perspectives on global competition
and global solidarity, respectively, in the anal-
ysis. Finally, the survey question asking stu-
dents to indicate the extent to which they feel
connected to the university on a 4-point scale
(e, 0 = Not at all, 1 = Very little, 2 = Some-
what, 3 = Very much) was used to measure
one’s connection to the university. As shown in
Table 3, the results of the regression analysis
indicated that the final model explained 20.8%
of the variance (R? = 208, F(3, 65) = 5.693, p =
.002). Controlling for gender and perspectives
on global competition elements, students who
felt more connected to the university seemed
to rate global solidarity elements of global citi-
zenship as more important (£ = .320, p = .006).
Interestingly, however, when gender was used

as the only predictor for perspectives on global



solidarity (R?= .094, F(1,67) = 6.924, p = 011), it
appeared to be a significant predictor (f =
306, p = 011) at the .05 level; that is, female
students seemed to feel a higher importance of
global solidarity elements compared to male
students. Nonetheless, when other factors in
the model were added, gender was no longer a
significant predictor, suggesting that one’s con-
nection to the university has a more central
role in understanding how one perceives the
importance of global solidarity elements in de-
fining a global citizen.

Additionally, a multiple regression analysis
was conducted to examine what factors may
influence one’s perspectives on global competi-
tion. As shown in Table 4, the results of the
regression analysis indicated that the final
model explained 12.3% of the variance (R*=
123, F(@3, 68) = 3177, p = .029). Controlling for
perspectives on global solidarity and connec-
tion to the university, first-year students
seemed to feel global competition elements as

more important compared to continuing stu-

dents (S = -278, p = 019).

Research Implications and Future Direction

The findings from this exploratory study
show that among the undergraduate students
who participated in the study, there were
more students who perceived characteristics
associated with global solidarity as important
compared to those associated with global com-
petition in defining global citizenship. By ask-
ing an open-ended question to students as to
what characteristics they believe a global citi-
zen should possess, it became evident that
many students perceived global solidarity ele-
ments such as compassion and respect for di-
versity as vital in defining a global citizen, es-
pecially emphasizing the importance of
cherishing human relationships. In examining
factors that may influence students’ percep-
tions on global solidarity, students who felt
more connected to the university seemed to

perceive global solidarity elements as import-

Regression Coefficients for Predicting Importance 0;23:3)3[ Solidarity Elements in Defining Global Citizenship
Predictor B t b
(Intercept) 12.012 <.001
Gender 219 1914 060
Mean Level of Importance of Global Competition Elements 097 859 393
Connection to University 320 2.813 006

Note. N = 69, R?=.208.

Regression Coefficients for Predicting Importance of EaZS;JZ;ICOMWtition Elements in Defining Global Citizenship
Predictor ) ¢ p
(Intercept) 3.074 003
Year =278 -2.407 019
Mean Level of Importance of Global Solidarity Elements 138 1.112 270
Connection to University 057 468 641

Note. N =72, R*=123,
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ant in defining a global citizen. One possible
explanation may be that students who are
more connected to the university may feel
more connected with the founding principles
and the educational philosophy of the founder,
and therefore, may increasingly feel global sol-
idarity elements as vital for global citizens to
possess. Furthermore, the findings showed
how first-year students who participated in
the study were more likely to feel global com-
petition elements as vital compared with con-
tinuing students, which could also potentially
mean that university experience may increase
students’ perception on the importance of glob-
al solidarity elements in defining a global citi-
zen. It should be noted, however, that these
inferences are based on a small sample of stu-
dents at the university and will need to be val-
idated further through subsequent research
surveying a larger sample of student as well as
those comparing findings from other universi-
ties. Furthermore, studies that delve deeper
into examining (1) the factors (e.g., course, co-
curricular activities) that influence how stu-
dents define and embody global citizenship as
well as (2) the internal changes that occur over
the course of their education will be essential
in further understanding the impacts of GCE.
Nevertheless, the findings from this study to-
gether point to an encouraging observation
that higher education, as practiced at Soka
University, may well help nurture a sense of

global solidarity among students.
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Abstract

The significance of exploring ways to en-
hance faculty readiness for online teaching has
considerably increased as students are adapt-
ing to online learning during the pandemic and
realizing its benefits. To gain meaningful in-
sights from multiple perspectives, it is crucial
to use major learning theories as critical lens-
es. This study investigates effective practices
to enhance faculty readiness for online teach-
ing in Japanese higher education from the per-
spectives of empiricism, constructivism, and
situated/sociocultural learning theories. Rele-
vant literature indicates that Japanese univer-
sity faculty should recognize that each theory
can be flexibly applied in teaching based on
learners’ needs, and they should receive suffi-
cient training and support to fully utilize avail-
able instructional technologies. The findings of
the study have implications for Japanese uni-
versities that aim to improve online learning

through enhancing faculty readiness.

The COVID-19 pandemic forced educational
institutions worldwide to shift to online teach-
ing modules. Japan also imposed emergency
remote teaching at both the school and univer-
sity level. The Ministry of Education, Culture,
Sports, Science and Technology (2020, MEXT)
in Japan reported that the percentage of Japa-
nese universities conducting hybrid and full
online teaching by July 2020 were 60.1% and
23.8% respectively. Since the transition to re-
mote instruction began abruptly as an emer-
gency measure due to the rapid spread of in-
fection, college instructors had to manage it by
teaching classes mostly relying on web confer-
encing systems, such as Zoom, without the
thorough examination of effective online teach-
ing methods (Matsuda et al., 2021). Prioritizing
the technicalities of implementing remote
teaching, universities overlooked faculty readi-
ness for online teaching and failed to provide

them with sufficient professional development
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opportunities and adequate teaching support
systems (Colpitts et al, 2021).

As students become accustomed to online
learning through the pandemic discovering its
advantages, the significance of investigating
how to improve faculty readiness for online
teaching has considerably increased. To draw
meaningful implications through careful analy-
sis from multiple angles, major learning theo-
ries should be utilized as critical lenses. There-
fore, the objective of the present study is to
survey effective practices to promote faculty
readiness for online teaching in Japanese high-
er education from the perspectives of empiri-
cism, constructivism, and situated/sociocultur-

al learning theories.

Faculty Readiness

This section illustrates the perceptions and
experiences of online teaching among Japa-
nese college instructors. The pandemic has
changed their teaching situations dramatically.
To portray how they began online teaching
without sufficient preparation and practical
knowledge, relevant studies are reviewed in
chronological order: from before the pandemic
to during the pandemic.

Before the Pandemic

Japanese college faculty’ perceptions on ICT
use for education were not positive before the
pandemic. Miller and Kumar (2022) under-
scored a longstanding cultural obstacle among
Japanese college instructors, revealing a strong
inclination towards traditional teaching meth-
ods and a reluctance to embrace e-learning,
resulting in limited ICT utilization in classroom
settings. Chen et al. (2015) reported that, in Ja-
pan, online education was not widely accepted

as the norm due to its relatively low demand,

and thereby university faculty’s readiness to
embrace online education was not very high.
They argued that this could be attributed to
the lack of strategic integration of online edu-
cation into Japan's educational system reform.

Likewise, digital resources were not widely
adopted in Japanese universities. Jung et al.
(2013) conducted research on the faculty use of
open educational resources (OER). Of 27 col-
lege instructors, while 53.3% of them used
YouTube as educational content, none of them
had created video lectures and uploaded them
to YouTube. Nevertheless, the Japanese high-
er education community was highly aware of
OER, in contrast with the actual use of OER.
Shigeta et al. (2017) reported that high levels of
awareness of OER were identified in a large-
scale survey with Japanese college faculty
members. These studies demonstrated that al-
though Japanese college teachers were highly
aware of OER, they did not actually utilize it
due to lack of urgency.

Jung and Lee (2020) added another perspec-
tive to analyze Japanese college faculty's per-
ception on OER. They found that social influ-
ence from peers was emphasized in Japanese
universities as more important than improving
performance regarding adopting OER. This
signifies that they might not adopt OER unless
most of their peer instructors begin to utilize
OER. Thus, despite their affordances for in-
struction and growing interest from the com-
munity, OER were not widely employed by
university faculty before the pandemic.
During the Pandemic

Teaching online without adequate prepara-
tion was a challenging experience for Japanese
college instructors. Jung et al. (2021) chronicled
the emergency remote teaching experience of

five faculty members in a Japanese college



during the pandemic. They reported that al-
though the faculty members often encountered
technology-related problems during their in-
struction, those with more online teaching ex-
perience were more adaptable and flexible in
mobilizing other references to solve problems.
They asserted that understanding the chal-
lenges faced by faculty members with limited
previous remote teaching experience and iden-
tifying the possible solutions would lead to the
improvement of faculty readiness for online
teaching.

Morozumi et al. (2021) also highlighted the
unpreparedness of the instructors for online
instruction during the pandemic, examining a
survey administered by the University of To-
kyo's Center for Research of University Man-
agement and Policy. Spanning from December
2020 to early February 2021, the survey en-
compassed 7,278 full-time faculty members
across 2,426 faculties nationwide. Before the
pandemic, merely 40% of respondents utilized
the internet proficiently or to some degree for
teaching purposes, while approximately 60%
employed Learning Management Systems
(LMYS) frequently or to some extent. However,
during the fiscal year 2020, over 90% of faculty
members resorted to both the web and LMS
for teaching, signifying that around 50% began
using the internet for instructional purposes
for the first time, with approximately 30% do-
ing so for LMS during the pandemic. This
abrupt surge in usage underscored the im-
mense challenge faced by Japanese faculty in
swiftly adapting to online teaching methodolo-
gies. The study also emphasized that despite
the availability of tools to enhance interactivity
and class engagement, such as breakout group
functions and displaying students' facial reac-

tions, their adoption rates remained notably

low, with fewer than 20% of respondents utiliz-
ing these tools frequently. This indicated a
prevalent lack of proficiency among the in-
structors in harnessing these interactive tools
effectively within the online teaching land-
scape in 2020.

The emergency online teaching experience
negatively affected the faculty’s mental health.
Kita et al. (2022) examined mental health
among Japanese faculty members who taught
online courses during the pandemic. They re-
cruited 537 university faculty members and
assessed their mental health using the WHO-
Five Well-Being Index. The Index score
during the pandemic was significantly lower
than before, revealing that 33.5% of the faculty
members were at risk for mental illness. The
deterioration of mental health during the pan-
demic was not predicted by workload, such as
the number of online lectures and preparation
time. They identified two detrimental factors:
difficulty in utilizing technologies for online in-
struction, and dissatisfaction with IT support.
They suggested that sufficient IT support
should be provided to Japanese university in-
structors teaching online to prevent their men-
tal health deterioration.

On the other hand, the use of an online plat-
form was effective for smooth transition to re-
mote teaching. Majumdar et al. (2021) surveyed
how the use of an e-book platform called
BookRoll facilitated online instruction during
the pandemic at a national university in Japan.
With this platform, teachers could upload read-
ing materials and associate an audio of their
lecture. Analyzing nearly 1.5 million reading
interaction logs the BookRoll system collected
from more than 6,300 students, they revealed
that the e-book platform successfully provided

active learning experiences for students and
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an easy transition to online teaching for the
university instructors. The instructors per-
ceived the e-book platform as useful because
they could easily upload lecture notes with
reading materials and their recorded audio.
Possible Measures to Enhance Faculty Read-
iness

The studies revealed how the pandemic ex-
posed the Japanese university faculty’'s un-
readiness for online teaching. Nevertheless, as
Majumdar et al. (2021) demonstrated, there
should be effective procedures by which Japa-
nese higher education can mitigate extant dig-
ital shortcomings. To improve their readiness,
how should the teachers learn how to use in-
structional technologies and how useful they
are?

Colpitts et al. (2021) attempted to answer the
question. They suggested possible procedures
to strengthen the Japanese college instructors’
readiness for remote teaching. First, they sug-
gested increasing professional development
opportunities. If the faculty recognize value in
technology-enhanced education, they will be
willing to adopt it. They asserted that teachers
should receive adequate training through
workshops or boot camps focusing on planning
and evaluating digital content delivery. They
revealed that “these sessions were reportedly
successful not merely in teaching how, or the
practical applications of technology, but
strengthening teacher understanding as to
why digital technologies have emerged as
compelling mediational tools” (Colpitts et al,
2021, p.166). They emphasized that these train-
ing sessions can also change their traditional
beliefs about the role of the teacher and the
perception of classroom control, that is class-

rooms should be teacher-centered, rather than

student-centered. Secondly, they highlighted

the bolstering of support systems to bridge the
digital divide. Parallel to Jung et al. (2021) and
Kita et al. (2022), they articulated that continu-
ous assistance from IT specialists is crucial for
successful online teaching. They asserted that
IT specialists should welcome feedback from
teachers using the technology and develop on-
line learning platforms that incorporate key
functions to support teachers, as Majumdar et
al. (2021) revealed. They described that such
provision of IT support for teachers would en-
hance their motivation for experimentation
and utilization of online instructional technolo-
gies.

Ando (2021) offered another perspective. Ex-
amining the sociocultural aspects affecting
Japanese university teaching and learning,
Ando revealed that social connection is critical
to create and enhance learning opportunities
to Japanese students who often value face-to-
face instruction. When classes went online, stu-
dents were connected only to classes, which
took away the social part of students’ lives,
leaving only the learning part. Ando asserted
that universities are not just places where
learning takes place but also where students
feel secure and enjoy learning in a socially in-
teractive environment. Therefore, Ando sug-
gested that synchronous online teaching that
allows social connections among instructors
and students to be created during classes may
be appropriate for Japanese college students,
rather than asynchronous learning.

Furthermore, Ando (2021) illustrated that
online education involves multi-dimensional
factors and considerable preparation, and fac-
ulty need to be well grounded in technology to
utilize it for their teaching and for student
learning to follow. Due to their anxiety about

or lack of confidence in technology use, faculty



may avoid or resist its use in teaching, creat-
ing barriers to online teaching. Thus, institu-
tional support, including appropriate training,
is essential for faculty members to comfortably
engage in online teaching.

Once Japanese university instructors be-
come aware of the multitude of advantages
technology provides, they would be more like-
ly to adopt it. The studies explored in this sec-
tion implied that Japanese universities should
provide the faculty with sufficient professional
development opportunities and design sophis-
ticated and comprehensive IT support sys-
tems to improve their readiness for online
teaching. However, how should these measures
be implemented? How should the readiness for
online teaching be defined? Is there an effec-
tive theoretical concept or framework that can
be applied? Theoretical analyses from multiple
lenses would elicit a deeper understanding of
the faculty readiness for online teaching to an-
swer these questions. This paper answers this
question from three rather different theoreti-

cal perspectives.

Empiricism

Many researchers have examined how indi-
viduals learn and how learning itself occurs
from an empiricist perspective. According to
Case (1996), individuals learn through detect-
ing patterns, and knowledge is a repertoire of
patterns. Greeno et al. (1996) illustrated that
“an organized accumulation of associations and
components of skills” (p.16) leads to one’s learn-
ing, which is closer to the associationist view of
learning. They suggest that an individual's
learning can be observed through the develop-
ment of organized structures of components of

domain-specific knowledge.

Empiricist researchers have investigated
how to identify effective instructions and
frameworks. Furthermore, they examined how
personalized learning is defined and employed
as an online learning method. The implications
from these studies will be presented.
Instructional Decision-making and Framework

Koedinger et al. (2013) investigated how in-
structional complexity can be navigated to
achieve specific educational objectives. They
highlighted the challenge of lacking consistent
evidence to determine the best instructional
methods across diverse learning contexts.
Identifying technique, dosage, and timing as
pivotal factors shaping learning, they show-
cased the vast array of instructional choices
emerging from different decisions within these
dimensions. To address this complexity and
devise optimal instructional methods, they pro-
posed five recommendations. These included
analyzing the multifaceted functions of instruc-
tion to narrow down effective options, conduct-
ing more experiments to understand how di-
verse instructional approaches impact learning,
and advocating for large-scale online experi-
ments to gather relevant data. Additionally,
they emphasized the need for increased infra-
structure investment to expedite data collec-
tion and utilization, along with fostering stron-
ger researcher-practitioner partnerships to
advance effective instructional theory develop-
ment. These aspects, they argued, would har-
ness the potential of science and technology in
optimizing educational outcomes by aligning
learning research with instructional principles.

Koedinger et al. (2012) introduced the Knowl-
edge-Learning-Instruction (KLI) framework.
This framework relies on taxonomies catego-
rizing knowledge, learning processes, and in-

structional choices to formulate theories guid-
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They

elucidated the intricate relationship among

ing effective instructional practices.
knowledge, learning, and instruction, demon-
strating how different types of knowledge in-
fluence learning processes and subsequently
shape optimal instructional choices for robust
student learning. Emphasizing robust learning
as enduring retention, transferability to new
situations, and facilitation of future learning,
they stressed the framework’s domain-inde-
pendence, contrasting it with other frame-
works that struggle with domain variations.
Rooted in empirical evidence, the KLI frame-
work was presented as a bridge between cog-
nitive science research and educational prac-
tice, offering testable hypotheses adaptable for
educators and researchers across various do-
mains.

Koedinger et al. (2013) and Koedinger et al.
(2012) discussed effective instructional deci-
sion—-making and the development of an in-
structional theory that could optimize educa-
tional outcomes. They suggested that effective
instructional decision-making requires a bet-
ter understanding of how different instruction-
al approaches improve different learning func-
learning, and
The KLI

framework may offer a way to connect learn-

tions and how knowledge,
instruction are Interdependent.
ing research to instructional principles, which
could lead to more efficient instructional prac-
tices.

Personalized Learning (PL)

Walkington and Bernacki (2020) highlighted
persistent challenges within PL. They identi-
fied a lack of consensus on its definition, lead-
ing to inconsistent application and a dearth of
solid learning theories for empirical investiga-
tion. They noted significant variability in PL

definitions across disciplines, resulting in di-

verse implementation approaches devoid of
explicit guiding theories. The duo illustrated
how PL implementation varies along three di-
mensions: depth (the incorporation of learners’
real experiences in tasks), grain size (from indi-
vidual to group levels), and ownership (the ex-
tent of learner control). They emphasized the
need to analyze empirical research on PL
through these dimensions to grasp its true sig-
nificance. Despite technological advancements
facilitating PL, they cautioned against overem-
phasizing technology, highlighting its role
within a broader, intricate PL ecosystem. To
address these ongoing issues, they advocated
for clearer PL definitions, qualitative research
to strengthen the evidence base, determining
appropriate levels of learner ownership, and
fostering partnerships between PL research-
ers and practitioners. They posited that such
partnerships would substantiate PL designs,
offer nuanced design choices, and bolster prac-
titioners’ confidence in PL implementation.
Peng et al. (2019) proposed the concept of
personalized adaptive learning that can be uti-
lized as a new pedagogical method enabled by
a smart learning environment (SLE). The SLE
has emerged from the rise of big data technol-
ogy that makes it possible to monitor learners’
characteristics and changes in their perfor-
mance real-time, and adaptively adjust teach-
ing approaches. They claimed that the emer-
gence of a SLE promotes the development of
the technology-enhanced personalized adap-
tive learning as the fusion of personalized
learning and adaptive learning. They asserted
that the core elements of personalized learning
are individual characteristics and personal de-
velopment, whereas the core elements of adap-
tive learning are individual characteristics, in-

dividual performance, and adaptive adjustment.



Personalized adaptive learning contains the
core elements of both: individual characteris-
tics, individual performance, personal develop-
ment, and adaptive adjustment. Furthermore,
they revealed that personalized adaptive learn-
ing can be constructed with four attributes:
learner profiles, competency-based progres-
sion, personal learning, and flexible learning
environments. Illustrating the possible imple-
mentation frameworks, they demonstrated
how personalized adaptive learning brings
learners more flexibility, effectiveness, and mo-
tivation.

Walkington and Bernacki (2020) highlighted
the challenges in defining PL and developing a
theoretical foundation for empirical investiga-
tion. Peng et al. (2019) illustrated that the emer-
gence of SLEs that can monitor learners’ char-
acteristics and adjust teaching approaches in
real-time has created new opportunities for
PL. By combining the insights from both stud-
ies, it can be suggested that personalized adap-
tive learning, which incorporates both individ-
ual characteristics and personal development
as well as adaptive adjustment and flexible
learning environments, could help address the
persistent issues identified in the field of PL.
This could lead to more effective and engaging
learning experiences for students, and ulti-
mately, improved learning outcomes.
Implications of Empiricism for Online Teach-
ing

As researchers revealed, normalized teacher
perceptions of technology and their instruc-
tional approach were conservative and tradi-
tional in Japan before the pandemic (Colpitts et
al, 2021; Jung & Lee, 2020; Miller & Kumar,
2022). As a result, during the pandemic, Japa-
nese university instructors struggled with on-

line teaching that necessitated the use of in-

structional technologies (Jung et al, 2021; Kita
et al, 2022). Analyzing this from an empiricist
point of view, there are some major implica-
tions. First, the Japanese university faculty’s
struggle was not simply due to emergency on-
line teaching, but the abrupt shift of their role
from teacher to operator. Their educational
practice and belief before the pandemic em-
braced traditional empiricism that highlights
teacher-centered education. However, the sud-
den shift to online instruction turned them
from educators into facilitators of the virtual
learning environment. Although large-scale
online experiments and investment in infra-
structure are required to accumulate relevant
data for the evaluation of an instructional
method (Koedinger et al., 2013), their online
teaching began without sufficient experiments
and data on technology-centered instruction.
The lack of experiments, data, and investment
resulted in insufficient professional training
and IT support, and consequently, college in-
structors in Japan experienced difficulties in
employing instructional technologies.

Second, technology-centered instruction
suggests new empiricist pedagogy. Although
the e-book platform introduced by Majumdar
et al. (2021) helped the Japanese university in-
structors’ smooth transition to online teaching,
it may not be merely due to its easy use, but
its considerable alignment with the traditional
teacher—-centered empiricist pedagogy, that is
the one-way teaching of letting students read
course materials and listen to recorded audio.
Therefore, the success of the use of the e-book
platform would not directly indicate their suc-
cessful adoption of the new technology-cen-
tered empiricist pedagogy. The domain-inde-
pendent KLI framework that Koedinger et al.

(2012) presented may be useful for experiments
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and data collection to produce hypothetical
principles of technology-centered instruction.
The deeper understanding of technology-cen-
tered education might lead to their abandon-
ment of traditional beliefs and the provision of
adequate professional training and sophisticat-
ed IT support systems that strengthen their
readiness for online teaching.

Finally, technology-enhanced PL goes be-
yond the notion of empiricism. PL has been
implemented without explicit guiding learning
theories and clear definitions (Walkington &
Bernacki, 2020), yet overall, PL has been ap-
plied to bring learners more flexibility, effec-
tiveness, and motivation (Peng et al, 2019).
While empiricism is manifested in PL as the
utilization of sophisticated technologies and
collected data for controlling and leading a
learner’s behavior and cognitive activities, PL
values learners’ individual characteristics and
development, which suggests learner-cen-
tered constructivist instruction. Furthermore,
students who have faced social and cultural
barriers in conventional schooling would great-
ly benefit from the flexibility of PL that allows
them to bypass the possible barriers (Case,
1996), which corresponds to the idea of situat-
ed/sociocultural learning theories. As re-
searchers argued, the promotion of partner-
ships between researchers and practitioners
may advance the theoretical understanding of
PL (Koedinger et al, 2012; Koedinger et al.,
2013; Walkington & Bernacki, 2020). Whether
PL is a fusion of empiricism, constructivism,
and situated learning theory should be investi-

gated in later sections.

Constructivism

Constructivist theory aims to provide learn-

ers with learner-centered experiences. Ac-
cording to Archambault et al. (2022), construc-
tivism suggests learning experiences where
students can determine “how they will learn,
how to evaluate alternative solutions to prob-
lems, how to collaboratively work with others,
how to use multiple modes of representation
or technology” (p.179). Learners are given the
ownership of what is being learned, and knowl-
edge is actively constructed by learners. Ac-
cording to Case (1996), from the constructivist
perspective, learning is perceived as the com-
prehension of general principles of a domain
and successful application of the principles for
problem solving. Learners develop lifelong
learning skills through problem solving to be-
come self-directed lifelong learners, adaptive
experts, and effective collaborators. Their mo-
tivation is perceived as intrinsic and observed
through their self-directed academic behavior.
Consequently, teachers are not the main source
of knowledge but facilitators who pose an in-
quiry question to facilitate meaningful dis-
course while observing and interpreting each
student’s performance.

Constructivist theory suggests learner-cen-
tered instruction in online education. Investi-
gating the history of online education, Mayer
(2019) articulated that “the lesson from this
early history is the need to take a learner-cen-
tered approach by asking how technology can
be adapted to support human learning rather
than to take a technology—centered approach
by asking how we can make humans adapt to
the latest cutting edge technology” (p.153). II-
lustrating that the technology-centered in-
struction does not highlight the capabilities of
the learner but the capabilities of the technolo-
gy, Mayer asserted that the online educators

need to take the constructivist approach of



learner-centered instruction.

This section presents a constructivist lens to
understand the issues related to faculty readi-
ness for online instruction in Japanese higher
education. Relevant concepts and frameworks
are explored through the review of recent re-
search. Some implications of these studies will
be offered.

Community of Inquiry (Col) Framework

The Col is a theoretical framework that il-
lustrates how participants of an online commu-
nity interact with each other and learn from
the experience. Garrison et al. (1999) suggested
the Col framework, summarizing the instruc-
tional, social, and cognitive processes through
which productive online communities of inqui-
ry are developed. The assumptions underlying
the framework are that teaching and learning
are inherently interactive, and the framework
falls within the conceptual domain of collabora-
tive constructivist pedagogical approaches.

Shea et al. (2022) elaborated the Col frame-
work for online learning in higher education.
In collaborative constructivist pedagogy, the
community facilitates collaborative validation
of understanding through discourse. Commu-
nities of inquiry provide facilitating conditions
for demonstrations of knowing and learning
for their participants, with the role of the in-
structor as a designer and orchestrator of such
conditions. Shea et al. described that in
well-functioning communities of inquiry, facul-
ty and students share responsibility for estab-
lishing instructional, social, and cognitive man-
ifestations of themselves through their
interactive participation in designing teaching
and learning. They also demonstrated that the
Col framework corresponds to social construc-
tivist views of knowledge development in

which participation in communities is viewed

as essential to development, learning, and ap-
prenticeship.

Nagel & Kotzé (2010) argued that although
implementing online learning in a supersized
class creates novel challenges, particularly re-
garding interaction and maintaining cognitive
presence, faculty can use the Col framework
to design and evaluate effective learning envi-
ronments. They revealed that faculty teaching
in a supersized class sacrifices feedback and
formative evaluation, causing students to lose
their connectedness with peers and faculty.
Higher education institutions are seeking inno-
vative solutions for overworked faculty to cope
with increasing class sizes, without sacrificing
student support. LMS are becoming more flex-
ible in automating some of the tedious aspects
of teaching and freeing up teachers’ capacity
for better quality interactions with students.

Furthermore, Nagel & Kotzé (2010) asserted
that the Col framework is a valid and depend-
able instrument to measure the quality of on-
line teaching. They discovered that the online
lecturers who used the framework managed to
provide excellent teaching, cognitive presence,
and extensive feedback through innovative
use of LMS. Based on the findings, they re-
vealed that the quality of learning in super-
sized classes need not necessarily be inferior.
When students engage in online activities and
take responsibility for the quality of interac-
tion, they can have a superior learning experi-
ence. They stressed that the key to successful
up-scaling lies in creating opportunities for
students to share their knowledge and insight
under controlled circumstances.

Stenbom (2018) conducted a systematic re-
view of 103 studies to gain knowledge about
the implementation and development of the

Col survey. Combining the results of the stud-
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ies reviewed, Stenbom revealed that they pro-
vide a reliable and valid measure of cognitive,
social, and teaching presence as outlined in the
Col framework. At the same time, Stenbom
identified a need for standardized variations of
the items to adapt the survey to different con-
texts. The demographic area of the reviewed
studies was heavily concentrated towards on-
line courses at the graduate level in the United
States. There are many contexts where the
Col survey still has not been tested. Stenbom
asserted that in further research, it will be nec-
essary to expand the settings in which the in-
strument is applied to make more general
claims about the nature of online learning.

Caskurlu et al. (2020) synthesized the quali-
tative study findings pertaining to the factors
impacting students’ online learning experienc-
es in relation to the Col framework. They ar-
ticulated that although the Col framework pro-
vides both theoretical and methodological
guidance for designing and facilitating mean-
ingful online learning experiences and evaluat-
ing online learning effectiveness, most of the
related studies were quantitative in nature.
Therefore, there is a need for a more interpre-
tive, comprehensive, and updated synthesis on
earlier qualitative research with a focus on the
factors that are informed by the Col frame-
work and that impact the quality of students’
online learning experiences.

Caskurlu et al. (2020) also revealed that deep
and meaningful online learning occurs because
of (a) online course structure; (b) guidance,
modeling, and scaffolding by the instructor;
and (c) collaborative work among active and
supportive participants in learning communi-
ties. Regarding (b), specifically, students are
more likely to be satisfied with their online

learning experiences when their instructors

are active and interactive in the course. Their
results also showed that students value online
learning experiences when instructors support
student autonomy through individualization
and personalization. This point suggests that
learners favor controlling the pace of their
learning. Even though online learners may
want to be challenged by well-designed and
facilitated online learning experiences, they
also want to study at their own pace within a
given time frame. Therefore, it is important for
teachers to allow students to monitor and reg-
ulate their own learning in a community of in-
quiry.

The Col model describes the key elements
of a successful online learning experience. As
the reviewed studies demonstrated, the Col
framework has been widely acknowledged
among researchers and practitioners as a reli-
able constructivist approach to promote learn-
er-centered online education. These studies
implied that the Col model can be applied to
various online learning contexts, such as asyn-
chronous or synchronous learning, At the
same time, they revealed that its implementa-
tion requires careful planning, significant re-
sources, and a substantial time investment.
Faculty Development

Archambault et al. (2022) used the learn-
er-centered psychological principles frame-
work for examining constructivist and learn-
er-centered instructional practices in the
online environment and identified five key pil-
lars as essential elements of effective online
pedagogy. The five pillars include being able
to: (a) build relationships and community, (b)
incorporate active learning, (c) leverage learn-
er agency, (d) embrace mastery learning, and
(e) personalize the learning process. They

claimed that the use of technologies can en-



hance the application of learner-centered prin-
ciples in the online environment, especially
when it comes to enabling collaboration and
social interaction. They asserted that it is crit-
ical for online instructors to have the knowl-
edge of which tools are most appropriate for
content delivery, as well as skills to support
engaging online learning communities.
Archambault et al. (2022) also revealed that
compared to average adults, online teachers
have shown much higher frequent stress relat-
ed to their jobs and signs of depression be-
cause of problems with remote teaching. In-
creased stress may have been exacerbated
due to a lack of training in addition to the ex-
pansion of the teaching role. Thus, they em-
phasized the need for teacher preparation for
online learning contexts. They suggested that
online educators should be given hands-on ex-
periences to work with technologies for curric-
ulum delivery, assessment, and progress moni-
toring, including analyzing example student
data and then tailoring instruction based on
individual progress. They stressed that teach-
er training programs need to emphasize data
analysis to enable the potential for personaliza-
tion as a meaningful part of online instruction.
Blankenship and Baker (2019) introduced
the Digital Learning Initiative (DLI) at Florida
Agricultural and Mechanical University. They
revealed that there is a significant variance
among faculty digital literacy skills. While the
intergenerational divide between current fac-
ulty and Generation-Z students is well noted,
less emphasis has been placed on the intragen-
erational divide among faculty. They addressed
that without a solid infrastructure to support
online faculty development, meeting the needs
of the faculty is difficult. They stressed that

the tiered and scaffolded university structure

as the DLI is crucial to accomplish three pri-
mary goals. First, it puts the tools in the hands
of faculty no matter the faculty’s content area.
The faculty can come from any level of educa-
tion in terms of their background and formal
training in teaching and learning theory. Sec-
ond, it encourages faculty to try something
new without the penalty of failing. They work
in intra- and interdisciplinary venues to regu-
larly collaborate and share with their col-
leagues what works and does not work. Third,
it forces instructors to think about what truly
means to place the student first in the relation-
ship in the classroom. They must think about
what it really means to be faculty who engage
in relevant digital pedagogy and understand
which digital tools should be utilized to achieve
student learning goals.

From a constructivist perspective, faculty
development is considered as the key element
of successful online education. Both Archam-
bault et al. (2022) and Blankenship and Baker
(2019) stressed the importance of teacher
preparation and professional development for
effective online teaching. They suggested on-
going professional development for online
teachers, including training in technology use
and pedagogical approaches that prioritize stu-
dent-centered learning.

Implications of Constructivism for Online
Teaching

The studies explored in this section bring
some significant implications. First, the learn-
er-centered constructivist approach supports
PL in the context of online learning. Caskurlu
et al. (2020) revealed that since online learners
prefer to control the pace of their learning
within a given time frame, it is important for
instructors to support student autonomy

through personalization in a community of in-
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quiry. Archambault et al. (2022) stressed that
online instructors need to be trained to be able
to analyze student data and tailor instruction
based on individual progress to facilitate inter-
nally-driven, self-directed online learning. As
the empiricist approach embraces PL, con-
structivist theory also views PL as the benefi-
cial aspect of online learning that allows teach-
ers to give students individual attention and
feedback.

Second, the situation of online instructors in
US higher education parallels the situation in
Japan. As Archambault et al. (2022) revealed,
university instructors in the US have also
faced a high risk of mental illness due to the
shift from face-to-face to online teaching with-
out sufficient training and hands—on experienc-
es to work with instructional technologies.
Blankenship and Baker (2019) demonstrated
how faculty’s digital literacy skills significantly
vary. In order to effectively enhance their
technology skills, Japanese universities may
need to consider the implementation of a tiered
and scaffolded faculty development program
that improves their technology skills following
the successful example of the DLI

Finally, although the Col framework is wide-
ly considered as a reliable instrument to facili-
tate learner—centered online education from
the constructivist perspective, there is still a
need for further research. Many researchers
have agreed that the Col framework offers
methodological and theoretical guidance for
promoting interactive online learning and as-
sessing its quality (Caskurlu et al., 2020; Nagel
& Kotzé, 2010; Shea et al,, 2022; Stenbom, 2018).
Nevertheless, as Stenbom (2018) revealed, the
effectiveness of Col has been mainly examined
in the context of US higher education, and fur-

ther research in different contexts is necessary

to Investigate its generalizability. Thus, it
might be valuable to conduct a study to exam-
ine the effectiveness of the Col framework in

the context of Japanese higher education.

Situated and Sociocultural Theories

According to Archambault et al. (2022), situ-
ated theories view learning as a fundamental
part of human life. A learner’'s community,
identity, and meaning-making experiences are
significant elements of the learning process.
Therefore, situated theories suggest that “indi-
vidual and group activities within a specific
context or environment, and the level of en-
gagement and interaction, are integral pieces
to learning” (Archambault et al, 2022, p.179).
Learning occurs when individuals engage in
the interactive systems that contribute to indi-
vidual and community identity.

Similarly, from the sociocultural perspective,
learning occurs through participation in a so-
cial and cultural community where particular
languages and tools are developed and utilized
(Case, 1996). The awareness of the role an indi-
vidual plays within the social group is the key
to the learning process, which indicates that
knowledge is always produced from the daily
interaction and praxis of the community. Like-
wise, according to Greeno et al. (1996), sociocul-
tural theories suggest that “knowledge is dis-
tributed in the world among individuals, the
tools, artifacts, and books that they use, and
the communities and practices in which they
participate” (p.20). They illustrate that the lan-
guages, artifacts, and systems of the communi-
ty significantly affect the cognitive functions of
the participants. Furthermore, Meskill (2013)
described that “a sociocultural perspective

sees individual development emerging out of



social processes which are mediated by verbal
means with the unity of thought and language
viewed as socially constituted” (p.6). Thus, situ-
ated and sociocultural theories share the fun-
damental idea that one’s reasoning is always
situated in a certain context.

This section examines how faculty readiness
for online instruction is understood from the
perspectives of situated and sociocultural theo-
ries, specifically in the context of Japanese
higher education. Research related to situated
and sociocultural theories are reviewed. Impli-
cations will be presented based on the synthe-
sis of the findings from the literature.

Online Participation and Learner’s Cultural
Context

Hrastinski (2009) argued that online partici-
pation is the key variable that drives online
learning, surpassing any other known factor.
As a result, to truly grasp online learning,
Hrastinski asserted that a learning theory that
perceives online learning as online participa-
tion is required. Social learning theories posit
that learning is an integral part of the daily
practices that individuals engage in at school
and work, putting an emphasis on participa-
tion. Physical tools like computers with inter-
net access and conference software have facil-
itated more frequent communication between
peers and instructors, thereby enabling the
exchange of more experiences and knowledge.
Despite disparities in the way it is conceptual-
ized by researchers, Hrastinski articulated
that there has been a general consensus on the
importance of participation in online education.

Meskill (2013) stressed that although educa-
tion has been confined to local classrooms and
cultures traditionally, with the increasing mi-
gration of teaching and learning to the inter-

net, new linguistic and cultural challenges

have arisen. The internet creates new cultural
environments with constantly evolving norms
and practices, which require new conceptual
frameworks for understanding. Meskill argued
that a sociocultural approach to online teach-
ing and learning can provide a useful frame-
work to accommodate these novel practices.
Learning involves appropriating social practic-
es from both local and wider contexts, and
when engaging in online discourse, learners
adopt dominant cultural practices of the cur-
rent context. Online activities, whether institu-
tional or informal, can be considered as learn-
Meskill that

effective online teachers incorporate learners’

ing. Therefore, emphasized
non-institutional digital practices into their
formal instructional activities as excellent
face-to—face teachers use their understanding
of students' interests and experiences to en-
hance their teaching.

These two studies highlighted that online
learning requires a new conceptual framework
that accounts for the constantly evolving cul-
tural norms and practices facilitated by the
internet, and participation is a crucial factor in
this process. The authors proposed a sociocul-
tural approach that emphasizes the adoption of
dominant cultural practices in the current on-
line context and the incorporation of learners’
non-institutional digital practices into formal
instructional activities. The use of physical
tools like computers and conference software
can enhance communication and knowledge
exchange, making participation even more im-
portant. As a result, teachers must possess a
deep understanding of learners’ online practic-
es and cultural contexts to design effective on-
line learning experiences.

Expansive Framing and Participatory Learn-
ing and Assessment (PLA)
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Hickey et al. (2020) argued that expansive
framing enhances students’ engagement with
disciplinary content in a productive and gener-
ative manner, presenting PLA as a multi-level
assessment framework founded upon the no-
tion of expansive framing created by Engle et
al. (2012). Engle et al. argued that since experts’
perspectives and examples are abstract and
removed from learners’ prior experience and
imagined future applications, expansive fram-
ing pushes instructors to help students find
connections with people, places, topics, and
time beyond the course and from their own
experience.

Hickey et al. (2020) illustrated PLA as four-
teen specific steps for instructors and design-
ers to efficiently organize online learning
courses, valuing each learner’s own experience
and diversity as a cultural asset of the learning
community. Since curricular routines must be
framed in advance for online courses, they de-
scribed the extension of expansive framing
into online learning as crucially important. As
the most significant contribution of PLA, they
highlighted that online instructors can employ
the framework to assess students’ productive
disciplinary engagement through students’ in-
formal reflections on their learning in expan-
sively framed online learning routines. They
addressed that “expert practices are gained
most efficiently by (a) starting from each learn-
er's own relevant experience, interests, and
goals, (b) using instructor public feedback, in-
structional resources, and peer interaction to
reframe those practices more appropriately,
and (c) relying on formative and summative
assessments to ensure expert knowledge”
(Hickey et al, 2020, p.765). Moreover, they re-
vealed that productive disciplinary engagement

highlights the engagement of the instructor as

the most significant factor, while PLA aims to
maximize the impact of every public instruc-
tor comment. Although instructors are expect-
ed to model and reward the productive forms
of engagement, they are not encouraged to
participate in every peer exchange and re-
spond to every question.

According to Hickey (2022), PLA suggests
that online educators focus primarily on foster-
ing productive forms of disciplinary discourse
in social engagement routines. Instructors
should help learners co-construct shared
meaning of course concepts. This approach
suggests a zone of productive development
where educators foster students to view learn-
ing from their individual perspectives and sub-
sequently assist constructive forms of disci-
plinary involvement as students collaborate
with peers who are doing the same. Hickey
warned that online educators should avoid cre-
ating complex collaborative group projects
that may hinder students’ learning, articulat-
ing that such online collaboration may result in
learner frustration and instructor burnout.

These studies suggested that the use of ex-
pansive framing can enhance online students’
engagement with disciplinary content by con-
necting it to their previous experiences and
future applications. To efficiently organize on-
line learning courses, the studies recommend
the use of the PLA framework, which values
each learner’s experience and diversity. In-
structors are crucial in maximizing the impact
of public comments and promoting productive
forms of disciplinary engagement in social rou-
tines. They should assist learners in co—-con-
structing shared meaning of course concepts
while avoiding complex collaborative group
projects that might impede learning. Online

educators can create effective and engaging



learning experiences by employing the PLA
framework and embracing expansive framing
to help learners gain expert knowledge in their
discipline.

Japan as a Sociocultural Context

Chen et al. (2015) investigated the perspec-
tives of 394 distance learners in Chinese, Japa-
nese, and South Korean universities on quality
online education, with a focus on cultural simi-
larities and differences among these three
Asian countries influenced by Confucianism.
The findings indicated that the definitions of
quality online learning differ significantly
across the nations in Asia, highlighting the
need to recognize the sociocultural variations
that exist across these countries. Although
China, Japan, and South Korea may seem sim-
ilar to Westerners due to their shared Confu-
cian heritage, each country is at a different
stage of development in online learning, holds
distinct views on quality online learning, val-
ues different approaches to online teaching
and learning, and employs diverse quality as-
surance systems. Chen et al. claimed that it is
crucial to consider these differences when de-
veloping online programs and providing sup-
port services. For example, in Japan, technolo-
gy support was rated as a critical factor by
online learners when evaluating the quality of
online learning. Thus, online education provid-
ers should acknowledge that quality is a rela-
tive and value-laden concept that reflects cul-
tural beliefs.

Chen et al. (2015) suggested that there are
significant cultural differences in the defini-
tions and expectations of quality online learn-
ing across China, Japan, and South Korea, and
that these differences must be recognized and
accommodated when developing online pro-

grams and providing support services. This

signifies that Japan should have unique socio-
cultural aspects that should be considered
when investigating effective online instruction.
Online instructors in Japanese universities
should be informed of useful data on those as-
pects in the faculty development programs.
Implications of Situated and Sociocultural
Theories for Online Teaching

The explored studies emphasized the need
for a sociocultural approach that recognizes
cultural differences and online learners’ prac-
tices, values, and experiences in designing ef-
fective online learning experiences. There are
several implications of situated and sociocul-
tural theories for online teaching in Japanese
higher education. First, readiness for online
teaching should be defined as the ability of in-
structors to understand and incorporate the
sociocultural aspects and online practices of
learners into their instructional design, which
supports the notion of PL as discussed in the
previous sections. This includes their ability to
effectively utilize technologies, promote partic-
ipation, and provide engaging and culturally
sensitive learning experiences. Online instruc-
tors must consider sociocultural variations of
learners, as significant differences are expect-
ed among them (Chen et al, 2015). This under-
standing of learners’ diverse cultural contexts
and practices facilitate their participation
(Hrastinski, 2009; Meskill, 2013).

Second, expansive framing and the PLA
framework can be practical theoretical con-
cepts and frameworks to guide the develop-
ment of successful online teaching practices in
Japanese universities. Expansive framing and
the PLA framework help online instructors to
consider learners’ previous experiences and di-
versity in designing online courses, while also

promoting productive forms of disciplinary en-
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gagement (Engle et al., 2012; Hickey et al., 2020;
Hickey, 2022). It would be valuable to conduct
a study that investigates the effectiveness of
expansive framing and the PLA framework in
the context of online instruction in Japanese
higher education.

Finally, the implementation of professional
development opportunities and comprehensive
IT support systems should be designed in a
way that considers the sociocultural context of
online learning in Japanese higher education.
As Chen et al. (2015) indicated, online learners
in Japanese higher education identify sufficient
IT support as a crucial element of quality on-
line learning. Furthermore, Japanese universi-
ty faculty tend to avoid using new online re-
sources unless their peer instructors begin to
utilize them (Jung & Lee, 2020). Therefore, it
would be effective to implement a pilot project
that incorporates new online instructional
technologies along with sufficient technology
support for both faculty and students, collect
convincing data, and inform the results to the
entire faculty and university leadership to
demonstrate what would be required for suc-

cessful online instruction.

Conclusion

The purpose of this study is to examine ef-
fective practices to enhance faculty readiness
for online teaching in Japanese higher educa-
tion from the perspectives of empiricism, con-
structivism, and situated/sociocultural learn-
ing theories. The reviewed studies suggested
that Japanese universities could encourage the
adoption of technology among their instructors
by providing ample professional development
opportunities and developing robust IT sup-

port systems. This would help improve their

readiness for online teaching and make them
more aware of the numerous advantages that
technology offers. Nevertheless, how should
these measures be implemented? How should
the readiness for online teaching be defined? Is
there an effective theoretical concept or frame-
work that can be applied?

From the empiricist perspective, the abrupt
shift of their role from teacher to operator of
the virtual learning environment might have
caused difficulties for Japanese college instruc-
tors due to insufficient professional training
and IT support. Technology-centered instruc-
tion would suggest new empiricist pedagogy
and a deeper understanding of it might lead to
abandonment of traditional beliefs and the pro-
vision of adequate professional training and IT
support systems to improve their readiness for
online teaching. Constructivism suggests that
Japanese universities can improve their online
teaching readiness by implementing a tiered
and scaffolded faculty development program,
similar to the successful DLI in the US. Al-
though the Col framework is recognized as a
reliable framework, its effectiveness in the con-
text of Japanese higher education needs to be
further researched. Situated and sociocultural
theories indicate that online teachers should
consider learners' sociocultural contexts and
practices. Expansive framing and the PLA
framework can guide successful online teach-
ing practices, and their effectiveness should be
investigated in Japanese higher education. The
implementation of professional development
opportunities and comprehensive IT support
systems should consider the sociocultural con-
text of online learning in Japanese higher edu-
cation, and a pilot project could be implement-
ed to collect data and inform the faculty and

university leadership on successful online in-



struction. In addition, overall, technology-en-
hanced PL can be understood as a beneficial
online learning approach from any discussed
learning theories due to its variable definition.

Nevertheless, as Japanese online instructors
faced obstacles during the pandemic, design-
ing online instruction is a complex and de-
manding task. Karchmer-Klein et al. (2019) re-
vealed that although the online instructors
understood the importance of collaboration,
they mostly shied away from graded group ac-
tivities because the management was too cum-
bersome. Similarly, Hickey (2022) asserted that
online educators are advised to refrain from
designing complicated group projects that can
impede students' learning. Chen et al. (2015) il-
lustrated that because of the feature of teach-
ing and learning at distance, teachers often
find it difficult to adjust teaching content and
teaching strategy in a timely way to meet stu-
dents’ learning needs. Likewise, Fung et al
(2022) demonstrated the intensified workloads
of teachers who must adapt traditional face-
to—face learning materials to the online space.
Cutri and Mena (2020) showed that full profes-
sors tend to rate online course design and
technical competency for online teaching less
important than do their more junior colleagues.
These studies indicated that instructional de-
sign is usually the responsibility of course in-
structors who are knowledgeable in their re-
spective fields but may lack expertise in
pedagogy.

Amid the pandemic, numerous instructors
in Japanese colleges readily embraced online
teaching, gaining firsthand experience of its ef-
ficacy and challenges. Educationally, it un-
veiled benefits like class recording, seamless
material dissemination via LMS, and efficient

electronic learning data management. This

shift towards online teaching is expected to en-
dure post-pandemic. Integrating face-to—face
interactions with online elements, Japanese
university faculty can enhance education’s po-
tency and efficiency (Murakami et al, 2020).
There is a pressing need for discussions align-
ing quality assurance with the future trajecto-
ry of university education, prioritizing fore-
sight over reactive responses to infectious
crises (Murakami et al,, 2020; Yamauchi, 2021).
Looking ahead, a full return to solely face-to—
face or exclusively online education seems un-
likely. Hence, it's crucial to discern where and
how online education can be optimally inte-
grated (Morozumi et al.,, 2021).

Online instruction embraces empiricism,

constructivism, and situated/sociocultural
learning theories. The theory comparison re-
vealed the significance to ascertain which
learning theory best matches an instructional
situation and the background of the learners.
Therefore, it is crucial to offer learners oppor-
tunities to share their beliefs, attitudes, and
values pertaining to the particular situation or
phenomenon in the instruction (Brieger et al.,
2020). Japanese university faculty should rec-
ognize that each theory can be flexibly applied
in teaching based on learners’ needs, and they
should receive sufficient training and support
to fully utilize available instructional technolo-

gies.
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Abstract

This research article delves into the explora-
tion of the Hip Hop cypher as a novel pedagog-
ical approach to foster inclusiveness in Japa-
Amidst the

backdrop of a conservative educational system,

nese university classrooms.
the study investigates the implementation and
impact of the cypher, anchored in two research
questions. An action research approach, in-
cluding reflective journals, a Personal Inclu-
siveness Questionnaire (PIQ), and in-depth in-
terviews, was employed to glean insights into
the students’ experiences and the transforma-
tion of classroom dynamics.

The findings reveal the cypher’s potential in
facilitating open dialogue, authentic expres-
sion, and mutual respect, creating dynamic
spaces for engaged learning and interaction.
The teacher’s role is highlighted as central in
nurturing the cypher’s ethos and adaptability.

The triangulation of data reinforces the reli-

ability of the results, highlighting the possibili-
ties of the cypher in global education. This is
especially relevant in environments aiming to
incorporate inclusivity, student engagement,
and comprehensive learning within conven-

tional educational frameworks.

Introduction

In the evolving landscape of global educa-
tion, the quest for inclusive learning environ-
ments that cater to the diverse needs and ex-
periences of students is paramount. Japan
faces the challenge of integrating innovative
pedagogical approaches that foster inclusive-
ness, engagement, and holistic learning (Furu-
ta, 2019; Sanger, 2020; Kikkawa et al, 2022).
This study explores the integration of a Hip
Hop cypher into Japanese university class-
rooms as a transformative tool to create an in-
clusive learning space. A Hip Hop cypher is an
informal space where participants gather in a

circle to communicate, exchange ideas, and
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empower one another. Drawing upon the rich,
expressive, and communal nature of Hip Hop
culture, the cypher is examined for its poten-
tial to facilitate open dialogue, authentic ex-
pression, and mutual respect among students.
Through a blend of qualitative and quantita-
tive methodologies, including reflective jour-
nals, a Personal Inclusiveness Questionnaire
(PIQ), and in-depth interviews, the study un-
veils the multifaceted impacts of the Hip Hop
cypher on students’ experiences, classroom dy-
namics, and the overarching learning environ-

ment.

Literature Review

Inclusiveness in Education

Inclusive education ensures all students, re-
gardless of abilities or backgrounds, have equal
educational opportunities. It focuses on the di-
verse needs of learners, fostering an environ-
ment where everyone feels valued and can
achieve their potential (Villegas & Lucas, 2002;
Steele, 2010). The principle has evolved along-
side societal changes, with the multicultural-
iIsm movement emphasizing cultural diversity
in education (Gay, 2010). The focus shifted to
promoting intercultural dialogue, with inclu-
siveness enriching the learning environment,
encouraging creativity, and collaboration (Me-
hta, 2023; Molina Roldéan et al., 2021). Inclusive
education benefits go beyond aiding marginal-
1zed students. It promotes equity and improves
education quality. Studies from Poland and
Mexico demonstrate that inclusive settings
don’'t hamper academic achievements and pos-
itively impact students’ social inclusion and
emotional well-being (Szumski et al, 2022;
Pozas et al, 2023). Research also suggests

unique benefits of music education in inclusive

settings, suggesting that certain subpopula-
tions of students, based on factors like race
and prior school achievement, might experi-
ence unique benefits (Shaw, 2021). However,
integrating inclusive practices has its challeng-
es. Teachers often face professional hurdles
due to societal and educational contexts (Kuz-
micheva & Afonkina, 2020). In rural areas, pov-
erty, gender inequality, and natural calamities
further complicate inclusive education imple-
mentation. The Organization for Economic
Co-operation and Development (OECD) also
emphasized the necessity of a multifaceted ap-
proach to foster inclusiveness in education,
ranging from the demands of the inclusive
teaching practices to the importance of sup-
port from school leaders, administrators and
important stakeholders (OECD, 2023). Never-
theless, the dedication of educators and the de-
velopment of local resources can pave the way
for successful inclusive practices (Begum et al.,
2018).
Inclusiveness in Education in Japan
Inclusiveness in education Japan's education
system, historically rooted in homogeneity and
conformity, faces challenges in fostering inclu-
siveness due to its lack of diversity (Okano &
Tsuchiya, 1999). The emphasis on uniformity
in education often neglects diverse perspec-
tives, contributing to issues like bullying for
those who don't conform (Ikeda et al, 2002).
There is also a notable disparity in resources
for international students, those with disabili-
ties, and marginalized groups. However, efforts
are emerging to increase inclusiveness in Jap-
anese universities, such as curriculum revi-
sions and faculty training. Yet, these are in
early stages, with challenges like a lack of un-
derstanding towards diverse learners needs

(Kawali et al., 2020). The predominant state con-



trol over education, and cultural focus on ho-
mogeneity complicate these efforts. Notably,
many study materials do not adequately ad-
dress diversity (Efron, 2020). The word for in-
clusiveness, when translated to Japanese, indi-
cate academic comprehensiveness, rather than
inclusiveness as defined in the context of di-
versity, equity, and inclusion (DEI). Despite the
challenges in fostering inclusiveness in Japa-
nese universities, there is also a growing rec-
ognition of the importance of diversity in high-
er education. With concerted efforts from
policymakers, educators, and students, Japa-
nese universities can move towards a more
inclusive future, where all students feel valued
and empowered to achieve their full potential.
Hip Hop Culture and Inclusiveness

Hip Hop culture has emerged as a powerful
tool for promoting inclusiveness in education.
Originating from New York City in the 1970s,
Hip Hop began as a form of expression for
marginalized communities, primarily African
American and Latin American youth. Hip
Hop’s origins consist of complex narratives, as
well as historical and cultural influences, par-
ticularly from African spiritual and cultural
practices (Durden, 2018). Hip Hop is also deep-
ly intertwined with social justice, community
empowerment, and resistance against system-
ic oppression. Over the decades, Hip Hop has
evolved into a global phenomenon, transcend-
ing borders and bridging cultural, social, and
generational gaps. Its expressive elements, in-
cluding Rapping, DJing, Breaking, and Graffiti,
have become mediums through which individ-
uals narrate their lived experiences, challenge
societal norms, and advocate for change. In
recent years, a fifth element of Hip Hop, Knowl-
edge, has been emphasized. Knowledge en-

ables Hip Hop to function as an empowering

force for marginalized communities, as well as
a tool for social and global change (Gosa, 2015).

Recent studies have indicated that Hip Hop
provides rich and diverse cultural frameworks
that can be used to engage and empower stu-
dents from diverse backgrounds (Adjapong,
2017; Au, 2005). Through the use of Hip Hop
pedagogies, educators can create more inclu-
sive and culturally responsive learning envi-
ronments that value and incorporate the lived
experiences and cultural knowledge of stu-
dents (Evans, 2021). For instance, the rhythm
and poetry of rap lyrics can be harnessed to
teach linguistic skills, while the narratives
within Hip Hop’s history can be used to foster
critical thinking and discussions on societal is-
sues. Moreover, the use of Hip Hop in educa-
tion has been shown to improve student en-
gagement, motivation, and achievement (Jones,
2022; Morell & Duncan-Andrade, 2002). Global-
ly, educators have been integrating Hip Hop
into their curricula to foster inclusivity, en-
gagement, and critical thinking. For example,
in Australia, a systematic review highlighted
the potential of Hip Hop for promoting well-be-
ing in school settings, emphasizing its role in
addressing cultural diversity and social justice
(Hadley et al., 2020). Hence, many universities
globally have begun to embrace Hip Hop Based
Education (HHBE) in their curriculum (Petchau-
er, 2009). By embracing the cultural richness of
Hip Hop and its pedagogical possibilities, edu-
cators can pave the way for more inclusive
classrooms that resonate with the diverse ex-
periences and identities of students. Specifical-
ly, this study seeks to further explore the cy-
pher, a fundamental entity of Hip Hop which
could positively contribute to inclusiveness in
education.

Developing Inclusiveness through the Hip
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Hop Cypher

The Hip Hop cypher is a foundational space
characterized by its circular structure where
practitioners engage, converse, and express
themselves. Historically rooted in African cul-
tural and spiritual practices, the cypher draws
from traditional aesthetics such as "call and re-
sponse, polyrhythms, and improvisation” (John-
son, p. xiii). This space is not just a platform for
showcasing talent but is deeply symbolic of
the values of equality, respect, and community.
As Durden (2018) aptly notes, the cypher en-
ables individuals to converse, share ideas, and
collectively grow. The bonds formed within
the cypher are profound, with participants
sharing their unique perspectives and experi-
ences in a supportive and safe environment
(Levy et al, 2017). The inclusive nature of the
cypher, which allows for the integration of di-
verse styles and voices, creates a sanctuary for
expression. It values and incorporates the lived
experiences and cultural knowledge of its par-
ticipants, making it an effective tool for foster-
ing inclusiveness in educational settings (Ozel-
kan, 2022). When introduced into classrooms,
the cypher can take the form of an informal
sharing or dialogue session in a circular for-
mat. Such cyphers provide democratic spaces
where dialogue and reflection are encouraged,
and all participants, regardless of their back-
ground, are treated as equals, ensuring that
every voice is heard and respected (Adjapong,
2017; Jones, 2022).

Empirical studies have begun to shed light
on the transformative potential of the cypher
in educational contexts (Broome & Munson,
2020). For instance, in a classroom setting, the
cypher can be employed as a pedagogical tool
to enhance student engagement, foster critical

thinking, and build a sense of community.

While there are many possible avenues for in-
corporating the cypher in the classroom, this
study employs the following approaches. After
students are introduced to the concept of the
cypher (See Appendix A), students engage in
a cypher activity once a week, where they sit
in a circle and engage in conversation on top-
ics which promote empathy and mutual under-
standing. In addition, the spirit of the cypher is
reinforced in every group discussion or activi-
ty. By actively participating in the cypher, stu-
dents are encouraged to share their perspec-
tives, challenge prevailing narratives, and
collaboratively construct knowledge. The cy-
pher also creates a space for authenticity and
vulnerability in the classroom, building a cul-
ture of mutual support and encouragement. By
harnessing the rich cultural and historical sig-
nificance of the Hip Hop cypher, educators can
create classroom environments that are not
only inclusive but also vibrant, dynamic, and
deeply reflective of the diverse experiences of
their students.
Research Questions

Drawing from existing literature on inclu-
siveness in education, the cultural significance
of Hip Hop, the transformative potential of the
Hip Hop cypher, as well as the experiences of
the researcher in the global Hip Hop communi-
ty, this study seeks to carve a niche by inte-
grating these elements within the context of
Japanese university English language class-
rooms. Recognizing the unique challenges and
opportunities presented by the Japanese edu-
cational landscape, the study aims to develop a
Hip Hop cypher approach that can contribute
to building inclusive classroom spaces in Japa-
nese universities. Informed by the preceding
literature review, the following research ques-

tions have been formulated to guide this inqui-



ry:

1. How can a Hip Hop cypher be implement-
ed into Japanese university English lan-
guage classrooms to create an inclusive
space for learning?

2. What is the impact of the Hip Hop cypher
on inclusiveness in a Japanese university
English language classroom?

These questions will serve as the foundation
for the subsequent phases of this research,
guiding the exploration and understanding of
the potential of the Hip Hop cypher in foster-
ing inclusiveness within the specific context of

Japanese higher education.

Methodology

Design and Rationale

This study adopts an action research ap-
proach, emphasizing a collaborative endeavor
between the teacher and students to cultivate
an inclusive classroom environment through
the Hip Hop cypher. As articulated by Reason
and Bradbury (2006), action research is a “par-
ticipatory, democratic process concerned with
developing practical knowing in the pursuit of
worthwhile human purposes, grounded in a
(p. 1). This ap-

proach facilitates a cyclical process of inquiry,

participatory worldview:--”

intervention, and evaluation. Through this iter-
ative process, both the teacher and students
can gain a profound understanding of the intri-
cacles associated with fostering inclusive class-
room spaces and collaboratively refine the im-
plementation of the Hip Hop cypher. Such an
approach is especially pertinent in educational
settings, characterized by their dynamic and
multifaceted nature, necessitating tailored and
context-specific interventions (Stoll & Fink,

1996). Engaging in action research enables the

class to collaboratively devise more effective
and equitable teaching practices, enhancing
student outcomes (Zeichner & Noffke, 2021).
The study will be structured around Sagor’s
(2004) four-step action research framework:

1. Clarifying Visions and Objectives: The
research questions will be clearly articu-
lated to all participants, ensuring a shared
understanding of the study’s goals.

2. Articulating Theories: Participants will
be acquainted with the foundational con-
cepts of the study, including clear defini-
tions of the cypher and an exposition on
inclusiveness in education. Students will
be given a Cypher framework handout
(See Appendix A) designed for the class.
This handout delineates the guidelines for
conducting an inclusive Hip Hop cypher.
A unique feature of this handout is its col-
laborative aspect, where students are in-
vited to co-create guidelines, fostering a
collective safe space. These collaborative-
ly established guidelines will be revisited
and reinforced periodically throughout
the semester, ensuring their continued
relevance and efficacy.

3. Implementing Action and Data Collection:
This phase will encompass weekly class-
room cyphers, fostering student dialogues
on diverse topics pertinent to their per-
sonal experiences. Concurrently, the spirit
of the cypher will be integrated into group
activities in the classroom, promoting col-
laborative task completion. Since classes
were English language classes, the cypher
provided a platform for communication in
the target language. The pedagogy be-
hind the cypher was also the guiding prin-
ciple for group activities. Data collection

was multifaceted, comprising biweekly re-
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flective journals from both students and
the teacher. These journals informed on-
going interventions implemented by the
teacher, refining the cypher approach in
real-time. A semester-end survey gauged
the inclusiveness levels in the classroom,
complemented by student interviews for
deeper insights.

4. Data Analysis and Reflection: This con-
cluding step involved a thorough analysis
of the collected data, culminating in ac-
tionable insights and recommendations for
future endeavors.

This study was conducted in strict adher-
ence to ethical research standards. Prior to ini-
tiating the research, we obtained approval
from the Institutional Review Board (IRB) at
Soka University. The IRB review process en-
sured that all research activities complied with
national and institutional ethical guidelines,
particularly concerning participant consent,
confidentiality, and data security. All partici-
pants filled out an Informed Consent Form
available in both English and Japanese before
participating in this research. The research
protocol was clearly described in the form (See
Appendix B).

Participants

Participants consisted of 39 students from
three mandatory communicative English class-
es at Soka University located in Tokyo, Japan.
Two classes, consisting of 16 and 14 students
in each class, were elementary level English
classes (TOEIC: 285 - 395), while the other
class, consisting of 9 students, was an interme-
diate level English class (TOEIC: 400 - 485). A
majority of students were first year university
students and the class met twice a week.
Throughout the semester, the students com-

pleted biweekly reflection journals based on

their experiences and perceptions. Due to per-
sonal circumstances, three students withdrew
from the class, resulting in a final tally of 36
students who successfully completed the
end-of-semester survey. For the interview
component of the study, it was deemed essen-
tial to ensure depth and richness in the data
collected. Drawing from Smith’s (2008) recom-
mendation, a smaller sample size was chosen
to facilitate in—depth discussions, enabling a
comprehensive exploration of the topic. Conse-
quently, a total of 8 students were selected for
the interviews. The selection process was
guided by purposive sampling, a technique un-
derscored by Maxwell (2013) for its efficacy in
capturing diverse opinions. This methodologi-
cal choice ensured that the voices included in
the interviews spanned a broad spectrum of
perspectives, enriching the study’s findings.
Instrumentation

Student Reflective Journals

Central to action research is the reflection
process. As articulated by Alidou and Glanz
(2015), action research revolves around a cycle
of “systematic reflection” (p. 20). The student
reflective journals in this study served to doc-
ument learning experiences, interactions
among peers, and exchanges between students
and the teacher (Tahmasbi et al, 2022). Such
reflections not only facilitated students in
structuring their acquired knowledge but also
empowered them to take ownership of their
learning journey (Carey et al, 2018). Students
were given prompts to aid them in the reflec-
tion process. Students reflected on the degree
of inclusiveness, as well as the extent to which
they felt that they could be their authentic
selves in the classroom. Students also intro-
spected on both the positive and challenging

experiences encountered during the cyphers



and provided suggestions. The journals were
conducted once every two weeks and only stu-
dents who agreed to participate in the study
were asked to complete the journal.

Teacher Reflective Journal

Adopting a participant/observer stance, the
teacher’s reflective journal chronicled the cy-
pher sessions, assessing their efficacy. This
dual role enabled the teacher to immerse in
the experience while simultaneously observing
its dynamics. Employing observation tech-
niques such as note-taking ensured a meticu-
lous record of events (Cohen, Manion, & Morri-
2007).

reflected on the cypher sessions, identifying

son, Post-observation, the teacher
both its strengths and areas of improvement.
This biweekly journaling process encompassed
brainstorming sessions, detailing potential in-
terventions.

Survey

To gauge students’ perceptions regarding
the inclusivity of the class, the Perceptions of
Inclusion Questionnaire (PIQ) was adminis-
tered at the semester’s conclusion. Crafted by
Venetz et al. (2015), the PIQ evaluates inclu-
siveness across three dimensions: emotional
support, social acceptance, and positive aca-
demic self-worth. Recent research attests to
the PIQ’s reliability and validity across diverse
educational contexts and geographies (Guille-
mot & Hessels, 2021; Knickenberg et al., 2022;
Zwierzchowska et al,, 2022). To ensure contex-
tual relevance, minor modifications were made
to certain questions. The modified PIQ consist-
ed of 12 items, each designed to capture vari-
ous facets of students’ classroom experiences,
ranging from their general sentiments about
the class to their academic self-perception. Re-
spondents were asked to indicate their level of

agreement with each statement using a 4-point

Likert scale. The options available were: “Not

9w«

at all true,” “Somewhat not true,” “Somewhat
true,” and “Certainly true.” This scale was cho-
sen to provide a nuanced understanding of stu-
dents’ feelings and to capture the range of
their experiences within the classroom setting.

Interviews

To delve deeper into student perspectives
and experiences, semi-structured interviews
were conducted. Such interviews provided
participants the latitude to express their per-
sonal beliefs, feelings, and values, even encom-
passing “personal and sometimes sensitive is-
sues” (Dejonckheere & Vaughn, 2019, p. 1). The
interview guide, structured around Dornyei's
(2007) question typology for qualitative inter-
views, incorporates questions based on the lit-
erature review and adaptations from Gilmore’s
(2010) research. To cater to the linguistic pref-
erences of the participants, the interview ques-
tions were translated to Japanese, and inter-
views were conducted in Japanese. Depending
on the participants’ comfort, interviews were
conducted either online or face-to-face and
were recorded.
Data Analyses

Given the multifaceted nature of the data
collected in this study, a comprehensive and
systematic approach to data analysis was em-
ployed. All qualitative data from the reflective
journals and interviews were coded by the re-
searcher.

Reflective Journals (Student and Teacher)

Both the student and teacher reflective jour-
nals underwent a thematic analysis. This in-
volved a process of coding the data, identifying
patterns, and subsequently categorizing these
patterns into themes (Braun & Clarke, 2006).
The analysis focused on understanding the ex-

periences, challenges, and suggestions related
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to the Hip Hop cypher’s implementation in the
classroom. Special attention was given to re-
curring themes or patterns that emerged from
the reflections, providing insights into the ef-
fectiveness and areas of improvement for the
cypher approach.

Survey (PIQ)

The data from the Perceptions of Inclusion
Questionnaire (PIQ) was analyzed quantita-
tively. Descriptive statistics were computed to
understand the overall perceptions of students
regarding inclusiveness in the classroom.

Interviews

The semi-structured interviews were tran-
scribed and translated to English. A qualita-
tive content analysis was then conducted on
the transcripts. This method allowed for the
systematic classification process of coding and
identified themes or patterns (Hsieh & Shan-
non, 2005). The analysis delved deep into stu-
dents’ experiences, perceptions, and sugges-
tions regarding the Hip Hop cypher in the
classroom.

Triangulation

To enhance the validity and reliability of the
findings, a triangulation approach was be ad-
opted. This involves cross-verifying the data
from the three different sources to identify
consistencies, discrepancies, and unique in-
sights (Carter, Bryant-Lukosius, DiCenso, Bly-
the, & Neville, 2014). By comparing and con-
trasting data from various instruments, a more
comprehensive and nuanced understanding of

the research questions could be achieved.

Results

Reflective Journals (Student and Teacher)

The reflective journals, both from the teach-

er and the students, provided detailed experi-

ences, insights, and interventions that were
implemented throughout the course. The Hip
Hop cypher framework positively influenced
inclusiveness in the classroom.

Reflections 1: Initial Experiences and Inter-

ventions

Teacher Insights: The initial reflections high-
lighted students’ vulnerabilities, ranging from
personal challenges like health and homesick-
ness to academic concerns such as language
skills and workload. Recognizing these, the
teacher saw the need for deeper interpersonal
connections and a supportive environment
where students could be their authentic selves.

Student Insights: Students initially grappled
with the concept of inclusiveness, especially in
the Japanese academic setting. However, as
they engaged in the cypher, they began to ap-
preciate its safe space, expressing their feel-
ings and thoughts freely. They acknowledged
the warm classroom atmosphere and the em-
pathetic nature of the teacher.

Interventions: Key interventions included
clarifying the concept of inclusiveness, foster-
ing deeper interactions through smaller group
activities, respecting cultural boundaries, and
challenging students’ English abilities progres-
sively.

Reflections 2: Building on Foundations

Teacher Insights: The teacher noted stu-
dents’ personal struggles about friendships,
time management, and the difficulty of discuss-
ing religion in Japan. The importance of the
cypher as a safe space was reinforced.

Student Insights: Students appreciated the
small group cyphers, feeling they fostered
deeper connections. They recognized the
teacher’s role in fostering inclusiveness and ex-
pressed a desire to consistently recap the safe

space guidelines.



Interventions: The teacher decided to recap
the safe space guidelines in more detail and
ensure students had ample time to think
during cyphers.

Reflections 3: Deepening Connections

Teacher Insights: The teacher observed stu-
dents sharing heartfelt stories, such as person-
al losses, indicating the growing trust and in-
clusiveness in the classroom.

Student Insights: Students felt increasingly
comfortable, attributing this to getting to know
each other better and the various activities, es-
pecially the cyphers.

Interventions: The teacher decided to praise
students for their vulnerability, design activi-
ties that allow unique self-expression, and pro-
mote genuine student interactions.

Reflections 4: Embracing Authenticity

Teacher Insights: The teacher was pleasant-
ly surprised by the students’ openness, espe-
cially when discussing strengths and weak-
nesses.

Student Insights: Students felt a sense of
community, with the cyphers playing a pivotal
role. They appreciated the opportunity to
delve deeper into personal topics, which are
rare in Japanese classrooms.

Interventions: The teacher decided to con-
tinue fostering a relaxing atmosphere, provide
topics that encourage vulnerability, and pro-
mote community-building activities outside
the classroom.

Reflections 5: Exploring Personal Topics

Teacher Insights: The teacher noted the stu-
dents’ willingness to discuss personal topics,
such as relationships and societal challenges,
showcasing the depth of trust developed.

Student Insights: Students appreciated the
exposure to diverse values and described the

class as harmonious. They felt a sense of close-

ness and unity, especially during the cyphers.

Interventions: The teacher decided to con-
tinue ensuring flexibility in time, provide top-
ics that encourage vulnerability, and promote
community-building activities outside the
classroom.

Reflections 6: Gratitude and Overcoming

Challenges

Teacher Insights: The teacher observed stu-
dents sharing what they were grateful for and
discussing challenges they had overcome, re-
flecting the depth of inclusiveness in the class-
room.

Student Insights: Students felt the classes
were inclusive and described the atmosphere
as warm and kind. They appreciated the cy-
phers for the insights they provided and the
opportunity to discuss deep personal topics.

Interventions: No specific interventions were
identified, as the existing strategies effectively
maintained an inclusive classroom environ-
ment.

Reflections 7: Final Reflections

Teacher Insights: The teacher observed stu-
dents’ openness in discussing personal topics,
such as gratitude and personal challenges,
showcasing the depth of trust developed.

Student Insights: Students felt a sense of
community and unity, especially during the cy-
phers. They appreciated the continued oppor-
tunities to delve deeper into personal topics.

Interventions: No specific interventions were
identified since this was the final reflection for
the class.

Summary

The Hip Hop cypher framework significant-
ly impacted inclusiveness in the Japanese uni-
versity classroom. The students’ reflections
underscored their appreciation for opportuni-

ties to share and listen to personal experienc-
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es, fostering a sense of community, empathy,
and authentic expression. The cypher’s effec-
tiveness is evident in the students’ improved
language skills, deepened friendships, and an
enhanced classroom atmosphere that encour-
ages open dialogue.

Inclusiveness Survey (P1Q)

The Personal Inclusiveness Questionnaire
(PIQ) was administered to a total of 36 students
to gauge their perceptions and experiences in
the class. The results are presented below:
General Sentiments about the Class: I like go-
ing to this class; I have no desire to go to this
class; This class is fun.

72.2% of the participants responded with “Cer-
tainly true” for liking the class, 77.8% indicated
it was “Not at all true” that they had no desire
to attend, while 88.9% found the class to be fun

(see Figure 1).

Social Relationships within the Class: I have a
lot of friends in my class; I get along very
well with my classmates; I feel alone in this
class; I have very good relationships with my
classmates.

66.7% of the students felt they had many
friends in the class, 66.7% believed they got
along very well with their classmates, 80.6%
responded with “Not at all true” when asked if
they felt alone in the class (see Figure 2), while
75% believed they had very good relationships
with their classmates.

Academic Self-Perception: I am a fast learn-
er in this class; I am able to complete very
difficult assignments in this class; I do well in
my schoolwork in this class; Many things in

this class are too difficult for me.

Figure 1
Participants’ Perceptions of Class Enjoyment
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Figure 2
Participants’ Feelings of Isolation in Class

| feel alone in this class, 2D 7 Z AT TNICTNTUL S,

36 responses

@ Not at all true £ < ZDiE) TIEEL

@ Somewhat nottrue B E L) TOMEY TlE
L2

©® Somewhat true $oHEFDE THB
Certainly true £ TEHEDEY THS



19.4% of the participants perceived themselves
as fast learners, 25% felt they could handle
very difficult assignments, 19.4% felt that many
things in the class were somewhat not true to
be challenging for them, while 5.6% felt it was
certainly true. In addition, 58.3% believed they
did well in their schoolwork (see Figure 3).
Overall Class Experience: I like it in this
class.

72.2% of the students responded with “Certain-
ly true,” indicating a positive overall experi-
ence in the class (see Figure 4).

The results from the PIQ survey indicate a
generally positive perception of the class
among students. A significant majority of stu-
dents enjoyed attending the class, felt they
have good relationships with their classmates,

and found the class fun. It's important to note,

however, that culturally, Japanese students
tend to be modest and may not readily per-
ceive or describe themselves as having the
ability to handle difficult tasks or excel at them.
Thus, while some students expressed challeng-
es, particularly in terms of the difficulty of as-
signments, this might be influenced by cultural
norms and tendencies.
Qualitative/In-Depth Interviews with students

The semi-structured interviews provided a
comprehensive understanding of students’ ex-
periences and perceptions of the class, with a
particular focus on the role and impact of the
cypher sessions. The following summarizes
the findings from the eight interviews:

Initial Impressions and General Experiences

Across the board, students from diverse

backgrounds and majors shared their class-

Figure 3
Participants’ Perceptions of Their Schoolwork Performance in Class
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Figure 4
Participants’ Satisfaction with the Class
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room experiences. The class structure typical-
ly involved a mix of traditional learning meth-
ods combined with unique approaches like
video sharing and cypher sessions. The video
sharing assignment involved students picking
a video and sharing it with the class. The em-
phasis on expressing feelings, thoughts, and
personal experiences in English was a recur-
ring theme.

Through (video sharing) presentations in

this class, students are able to overcome

Japanese cultural feelings of embarrassment

when speaking in front of others as there

are many opportunities to do so - this is

one of the most enjoyable parts of the class,

as we can learn about the thoughts and ex-

periences of others (Student C, personal

communication, July 21, 2023).

Comparative Experiences

Students consistently highlighted the dis-
tinctiveness of this class compared to other
courses. The active learning approach, where
students were encouraged to express their
opinions, especially through the Hip Hop cy-
phers, campus tour, video projects, and other
group activities, stood out as unique compared
to other classes. Students also noted that the
class environment differed from the typical
class in the sense that it felt like a family with
close relationships among students, as well as
between teacher and student.

Various aspects of learning are evaluated in

this class, such as skills, proactiveness, and

motivation. The teacher values interactions

with the students, treating the class like a

family (Student E, personal communication,

July 26, 2023).

Feeling Welcome and Teacher’s Role

A welcoming environment was a hallmark

of this class. Students felt valued, respected,

and encouraged to share their individuality,
which was rare in a Japanese educational con-
text. Students also felt very comfortable inter-
acting with their classmates in this class and
did not feel a sense of isolation. The teacher’s
approachability, willingness to share personal
experiences, provide personal guidance, and
positive reactions played a significant role in
fostering this environment. The students also
expressed appreciation to the teacher for cre-
ating a flexible classroom culture, where mis-
takes are encouraged as part of the naturally
learning process.
My hobbies (beatboxing) and individuality
are respected by both the teacher and my
classmates. The classroom environment is
one in which we can talk about our inter-
ests in class. Class contents are designed to
accommodate students’ individualities,
which makes me eager to participate, and it
encourages a serious attitude towards as-
signments (Student H, personal communica-
tion, August 2, 2023).
Experience with the Cypher
The cypher sessions were integral to the
class experience. While some students initially
found it challenging to express personal topics,
particularly in the English language, the for-
mat and principles of the cypher eased these
concerns. In the cypher, students felt support-
ed and encouraged, through which they were
able to overcome their fear of making mis-
takes, a common phenomenon in Japan. Stu-
dents were also able to learn more about the
lived experiences of one another as well as
hear about each other’s’ unique opinions. Over-
all, the cypher allowed for deep connections,
understanding emotions, and building relation-
ships with peers.

At first, I was hesitant to express my opin-



ion in English in front of strangers. Howev-

er, it became easier because the teacher

mentioned that no one should be excluded.

The teacher also helped align all the stu-

dents with the principles of cypher. To-

wards the end, there were deeper ques-
tions, which felt challenging, but we were

able to get to know each other well and I

saw the benefits of the cypher (Student G,

personal communication, July 31, 2023).

Cypher’s Influence on Inclusiveness:

The cypher played a pivotal role in fostering
inclusiveness. The cypher provided a safe
space for expressing vulnerability, sharing
personal experiences and getting to know
peers on a deeper level. Students were then
able to better understand and empathize with
the unique struggles and experiences of their
peers. Students also felt that they were able to
be their most authentic selves in the cypher,
noting that such spaces are uncommon in Ja-
pan. Through the cypher, a compassionate and
inclusive classroom environment was cultivat-
ed. This also positively impacted student’s per-
ceptions towards learning.

It was easy to participate in class and be

myself. The atmosphere was not tense, so 1

was not nervous, and it was easy to speak

up - I had been avoiding English, but this
class changed my perception of English and
increased my motivation to learn the lan-
guage. (Student D, personal communication,

July 24, 2023).

Cypher’s Role in Preventing Exclusion:

Students believed that the cypher could help
in preventing feelings of exclusion. The frame-
work behind the cypher prevents exclusion,
ensuring that students are not left out. Stu-
dents also pointed out that in Japanese univer-

sities, students are mostly able to make friends

through club activities, and not so much in the
classroom. Therefore, the cypher is crucial to
enable students to get to know each other in
class. Therefore, the cypher, combined with
the teacher’s approach, ensured that everyone
felt involved and valued.

For students who do not belong to campus

clubs, cyphers in the classroom are very

important --- If the cypher is done in vari-
ous classes you can get to know each indi-
vidual on a deeper level. (Student G, person-

al communication, July 31, 2023).

Suggestions for Improvement:

In terms of implementing a cypher approach
in Japanese universities, some suggestions for
improvement emerged. These included ensur-
ing equal speaking opportunities and delving
deeper into opinions. Students also stressed on
the importance of responding to one another
and encouraging those who spoke up. This can
be done through clapping, various forms of
body language, as well as through facial ex-
pressions. Students suggested implementing
the cypher into the fundamental structure of
the classroom itself, as well as encouraging
students to share their vulnerabilities.

I think we can adopt a cypher-style seating

arrangement in university classes. It is also

important to gradually make cypher topics
more personal, where students are encour-
aged to share their difficulties and concerns.

This will help reduce the resistance to-

wards showing vulnerabilities among Japa-

nese students (Student D, personal commu-

nication, July 17, 2023).

Closing Remarks:

Overall, students expressed gratitude and
admiration for the teacher’s efforts, and recog-
nized the powerful impact of the cypher in

their educational experiences. The unique
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teaching style, combined with the cypher ses-
sions, made the class a memorable and enrich-
ing experience.

I truly felt that the cypher was very im-

portant in this class and I would definitely

like to continue doing it. The cypher was
also prepared and facilitated with a lot
thought and effort from the teacher. (Stu-

dent G, personal communication, July 31,

2023).

In conclusion, the interviews underscored
the positive impact of the cypher sessions in
fostering an inclusive, engaging, and welcom-
ing classroom environment. This also positive-
ly impacted students’ perceptions, attitudes,
and motivation towards learning the subject
taught in class. The teacher’s approach, com-
bined with the unique class structure, provid-
ed students with a holistic learning experience.
Triangulation

Comparative Insights from Multiple Data

Sources

The reflective journals from both students
and teachers revealed a progressive enhance-
ment in the classroom’s inclusiveness, attribut-
ed significantly to the Hip Hop cypher frame-
work. The students’ and teacher’s insights,
coupled with the interventions implemented,
illustrated the evolving classroom dynamics.
The PIQ survey quantitatively corroborated
the qualitative insights from the reflective
journals. A significant majority of students ex-
pressed positive sentiments about the class,
social relationships, and the overall class expe-
rience, aligning with the qualitative insights on
the growing sense of community and inclusive-
ness. The interviews offered nuanced insights,
echoing the sentiments expressed in the jour-
nals and PIQ. They provided a deeper under-

standing of the students’ experiences, high-

lighting the role of the cypher in fostering a
welcoming and inclusive environment.

Cross—Verification of Data

All three data sources consistently high-
lighted the positive impact of the Hip Hop cy-
pher in fostering inclusiveness. The safe space
created by the cypher was a recurrent theme,
facilitating open dialogue, vulnerability, and
authentic expression. However, the depth of
expression varied. The reflective journals of-
fered real-time insights, the PIQ provided
quantitative measures of students’ sentiments,
and the interviews delved into detailed person-
al experiences and perceptions. Each data
source unveiled unique aspects. The journals
highlighted the evolving classroom dynamics,
the PIQ quantified students’ sentiments, and
the interviews offered a detailed exploration of
the students’ experiences and the cypher’s im-
pact.

Integrative Analysis for Comprehensive

Understanding

Triangulating the data sources provided a
holistic view of the evolution of inclusiveness
in the classroom. The reflective journals of-
fered a chronological narrative, the PIQ quan-
tified the sentiments, and the interviews pro-
vided detailed personal narratives, together
offering a multi-dimensional perspective. The
cypher’s central role was emphasized in the
data collected. While the journals narrated the
evolving experiences, the PIQ confirmed the
positive sentiments quantitatively, and the in-
terviews enriched the understanding with de-
tailed narratives. This highlighted the trans-
formative  educational = implications  of
integrating the Hip Hop cypher, suggesting
that it could serve as a pedagogical tool for
fostering inclusiveness in diverse educational

settings. The triangulation of data has enriched



the understanding of the Hip Hop cypher’s im-
pact on inclusiveness in education. This com-
prehensive approach underscored the multi-
faceted benefits and offered deeper insights
for educators, policy-makers, and stakeholders
aiming to enhance inclusiveness in educational

settings.

Discussion

The primary objective of this study was to
explore how the Hip Hop cypher can create
inclusive spaces in Japanese university class-
rooms and to understand its impact on inclu-
siveness. The reflective journals, PIQ survey,
and in-depth interviews collectively offer a
comprehensive, multi-faceted perspective,
each illuminating distinct aspects of the cy-
pher’s integration and impact, addressing the
two pivotal research questions posited in the
literature review.

Addressing Research Question 1

How can a Hip Hop cypher be implemented into
Japanese university classrooms to create an in-
clusive space for learning?

The implementation of the Hip Hop cypher
in the Japanese university classroom, as evi-
denced by the study’s findings, was character-
ized by an integration of action research and
participatory learning. The cypher’'s imple-
mentation involved an iterative, dynamic inter-
action between the teacher, students, and the
evolving classroom environment. The cyclical
process of inquiry, intervention, and evaluation
was evident in the teacher’'s and students’ re-
flective journals. Each reflection and interven-
tion was a step towards refining the cypher’s
implementation, ensuring it was responsive to
the students’ unique needs and the cultural nu-

ances of the Japanese educational context.

This was instrumental in ensuring that the cy-
pher was not just a theoretical construct but a
lived, experiential process for both the teacher
and students.

The triangulation of data offer a comprehen-
sive and multi-faceted perspective of the cy-
pher’s implementation. The reflective journals,
as real-time narratives, capture the dynamic,
evolving nature of the cypher’s implementa-
tion. They offer insights into the immediate
reactions, adaptations, and interventions, echo-
ing the action research principles highlighted
by Reason and Bradbury (2006) in the litera-
ture review. These journals serve as a living
document of the classroom'’s transformation,
enriched by both the teacher’s and students’
perspectives. The PIQ survey adds a quantita-
tive layer, offering measurable insights into
students’ sentiments and perceptions. The pos-
itive responses corroborate the qualitative nar-
ratives, providing empirical evidence of the
enhanced inclusiveness and positive classroom
dynamics fostered by the cypher.

In the context of implementing a Hip Hop
cypher in Japanese university classrooms, a
crucial initial step is the explicit explanation
and contextualization of the concept of inclu-
siveness. Given that the Japanese educational
context may not inherently emphasize or fa-
miliarize students with this concept, a deliber-
ate introduction and continuous reinforcement
of inclusiveness are essential. The students’
initial grappling with inclusiveness, as evi-
denced in the reflective journals, underscores
this necessity. Educators must bridge this gap,
offering clear, contextual examples and ongo-
ing dialogues to embed the concept into the
students’ cognitive and emotional landscapes.

The progression to personal topics within

the cypher should be gradual and considerate,
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respecting the students’ initial hesitations and
cultural nuances. As the in-depth interviews
revealed, the journey from surface-level inter-
actions to authentic, vulnerable expressions
was pivotal in fostering genuine connections
and empathy. This progression is not linear
but dynamic, requiring adaptability and sensi-
tivity to the students’ readiness and responses.
The cypher becomes a living entity, evolving
with the students’ growing comfort and trust.
Mutual support and encouragement serve as
the essence of the cypher. Each participant,
both students and teacher alike, is not just a
contributor but also a nurturer of the collec-
tive energy and safety of the space. This spirit
of mutual upliftment is integral to transcend-
ing traditional classroom dynamics, fostering a
participatory culture where every voice is val-
ued, every expression is honored, and every
individual is seen.

The teacher emerges as the architect and
guardian of the cypher’s sanctity. Their role
transcends traditional pedagogical boundaries,
embodying the dual roles of facilitator and par-
ticipant. The teacher’s authenticity, vulnerabil-
ity, and responsiveness are catalysts for the
students’ engagement and openness. As the
reflective journals and interviews illuminated,
the teacher’s approachability, adaptability, and
empathetic presence are cornerstones in build-
ing and nurturing the cypher, transforming it
from a pedagogical tool to a sanctuary of inclu-
siveness, expression, and connection.
Addressing Research Question 2
What is the impact of the Hip Hop cypher on
inclusiveness in a Japanese umiversity class-
room?

The impact of the Hip Hop cypher on inclu-
siveness is profoundly articulated through the

students’ experiences and perceptions, as cap-

tured in the results section. The cypher
emerged as a transformative space, not just
for learning but for fostering deep, authentic
connections, empathy, and a sense of commu-
nity.

The reflective journals highlighted a pro-
gressive journey from initial hesitancy to deep,
authentic sharing. Each reflection and inter-
vention demonstrated the cypher’s adaptabili-
ty to the Japanese educational context and its
role in fostering an environment where stu-
dents felt seen, heard, and valued. Students
were not mere consumers of knowledge but
active participants, contributing to a shared
learning ecosystem. The initial hesitancy and
challenges faced by students, especially in ex-
pressing personal topics in a second language,
were mitigated by the safe, supportive space
fostered by the cypher. This resonates with
the literature on the role of safe spaces in facil-
itating authentic expression and learning (Tah-
masbhi et al., 2022).

The PIQ survey results further accentuated
the cypher’s impact on inclusiveness. A signif-
icant majority of the students expressed posi-
tive sentiments towards the class, indicative of
an environment where students felt not just
physically but emotionally and psychologically
included. This finding is corroborated by the
literature that underscores the multidimen-
sional nature of inclusiveness, encompassing
emotional support, social acceptance, and posi-
tive academic self-worth (Venetz et al., 2015).

The in—-depth interviews delved deeper into
the personal, experiential dimensions of the cy-
pher’s impact. Each narrative depicts the class-
room as a space of empathy, connection, and
authentic expression. Gradually, the classroom
was transformed from a traditional learning

environment to a space of communal sharing,



empathy, and support. The teacher’s role was
necessary in this transformation, echoing the
literature’s emphasis on the educator’s role in
fostering inclusiveness (Zeichner & Noffke,
2021). The cypher’s role in enhancing English
language skills was an unintended yet signifi-
cant outcome. The safe space fostered by the
cypher mitigated the fear of making mistakes,
a common phenomenon in the Japanese educa-
tional context, echoing Vygotsky’s (1978) social
constructivist theory. The cypher facilitated
meaningful social interactions, where language
was not just a tool for communication but a
medium for expressing identity, emotions, and
experiences. The consistencies across the data
sources underscore the cypher’s potential in
fostering inclusiveness. The recurring themes
of safe space, open dialogue, and authentic ex-
pression were echoed across the journals, PIQ,
and interviews.

The variations, particularly in the depth of
expression across the data sources, offer nu-
anced insights. The reflective journals provide
a chronological narrative, capturing the imme-
diacy of the classroom experiences. In contrast,
the interviews, influenced by retrospective re-
flection, offer a deeper, more introspective ex-
ploration of the students’ experiences. These
variations are not contradictions but rather
enriching layers, adding depth and complexity
to the cypher’s impact.

Integrative Insights and Future Directions

The integration of the Hip Hop cypher into
the Japanese university classroom, as evi-
denced by this study, offers a blueprint for ed-
ucators and policymakers seeking to foster in-
clusiveness in diverse educational contexts.
The cypher, with its roots in Hip Hop culture,
offers a bridge between the theoretical con-

structs of inclusiveness and the practical, lived

experiences of students. The data collected un-
derscores the multifaceted nature of the cy-
pher’s impact. The reflective journals offer a
dynamic, evolving narrative; the PIQ provides
empirical, quantitative insights; and the inter-
views add depth, nuance, and personal narra-
tives to the findings. This integrative analysis,
rooted in the triangulation, illuminates the cy-
pher’s transformative impact from multiple an-
gles. This multidimensional view aligns with
the complex, multifaceted nature of inclusive-
ness as explored in the literature review
(Venetz et al., 2015).

Therefore, the Hip Hop cypher emerges not
just as a pedagogical tool but as a transforma-
tive space where learning, identity, culture,
and community intersect. It is not just a meth-
od of teaching but a catalyst for fostering in-
clusiveness, empathy, and authentic expres-
sion. The findings offer insights for educators,
policymakers, and stakeholders, paving the
way for future research and innovations in ed-
ucation. This offers a holistic approach that
values the diversity of insights, the richness of
multiple perspectives, and the transformative

power of participatory learning.

Limitations

While the cypher was effective in this con-
text, the findings were derived from students
in the researcher’s classes at Soka University.
Hence, more studies are needed to investigate
its effectiveness in broader populations due to
cultural and contextual specificity. While the
action research approach facilitates practical
and context-specific insights, it also inter-
twines the researcher’s role with that of a par-
ticipant. This dual role can complicate the ob-

jectivity of the observations and findings, as
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the researcher’s involvement in the process
might influence the outcomes. Additionally,
The study was conducted over a single semes-
ter, which may not be sufficient to observe
long-term impacts and changes in students’
attitudes and perceptions. Longer-term stud-
ies could provide a more comprehensive un-
derstanding of the sustained effects of the Hip

Hop cypher in educational settings.

Conclusion

This study underscores the transformative
potential of the Hip Hop cypher in redefining
the contours of learning and interaction within
Japanese university classrooms. The cypher
emerged not just as a pedagogical tool but as
a sanctuary where students could transcend
traditional barriers, engage in authentic ex-
pressions, and foster a community of mutual
The

teacher’s role as both a facilitator and partici-

respect, empathy, and inclusiveness.
pant was important in nurturing the cypher’s
ethos, ensuring its adaptability and responsive-
ness to the students’ evolving needs and ex-
pressions. The triangulation of data from re-
flective journals, PIQ, and in-depth interviews
offered a multi-dimensional perspective to-
wards the cypher’s impact on fostering inclu-
siveness, enhancing students’ engagement, and
transforming the classroom into a space for
shared experiences, learning, and growth.
While there are limitations to this study, it of-
fers valuable insights into the use of the cy-
pher as an inclusive pedagogical tool. Based on
the results, further applications of the cypher
in various educational settings can be explored

in future studies.
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Appendix A

Cypher Framework

Rules

I.

Students sit in a circle (AfE7-H 13812 7%
S>THES)

. Be your most authentic self (i b A% D

HaZRHLTLZE W)

. Everyone has a chance to share (A A 7

VERZIGTIREVDH )

. Everyone is equal and all voices have

equal value (§ftd AVFEET, $XTOFIZ
[F) UAtifEAsd % )

. Praise is awarded to individuals when

they share, it is ok to make mistakes (&
RELFLZANCEEERG 26T, |
HEWDSH - THRLERTT)

. Support and help each other - “Each one,

teach one” (BHWZHY K- LBITAE
9)

. Respect one another (B H \»% O HF W

FLxY)

Safe Space Guidelines (Create as a class)

S O A~ W N~

EN|

. Talk more in English

. Respect each other

. Listen to the person who is speaking
. Put in effort to talk to everyone

. Eye contact

. Everyone believes in ourselves and be-

lieves in our classmates

. Communicate using body language

8. Keep smiling

13.
14.

. It is okay to eat and drink in class
10.
11.
12.

Greet after the end of class

Greet at the start of class

Create an environment where it is easy
to speak

Teach each other

It’s okay to make mistakes, and encour-

age each other when we make mistakes.



I.

Additional Information

The purpose of the cypher is to create an
inclusive classroom community (%4 7 7
—OHE, UHMZEEII =T 1%
g5 2 L TY)

. The cypher will be held once a week at

the start of class (4 7 7 — 13 FZEH LG
BRI — RSN ET)

. We will discuss a series of personal topics

(WL OPDEANZ M E v 712DV TEE
LAEVETY)

Dreams and aspirations (2% H%)
Identity (747> 747 1)
Struggles and victories (K#E & BF])

Things you did during the weekend
GARIZLzZE)

A
B
C
D

—_ — ~— —

. We will write reflections once every two

weeks (2B 1, TWHERY Z2FHEXF
7))

Appendix B

Informed Consent Form for Research Partici-
pation
Title of Research: Building Inclusive Universi-
ty Classrooms in Japan through the Hip Hop
Cypher: An Action Research Study.
Principal Investigator: Tan Beng Hwee
1. Research outline

A. Objective of the study

This study aims to explore the impact of a
Hip Hop cypher approach on a Japanese uni-
versity classroom. The study will also serve to
improve this Hip Hop cypher approach to cre-
ate more inclusive classroom environments.

B. Research design and procedures

The researcher will implement action re-
search approaches through reflection journals,
surveys, and semi-structured interviews. Re-
flection journals will be done biweekly, while
the surveys and interviews will be conducted
at the end of the semester.

C. Releasing of study results

Research results will be included in possible
publications in national or international
peer-reviewed academic publications and pre-
sentations at national of international confer-
ences or symposia. No identifying data will be
included in the study.

D. Data collection method

Surveys will be distributed online and will
take approximately 5 minutes. Interviews will
be conducted online or in person at the conve-
nience of the participants. The interview will
include open-ended questions and will take be-
tween 30 and 45 minutes. The interviews will
be recorded and transcribed.

E. Selection of participants

The participants who will be involved in this
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study are students from the instructor’s En-
glish 1 classes. The participants of the study
will depend on those who are willing to partic-
ipate and agree to the Informed Consent Form.

F. Anticipated risks

There are no potential physical, psychologi-
cal, nor social risks to the participants. In addi-
tion, participants are free to withdraw from
the research at any time without penalty.

G. Potential benefits of the research to the

participants or society

Upon completion of this study, university ed-
ucators in Japan will be able to employ a new
approach to develop inclusiveness in the class-
room. In addition, this will also address current
concerns over the lack of inclusiveness in Jap-
anese educational settings.
2. Protecting personal information

All information obtained in this study will be
kept strictly confidential and anonymous. Data
collected through the reflection journals, sur-
veys and interviews will only be accessed by
the principal investigator, Tan Beng Hwee. All
data will be stored on a portable, password-pro-
tected data storage device that will be kept
secure in a locked and secure location accessi-
ble only by the researcher. Data will only be
accessed via the storage device by a computer
that is not connected to the Internet or a Wi-
Fi connection. All electronic data will be erased
from any storage device, and all paper records
of data will be shredded later than April 10,
2033.
3. Participation in research

* Participation in this research is volun-

tary
*  You will not be disadvantaged by choos-
ing not to participate in the research
*  You will be able to withdraw from the

research at any time without being dis-

advantaged or penalized
You will be able to print a copy of this

informed consent form
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Abstract

While foreign language anxiety (FLA) has
been a hot topic in second language acquisition
(SLA), relatively little is known about the pro-
cess of how language learners overcome the
negative effects of FLA and obtain psycholog-
ical safety. To fill this gap, this current study
aims to examine to what extent language
learners experience a change in FLA quantita-
tively, and what factors cause FLA and con-
tribute to creating psychological safety in
learners’ minds. To meet these objectives, 42
Japanese English as a foreign language (EFL)
learners took part in this research. This study
comprises three survey instruments: a consent
form, Foreign Language Classroom Anxiety
Scale (FLCAS) translated into Japanese, and a
semi-structured interview. A one-way repeat-
ed measures ANOVA indicated that there was
a statistically significant change in FLA levels
during the academic year 2022. Furthermore,
a qualitative data analysis suggests that inter-
acting with peers, instructors teaching ap-

proaches, and promoting resilience might play

an important role in easing EFL learners’ FLA.
In line with these findings, implications for

EFL instructors are discussed.

Foreign Language Anxiety and
Psychological Safety

Second language acquisition (SLA) is a pro-
cess by which “people learn a second language
not as a young child but rather later in life”
(Dawson & Phelan, 2016, p. 345). Successful
SLA can be determined by many affective fac-
tors. Foreign language anxiety (FLA) is one of
the most researched psychological variables in
linguistics research. FLA is a situation—specific
anxiety construct that affects language learn-
ers in language classes (Horwitz et al., 1986).
SLA researchers in the field of linguistics be-
gan to investigate the relationship between
FLA and second language (L2) development
using the Foreign Language Classroom Anxi-
ety Scale (FLCAS) developed by Horwitz et al.
(1986) to understand L2 learners’ FLA levels.
Research has revealed that FLA has a nega-
tive impact on L2 achievement (e.g., Horwitz,
2001; Sanaei, 2015). More recent research

throws light on creating a safe environment in
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the language classroom where learners can re-
duce anxious feelings and freely express them-
selves (e.g, Dryden et al, 2021). Tsiplakides
and Keramida (2009) argue that creating a re-
laxed environment in the English classroom
might allow L2 learners to reduce FLA. Ya-
makawa (2018) established a conceptual frame-
work to understand how learners reduce their
anxiety and obtain psychological safety in their
minds in an educational setting. In this frame-
work, the process of how learners reflect on
themselves, develop a relationship of trust
with others, and acquire psychological safety
is explained. There is little research that exam-
ined if Yamakawa’'s framework can be applied
to L2 learning environment. In order to pro-
vide insights into the applicability of Yamaka-
wa's framework, further examination of the
process of learners’ emotional change is need-
ed. This current study was conducted to find
out: (a) to what extent FLA levels of college
EFL learners change in a required English
course; (b) what factors contribute to easing
FLA and creating psychological safety that al-
lows learners to feel emotionally safe and ex-
press their opinions freely. In addition to ana-
lyzing quantitative and qualitative data, the
present study discussed Yamakawa's concep-
tual framework to understand the process of
how English learners reduce FLA levels and

obtain a sense of psychological safety.

Literature Review

FLA

According to Martin and Alvarez (2017),
FLA is considered an emotional and individual
characteristic that foreign language learners
may possess. Dykes (2017) notes that this type

of anxiety is unique to the language learning

process. Horwitz et al. (1986) are leading re-
searchers in the field of FLA. They clearly ar-
ticulated the concept of FLA. FLA was defined
as “a distinct complex construct of self-percep-
tions, beliefs, feelings, and behaviors related to
classroom language learning arising from the
uniqueness of language learning process” (p.
128). Horwitz and her colleagues -classified
FLA as 3 different types: (a) communication
apprehension, (b) test anxiety, and (c) fear of
negative evaluation. Communication apprehen-
sion refers to a type of shyness that is caused
by fear or anxiety when communicating with
people. For example, L2 learners might have
difficulty in speaking or listening to the target
language in pairs or groups. Test anxiety
stems from a fear of failure in language tests.
Some L2 learners might experience test anxi-
ety if they think that non-perfect performance
in tests means failure. These students tend to
put unrealistic demands on themselves. Fear
of negative evaluation is defined as “apprehen-
sion about others’ evaluations, avoidance of
evaluation situations, and the expectation that
others would evaluate oneself negatively” (Hor-
witz et al., 1986, p. 128). It might occur when L2
learners feel less confident about meeting the
proper social expectation by speaking the tar-
get language such as at a job interview.
Apart from the sources of FLA, researchers
have paid attention to the effects of FLA on L2
learners’ language achievement. There have
been a number of studies which find a nega-
tive correlation between FLA and language
achievement. The Foreign Language Class-
room Anxiety Scale (FLCAS) developed by
Horwitz et al. (1986) has been widely used to
examine FLA’s influence on a number of lan-
guage learning variables. This questionnaire

was designed to measure general foreign lan-



guage classroom anxiety. According to Aida
(1994), second-year American students learn-
ing Japanese with high FLCAS scores were
likely to receive low final grades. The me-
ta—analysis conducted recently by Botes et al.
(2020) showed a negative relationship between
FLCAS and academic achievement of four lan-
guage skills: reading, writing, listening, and
speaking.

As well as revealing the effects of FLA on
language performance, a number of studies
are concerned with the general practice of lan-
guage teachers. Horwitz et al. (1986) argue that
educators hold the major responsibility for
helping L2 learners dealing with FLA. They
suggest that teachers use student support
techniques such as “relaxation exercises, ad-
vice on effective language learning strategies,
behavioral contracting, and journal keeping”
(Horwitz et al, 1986, p. 131). Similarly, To6th
(2011) suggests that teachers should be aware
that there are students who experience fears
and worries triggered by teachers. While a
number of studies revealed that oral communi-
cation activities could increase FLA levels (e.g.,
Horwitz et al,, 1986; Woodrow, 2006), some oth-
er studies showed that English learners could
reduce communication apprehension in a re-
laxed and supportive environment where con-
tinuous communicative-based teaching and
cooperative language learning techniques
which encourage students to speak English
were implemented. (Nagahashi 2007; Suwan-
tarathip & Wichadee, 2010; Dykes, 2017). A
more recent study shows that educators are
suggested to make plans or use techniques to
boost learners’ resilience to help them cope
with anxiety because the study revealed that
improved resilience could allow students to en-

counter less anxiety (Shen, 2022).

Psychological Safety

As with cooperative language learning, stu-
dent-centered learning approach has been
paid attention to as a way to improve language
skills (e.g., Lak et al, 2017; Kassem, 2019). Ka-
seem defined a student-centered approach as
“an instructional approach in which students
influence the content, activities, materials, and
pace of learning. The teacher is not a provider
of knowledge, but a provider of opportunities
from which learners can learn independently
and from one another” (p. 140). The approach
involves working on classroom tasks in pairs
and/or groups (Emaliana, 2017). The major
challenge that teachers face is to provide a
safe environment for students because stu-
dents might feel uncomfortable in a stu-
dent-centered classroom if they are used to
teacher-centered approaches (Catalano & Cat-
alano, 1999). Teacher-centered approaches in-
volve teachers providing information and mon-
itoring students for correct answers. Students
receive information from teachers and are en-
couraged to obtain the correct answers (Ema-
liana, 2017). Also, Alghonaim (2014) reported
that student-centered activities could be anxi-
ety-provoking to language learners. Al-
ghonaim’s study revealed that Saudi EFL stu-
dents’ FLA was caused by communicative
activities such as oral presentations and role-
plays in front of the class.

The idea of creating a safe environment in
classrooms is new to SLA (Tu, 2021). The con-
cept of psychological safety has been originally
introduced by Schein (1993) as a component of
Schein

claims that psychological safety helps people

facilitating organizational change.
to overcome learning anxiety that is triggered
when their opinions are different from other

people’s expectations. Later, Edmondson (2014)
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describes psychological safety as a shared be-
lief among members of a team/community
that it is safe to take interpersonal risks in a
particular context such as a workplace. Ac-
cording to Tu (2021), from the viewpoint of
SLA, psychological safety refers to “the safety
that students and teachers feel in the class-
room context for taking initiative, interact, and
speak out their ideas without being embar-
rassed, humiliated, and punished” (p.2). Tu
claims that a classroom culture that involves
psychological safety for students can lead to
more outstanding and positive outcomes such
as active engagement and motivation. While
the topic that focuses on easing FLA and pro-
moting psychological safety in EFL/ESL con-
texts is less explored, Dryden et al (2021) found
that the use of translanguaging has the poten-
tial to ease EFL students’ FLA-related nega-
tive emotions such as fear, distress, and em-
barrassment. Translanguaging refers to “a
pedagogical practice in bilingual education
which deliberately allowed for the interchange-
able use of the languages of input and output”
(Yasar Yuzlu & Dikilitas, 2022, p. 177). A more
recent study revealed that instructors’ teach-
ing approaches, pair and group work, and dia-
logue with peers contribute to alleviating FLA
and creating a safe space in a language class-
room (Tataka, 2023).

In order to comprehend how students devel-
op a secure feeling and acquire psychological
safety in the learning environment, Yamakawa
(2018) established a conceptual framework. In
this framework, Yamakawa hypothesizes that
learners need to reflect on themselves, change
their behaviors, and build a new reliable rela-
tionship with others to become autonomous
learners. According to Yamakawa's conceptual

framework, first, students realize how differ-

ent they are from others (e.g., peers, instruc-
tors) and start to ask themselves if their cur-
rent beliefs, mindsets, and behaviors are
appropriate as they are exposed to a new
world. Exposure to a new world means inter-
acting with people in a classroom in an educa-
tional setting. Since the differences are uncom-
fortable for the learners, they want to change
their mindsets and behaviors and try to adjust
to the new environment (new world). Yamaka-
wa claims that this flow of mindset is the same
as the growth mindset which was popularized
by Dweck (2016). Dweck notes that a growth
mindset is a belief learners have that their tal-
ent or intelligence can be developed. Through
interacting with others and reflecting on them-
selves, learners are expected to change their
mindsets (growth mindset). According to Ya-
makawa, once they change their mindsets,
they become more open-minded. These men-
tal and behavioral changes lead to creating a
new different relationship between the learner
and other people. After the learners have suc-
ceeded in fixing the relationship, they can ob-
tain psychological safety, start to take risks
without fear or anxiety, and are willing to
change their mindsets and behaviors more in a
virtuous cycle. Yamakawa stresses that inter-
acting with people through dialogue is crucial
to make this positive mental development hap-
pen.

Although previous studies have revealed
that continuous communicative based teaching
and cooperative language learning techniques
can help alleviate students’ FLA (Nagahashi,
2007; Suwantarathip & Wichadee, 2010; Dykes,
2017), there are not sufficient studies that have
explored the process of how L2 learners gain
psychological safety in a language classroom.

This gap exists because most studies have fo-



cused on factors that influence FLA levels us-
ing quantitative approaches. In addition, few
studies have examined the conceptual frame-
work established by Yamakawa (2018) in light
of empirical evidence. Therefore, the present
study tries to investigate if there is a statisti-
cally significant change in FLA between the
three different points in time: the beginning of
the spring semester, the end of the spring se-
mester, and the end of the fall semester at a
university, and also examine what qualitative
factors influence students to make a change in
FLA and to gain psychological safety. Finally,
this study discusses how the empirical data
lend support to the proposed Yamakawa's con-

ceptual model.

Research Question

This study seeks to find the answers to the
following research questions:

1) To what extent does a change in FLA
occur in the English language classroom during
the 2022 academic year?

2) What qualitative factors contribute to a
change in FLA and feeling of psychological

safety in the English language classroom?

Methodology

Research Design

An explanatory sequential mixed-methods
design was employed to gain a better under-
standing of students’ changes in FLA levels
and factors that influence their emotions in
depth. The data was collected in two consecu-
tive phases, quantitative and qualitative. The
results of the quantitative analysis were fol-
lowed up with a qualitative phase, which

helped the author to explain the initial quanti-

tative results.
Participants

Participants were 42 university students
who completed tests of administrations of FL-
CAS at three different points in time. The par-
ticipants were undergraduate students from
three departments at a university in Tokyo:
Letters, Law, and Education. A convenience
sampling method was used as a method for
selecting participants. According to Etikan et
al. (2016), this method is a type of nonprobabil-
ity or nonrandom sampling that involves
choosing participants that are readily available
and easily accessible to the researcher without
additional requirements. This sampling meth-
od was used in this study because all partici-
pants were enrolled in English courses in
which all instructors implemented the same
student-centered approaches using the same
required textbook. Participants were enrolled
in a mandatory two-credit English course held
twice a week during the spring and fall semes-
ters of the 2022 academic year. Four different
instructors including the author covered the
English courses with a student-centered ap-
proach, which encourages students to produce
the target language in pairs and groups.
Among the English instructors, two were na-
tive Japanese speakers, and two were native
English speakers. The courses were offered
for students with basic levels of English profi-
ciency based on their TOEIC scores (280 and
below). For the sake of confidentiality, each
participant is identified with numbers in the
present study.
Instruments

This study employed three sources of data:
a consent form, FLCAS translated into Japa-
nese by Yashima et al. (2009), and a semi-struc-

tured interview. The 5-point Likert scale is
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used in the original FLCAS developed by Hor-
witz et al. (1986). However, the 5-point Likert
scale was changed into a 6-point system used
in Dyke’s (2017) study to clarify the existence
or non-existence of FLA because research has
shown that Asian (Chinese and Japanese) peo-
ple are more likely to avoid extreme responses
and choose middle options (Wang et al., 2013).
The modified FLCAS contains 33 items with
the following measures and weights: strongly
disagree (1) to strongly agree (6). For negative-
ly worded anxiety items (2, 5, 8, 11, 14, 18, 22,
28, and 32), scores were reversed

Another instrument was an open-ended
semi-structured interview. Interview items
comprised relevant items inquiring about par-
ticipants’ attitudes and feelings towards their
English class. Items included the following five
questions: (a) How did you feel about the En-
glish I and English II class?, (b) Did you feel a
change in your feeling through the English I
and English II class? Why or why not? How?,
(c) Did you see your personal growth through
the English I and English II class? Why or why
not?, (d) How did you feel about working with
your partner and with the members in your
group?, and (e) Did you feel anxious during the
English I and English II class? Why or why
not? The interviews lasted for between 20 and
30 minutes. Interviews were conducted on
Zoom in Japanese, which was both the inter-
viewer and participants’ first and dominant
language, at a place and time the students pre-
ferred. Students who exhibited a significant
increase or decrease in FLCAS scores were
invited to participate in the interview. All par-
ticipants’ quotes were translated into English
in this study.
Procedure

The author made a video explaining this

current study in Japanese which was shown to
the participants in the beginning of the spring
semester of the 2022 academic year. The stu-
dents who signed a consent form participated
in this study by the second week of May. In-
structors asked students who agreed to this
study to complete the FLCAS from the second
week of May to May 24th. The students took a
15-week English course (English I) from the
second week of April to the third week of July.
The FLCAS was administered to the students
again from the third week of July to July 22nd.
After the fall semester began, students took
another 15-week English course (English II)
which continued to use the same textbook as
the one used in the spring semester. Finally,
they completed the FLCAS again from the
second week of December to January 27th.
After the fall semester ended, six students
were asked to answer the semi-structured in-
terviews. The author chose students based on
the results of the FLCAS. The difference be-
tween the FLCAS score gathered in May and
the one at the end of the fall semester (Decem-
ber and January) and z-scores were calculat-
ed. The author tried to reach three students
with the highest, second highest, and third
highest z-scores, and three students with the
lowest, second lowest, and third lowest z-scores
in order to interview both students who in-
creased and decreased FLA substantially.
However, since some students with the high
z-score and low z-score did not reply to the
author’s email, the author continued to ask an-
other student with the next highest z—score
and another student with the next lowest
z-score until that student replied. The FLCAS
scores gathered in May and at the end of the
and January), and

semester (December

z-scores are shown in Table 1 below.



Table 1
Interviewees’ Scores of FLCAS in May, Scores of FLCAS in December and January, and Z-Score

Student Scores in May  Scores in December and January Difference Z-scores of the difference
Student 1 110 60 -50 -3.75
Student 2 149 115 -34 -2.20
Student 3 128 102 -26 -1.72
Student 4 123 133 10 048
Student 5 124 139 15 0.78
Student 6 118 139 21 1.14

Interviews were conducted on Zoom from
the fourth week of February 2023 to the third
week of March 2023. All the interviews were
recorded on Zoom after obtaining the partici-
pants’ consent.

Analysis

There were two strands of the data analysis.
The quantitative data was analyzed with SPSS
program through descriptive and a one-way
repeated measures ANOVA as the score data
from the FLCAS collected at the beginning of
the spring semester, at the end of the spring
semester, and at the end of the fall semester
was normally distributed. P values < .05 were
considered statistically significant. To specify
the variables influencing students’ FLA, the
qualitative data obtained through interviews
was examined using the KJ method (Kawakita,
1967, 1970), which uses a four-step process: (a)

card making, (b) grouping and naming, (c) chart

making, and (d) explanation to categorize par-
ticipants’ responses and identify themes and
new insight. First, all responses were tran-
scribed, and meaningful messages were writ-
ten on postcards. Next, similar ideas or con-
cepts from responses were grouped together.
Each group was given a name with a single
word or short phrase. In the third phase, the
groups were arranged on a large sheet to clas-
sify the relations. Finally, each classified cate-
gory was provided with an explanation provid-
ed in the result section. In addition to analyzing
the quantitative and qualitative data, Yamaka-
wa’'s (2018) conceptual framework was dis-
cussed based on the results to see if students
can make a progress as a language learner as

the framework explains.

Table 2
Descriptive Statistics
Variable N 95 % Confidence M SD Min Max Interquartile
Interval for Mean Range

Lower Upper

Bound Bound
FLCAS scores in May 42 116.77 129.85 123.31 21 78 166 31
FLCAS scores in July 42 115.93 129.74 12283 2215 72 165 26
FLCAS scores at the -, 103.84 11968 11176 2540 60 173 34

end of the fall semester
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Results

Descriptive statistics were used to examine
the basic features of participants’ FLA levels
at three different times. As shown by Table 2,
the mean scores on FLCAS for May, July, and
the end of the fall semester are 123.31, 122.83,
and 111.76 respectively. The standard devia-
tion (SD) was 21 for May, 22.15 for July, and
2540 for the end of the fall semester, indicating
that the scores gathered in May were less
spread than the scores collected in the other
two times. Since the mean scores collected at
the three times were above 50% of the total
FLCAS score (198), it seems that participants
in this study had relatively high levels of FLA
throughout the year.

To examine whether there was a significant
difference between any timepoints, a one-way
repeated measures ANOVA was conducted.
Before performing a one-way repeated mea-
sures ANOVA, certain assumptions needed to
be met. These assumptions require that there
are no outliers in any of variables, each data is

normally distributed, and the variables have

equal variances (homogeneity of variances). Af-
ter confirming that all the assumptions above
were met, a one-way repeated measures ANO-
VA was run to compare the FLCAS scores at
the beginning of the spring semester (May),
end of the spring semester (July), and end of
the fall semester (December and January). The
mean FLCAS score at the beginning of the
spring semester was 123.31 (SD = 21), 122.83
(SD = 22.15) at the end of the spring semester,
and 111.76 (SD = 25.40) at the end of the fall
semester. These scores are significantly differ-
ent, F (2, 82) = 14.95, p < .05, n,2 = .267 (see
Table 3). According to Cohen’s (1988) recom-
mendation of partial eta squared, benchmarks
are small (1,2 = 0.01), medium (n,? = 0.06), and
large (n,2 = 0.14) effect. Therefore, the effect
size of the results was large. Pairwise compar-
isons indicated that FLCAS scores at the be-
ginning of the spring semester and at the end
of the fall semester were significantly different
(95% CI of the difference = 5.222 to 17.873), as
were FLCAS scores at the end of the spring
semester and at the end of the fall semester
(95% CI of the difference = 5.057 to 17.086) (see
Table 4).

Table 3
Test of Within-Subjects Effects

Type III Sum

Mean Partial Eta

Source of Squares df Square F Sig. Squared
Sphericity 3586.111 1793056 14945 000 267
Assumed

) Greenhouse-

Time Gt 3586.111 1.954 1835267 14945 000 267
Huynh-Feldt 3586.111 2.000 1793056  14.945 000 267
Lower-bound 3586.111 1.000 3586.111 14.945 000 267
Sphericity 9837.889 82 119.974
Assumed

Error Greenhouse- 9337.889 80114 122799

(Time) Geisser
Huynh-Feldt 9837.889 82.000 119.974
Lower-bound 9837.889 41.000 239.949




Table 4
Pairwise Comparisons

Mean

Std. 95% Confidence Interval

() Test () Test Difference (I-])  Error Sigh for Differenceb
Lower Bound  Upper Bound
2 (July) A76 2216 1.000 -5.056 6.009
1 (May)
3 (December 11548° 2534 000 5222 17
and January)
1 (May) - 476 2216 1.000 -6.009 5.056
2 (July)
3 (December 11.071* 2400 000 5057 17.086
and January)
3 (December 1 (May) -11.548" 2534 000 -17.873 -5.222
and January) 2 (July) -11.071* 2.409 000 -17.086 -5.057

While a one-way repeated measures ANO-
VA found a statistically significant change in
FLA during the academic year 2022, a qualita-
tive analysis using K] method showed what
factors raised students’ FLA levels and what
factors contributed to easing FLA. Themes
that emerged from trends in the data are
shown below.

Anxiety—-Provoking Factors

The analysis of the interview data revealed
that some students reported more FLA when
they realized that they lacked English lan-
guage skills.

Student 1: 7 was overwhelmed by the situa-
tion where the teacher speaks only
English, and I can use only En-
glish. [ have never experienced
that before.

Student 4: I felt that [ needed to study En-
glish more. When I got involved
n a group discussion, I had some-
thing that I wanted to talk about.
However, I couldn’t say it because
I didn’t know how to say it in En-
glish.

When asked what made her feel anxious in

the class, Student 5 said, “Grammar frightened
me the most.” What emerged from these stu-
dents’ opinions is that their anxiety seems to
have come from lack of language proficiency
because they did not feel confident about their
language skills and became anxious. Converse-
ly, once Student 1 felt comfortable listening to

his teacher’s English, she started to feel better.

Student 1: At first, I didn’t understand what
he (his teacher) was talking about.
Gradually, I became able to listen

to his English. That was good.

Another anxiety-provoking factor cited by a
student concerned fear of making mistakes.
Compared to other students, Student 3 was
more unwilling to speak in the class. She hesi-
tated to speak up even though she had an

opinion.

Student 3: I'm not confident about what 1
want to say. I wonder if this (her
idea) is correct. Because of this, 1
feel nervous. [---] When I shared
my opinions or thought, well, I
thought, “What if I make a mis-
take?” I had that kind of anxious
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Sfeeling.

Student 3 experienced FLA as being afraid
of making mistakes such as saying words in-
correctly. She had difficulty in sharing her
ideas in the class.

Interacting with Peers

One common thread found in the interview
sessions was support from their peers. Stu-
dents’ FLA was eased when they interacted
with other students in pairs and groups. They
mentioned that pair and group work made
them feel relaxed and open-minded. All the
participants had positive experiences of engag-
ing in pair work and group work. Student 1, 2,
3, 4, and 6 reported that their classmates sup-
ported them and contributed to creating a re-

laxed atmosphere.

Student 1: Students around me was so con-
siderate and talked to me in a way
that I can understand.

Student 2: I think that group work makes it
easter to speak up.

Student 3: In the fall semester, I could get
along with everybody, and I felt
comfortable. I felt like I've gotien
less nervous.

Student 4: People in my class never blamed
others for making mistakes, which
made the classroom environment
better. That was good.

Student 6: 1 enjoyed the English class very
much thanks to my classmates. [
felt that I could talk with them
more friendly throughout the se-
mesters. I'm glad that I could be-

come friends with them.

It appears that the relaxed environment

where students feel comfortable speaking up
and less anxious is likely related to interacting
with their peers. As Student 2 mentioned, pair
work or group work implemented in these stu-
dent-centered classes might have worked well
with regard to developing relationships be-
tween students. Peers’ attitude towards the
participants appears to play an important role

in reducing FLA.

Student 1: We encouraged each other. This
gave me the push. I did my best.
[*] When I got the correct answer
for a question, my partner ac-
knowledged that I had good En-
glish abilities. This boosted my
confidence.

Student 2: I didn’t feel anxious because my
classmates helped me solve diffi-
cult problems I could not under-
stand on my own.

Student 5: There was a student who told me
that it is okay to make mistakes.
Then, I thought, “I'm not alone.”
I felt less anxious.

Student 6: Many of my classmates were nice.
We enjoyed encouraging each oth-
er by saying, for example, “That
was close.” [--] I felt that some
students listened to me closely be-
cause they made eye contact with
me and nodded their head. These

behaviors made me feel good.

It was a common students’ behavior shared
by four participants that their classmates
helped them and encouraged them. Student 1
and 6 reported that encouragement had a sig-
nificant impact on their emotional state. In ad-

dition, it seems that peers’ attitudes such as



helping students with English problems and
comforting others by saying that making mis-
takes is acceptable contributed to reducing
Student 2 and 5's FLA. Student 6 mentioned
specific peers’ behaviors that made her feel
comfortable and relieved. It seems that show-
ing interest by nodding, making eye contact,
and listening intently made Student 6 feel psy-
chologically secure. As the semester pro-
gressed and the participants interacted with
their peers, they started to change their atti-
tude.

Student 3: I became more willing to speak.
I've gotten less nervous. I feel that
I want to speak first. That’s be-
cause people around me were al-
ways cheerful. [---] I realized that
my classmates’ English skills are
the same as mine. I'm afraid of
answering a question in front of
people with high skills. However,
we all have the same English pro-
Sfictency. I'm not so embarrassed if
I made a mistake in my class.

Student 6: [ realized that I don’t have to be
afraid of making mistakes because
it seems that a lot of my class-
mates were not afraid of making
mistakes and gave their opinions
actively. This made me think that
I should give it a try even though
my grammar and vocabulary are
not so good. [+*] I thought, “I
should feel free to say my opin-
ton.” because there was a mis-
take—friendly atmosphere in the

classroom.

Students 3 and 6 experienced emotional

change throughout the spring and fall semes-
ters. They gradually became less concerned
about making mistakes and more open to tak-
ing risks. The mistake-friendly relaxed atmo-
sphere opened their minds and motivated
them to speak up with less FLA levels. Stu-
dent 1 felt a sense of community as he learned
English with his classmates during the semes-
ters and felt more comfortable. He said, “I real-
ized that we are all friends in this class. Then,
I started to feel less anxious.”

While it was found that interacting with
peers could alleviate participants’ FLA levels,
the analysis of the interview data revealed
that opportunities to communicate with others
such as group work could have negative ef-
fects on students’ emotional state. Student 1, 4,
and 5 mentioned loneliness, awkwardness, and

pressure.

Student 1: When the teacher asked to form
groups, I didn’t know how to join
a group. 1 felt lonely because I was
alone.

Student 4: [ felt that my group members were
unwitlling to speak. So, we couldn’t
keep the conversation going. [
liked group work, though.

Student 5: There was an atmosphere where
everyone in my group depended
on me. I was not confident about
the grammar questions. But I did
my best. [-+-] I thought, “Everyone
depends on me. What if I made a

mistake.” I really worked hard.

Even though interacting with peers helped
participants ease their FLA, the results showed
that group work could make some students

feel uncomfortable in a language learning envi-
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ronment. Student 1 felt nervous when he did
not know how to join a group. Student 4’s
group members attitude demotivated him. Stu-
dent 5 struggled to receive support from group
members and was under pressure.
Resilience

Another noteworthy trend emerged from
the interview data was that some students felt
psychological safety by putting themselves in
a tough condition. In other words, they started
to feel more comfortable in difficult situations
such as speaking in front of others after they
got used to these environments. Anxiety-pro-
voking experience made student 2, 3, and 4

psychologically stronger.

Student 2: I felt less embarrassed in front of
others [-*] because I experienced
being picked by the teacher, asked
to say something, and doing the
presentation in front of everyone.
[-++] After I moved forward and
stood in fromt of everyome, I
thought, “Oh, well, Whatever, I
don’t care.” At some point, I felt
less nervous and thought, “Just do
it.”

Student 3: Probably it is important to give it
a try and get used to a difficult
sttuation. [--] If you have feelings
such as “Oh, it was easier than I
expected.” or “I felt nervous, but I
could pull it off.”, you can try it
again without anxiety next Lime.
[-+] I'm not good at presentations,
but I think I started to feel less
nervous and anxious compared to
the beginning of the (spring) se-
mester.

Student 4: I think it was good for me to be

Jforced to go to the Chit Chat Club
by the teacher. [---] I realized that
communicating in English is fun.
I had positive feelings toward En-

glish learning in the fall semester.

As these students faced challenging situa-
tions, they became able to deal with negative
emotions or stress effectively. Students 2, 3,
and 4 stepped out of their comfort zones and
placed themselves in challenging situations.
One common thread running through their re-
sponses is that their instructors asked them to
do challenging tasks. Student 2 was asked to
speak up many times. Student 3 had to give
presentations throughout the semesters. Stu-
dent 4 had to go to the Chit Chat Club, which
is a language support service in which stu-
dents practice conversational English with in-
ternational students. They had thought that
these activities would frighten them before
they engaged in the activities. However, once
they jumped in the challenging situations, they
realized that the tasks are enjoyable or easier
than they had expected. The determination
not to quit and endure helped Student 2, 3, and
4 alleviate their FLA and overcame their diffi-
culty with English learning.

Instructor’s Role

The findings revealed that students’ FLA
might have varied depending on how instruc-
tors conducted their class. Instructors who
were thoughtful, brought familiar topics relat-
ed to students’ lives in their teaching, em-
ployed communicative teaching methods, and
created a mistake—friendly environment seems
to enhance participants’ language learning ex-

perience.

Student 1: In the beginning of the semester, 1



didn’t know which group I should
join. My teacher wused random
numbers to form different groups
every ltime. This eased my anxi-
ety.

Student 3: The atmosphere in the classroom
was good. [-+-] Probably that is be-
cause we have many chances to
speak.

Student 4: My teacher used to say that we can
make many mistakes. This led to
creating a relaxed environment.

Student 5: The topics my teacher covered
were related to our daily lives.
This helped us get to know each
other. That was good.

Student 1's instructor decided how students
form groups beforehand, which made him feel
relieved because he did not know which group
he should join. Student 3 seems to have en-
joyed the communicative language teaching
approach. As mentioned above, fear of making
mistakes could increase FLA levels. However,
according to Student 4, as the instructor en-
couraged students to make mistakes without it
being a significant issue, the classroom atmo-
sphere became more relaxed. The fact that fa-
miliar topics made the communication go
smoothly and helped students connect with
each other in Student 5's class suggests that
instructors might be able to ease students’
FLA by choosing familiar contents and /or ma-
terials in their class.

In short, while perceptions of L2 competence
and fear of making mistakes had a negative
impact on student’s emotional state, it was
found that interacting with peers, developing
resilience, and instructors’ support could over-

come the negative emotions such as stress and

anxiety.

Discussion

This study examined to what extent change
of university students’ FLA occurred and what
qualitative factors influenced students’ FLA
levels and contributed to amplifying psycho-
logical safety in student’s minds. The first re-
search question asked about the change in
FLA over the 2022 academic year. The result
of a one-way repeated measures ANOVA
found a statistically significant change in FLA
during the academic year 2023. Specifically,
FLCAS scores at the beginning of the spring
semester and at the end of the fall semester
were significantly different, as were FLCAS
scores at the end of the spring semester and at
the end of the fall semester.

In order to answer the 2nd research ques-
tion asking what factors cause FLA and help
students to feel psychologically safe, qualita-
tive data was gathered through a semi-struc-
tured interview and analyzed by the KJ meth-
od (Kawakita, 1967, 1970). The qualitative
analysis revealed that some students felt anx-
lous because they were dissatisfied with their
L2 proficiency and were afraid of making mis-
takes. A similar result was reported by To6th
(2011). Toth's qualitative study revealed that
EFL students felt stressed when they tried
hard to avoid mistakes and perceived their L2
competence to be insufficient.

On the other hand, this study found that
some students appreciated mistake-friendly
atmosphere created by their classmates where
they felt comfortable sharing their opinions in
the class. These findings are aligned with pre-
vious studies (Tsiplakides & Keramida, 2009;
Tataka 2023). In the student-centered ap-
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proaches, it seems that pair and group work
were effective in reducing students’ anxiety
levels. The similar findings were found in pre-
vious studies (Young, 1991; Nagahashi, 2007;
Suwantarathip & Wichadee, 2010; Dykes, 2017).
Speaking L2 in pairs or groups was more com-
fortable for some students than speaking in
front of everyone. The way peers approached
affected Student 3 and 6's emotional state
throughout the academic year. At the begin-
ning of the spring semester, they were con-
cerned about making mistakes and afraid of
speaking English in the class. However, they
became more open to taking risks and felt
more comfortable speaking up. The results re-
vealed that peers specific attitude helped re-
ducing FLA; nodding, making eye contact, and
listening intently. The process of these stu-
dents’ emotional change could be explained by
(2018)

Their initial mindsets were filled with fear and

Yamakawa's conceptual framework.
hesitation. However, Student 3 and 6 realized
that people around them were similar to them
in terms of English proficiency, but more ac-
tive and made many mistakes. According to
Yamakawa, this was the moment when they
were exposed to a new world. The students
might have felt discomfort with the difference
between themselves and their peers, prompt-
ing them to make adjustments to their envi-
ronment. To bridge the gap between them-
selves and their peers, they attempted to
change their behavior and take more risks,
emulating their peers. Therefore, they started
to produce the language more actively. Peers’
positive attitude such as nodding, making eye
contact, and listening intently could play a sig-
nificant role in maintaining students’ psycho-
logical safety in mind. It might be possible to
say that students in this study obtained the

psychological safety by engaging in dialogue
with peers.

Another noteworthy finding is that students
reached psychologically stable state as they
put themselves in anxiety-provoking situa-
tions such as speaking in front of others. The
anxiety-provoking experience made Student
2, 3, and 4 psychologically stronger. This result
concurs with previous research which found
resilience is mental power that can alleviate
language learner’s anxiety (Shen, 2022). The
present study illustrates that while FLA raised
concerns, apprehension, and stress, anxi-
ety-provoking situations promoted persever-
ance and eventually secure feelings. The qual-
itative analysis also highlights that instructors
might have a significant influence over the
amount of anxiety each student experience.
This study found that instructors’ clear in-
structions, encouragement, helpful attitude to-
wards mistakes, and use of materials that are
familiar to students contributed to easing stu-
dents’ FLA. Correspondingly, To6th (2011) ar-
gues that instructors who provide a support-
ive environment, and employ non-threatening
teaching methods with relevant and enjoyable

topics could help students reduce their FLA.

Conclusion

This study found that college EFL learners
reduced their FLA levels during the 2022 aca-
demic year as they received the mandatory
English course held twice a week. This study
suggests that while L2 language competence
and fear of making mistakes might increase
students’ FLA, interacting with peers, instruc-
tors’ teaching approaches, and resilience might
play an important role in easing FLA. The im-

plications for language instructors need to be



considered. The results suggest that instruc-
tors should raise awareness that all L2 learn-
ers make mistakes, and that making mistakes
should not be considered embarrassing. Imple-
menting student-centered approaches are
highly recommended in language classroom,
but instructors should be sensitized to nega-
tive aspects of them. The findings revealed
that if group members are uncooperative or
dependent on others without participating in
tasks, this could increase students’ FLA. Stu-
dents are expected to help each other and
show interest by nodding, making eye contact,
and listening closely and intently. Instructors
might need to teach students how to behave
and interact with others in groups.

The present study yielded new insights re-
garding the relationship between FLA and re-
silience. This study showed that having resil-
ience allowed students to cope with FLA well.
Therefore, instructors should find a way to
cultivate students’ resilience in order for learn-
ers to be more resilient and immune to FLA.
However, communicative tasks should be im-
plemented in class carefully because forcing
students to engage in communicative activities
could worsen their anxious feelings. There are
not enough inquiries investigating the relation-
ship between anxiety and resilience (Shen,
2022). The relationship between FLA and resil-
ience should be investigated with a more pre-
cise research design. For future research, in
addition to investigating how L2 learners re-
duce FLA, it is recommended to explore how
L2 learners overcome negative effects of FLA

from the perspective of resilience qualitatively.

References

Aida, Y. (1994). Examination of Horwitz, Hor-

witz, and Cope’s construct of foreign lan-
guage anxiety: The case of students of Japa-
nese. The Modern Language Journal, 78(2),
155-168.

Alghonaim, A. (2014). Saudi university stu-
dents’ perceptions and attitudes towards
communicative and non-communicative ac-
tivities and their relationship to foreign lan-
guage anxiety. Research Journal of English
Language and Literature, 2(2), 83-101.

Botes, E., Dewaele, ]J. M., & Greiff, S. (2020). The
foreign language classroom anxiety scale
and academic achievement: An overview of
the prevailing literature and a meta-analy-
sis. Journal for the Psychology of Language
Learning, 2(1), 26-56.

Catalano, G. D., & Catalano, K. (1999). Transfor-
mation: From teacher - centered to stu-
dent - centered engineering education. Jour-
nal of Engineering Education, 88(1), 59-64.

Cohen, J. (1988). Statistical power analysis for
the behavioural sciences (2nd ed.). Lawrence
Erlbaum Associates.

Dawson H. & Phelan M. (2016). Language files :
materials for an introduction to language and
linguistics (12th ed.). Ohio State University
Press.

Dryden, S, Tankosi¢, A. & Dovchin, S. (2021).
Foreign language anxiety and translanguag-
ing as an emotional safe space: Migrant En-
glish as a foreign language learners in Aus-
tralia. System, 101, 102593.

Dweck, C. (2016). What having a “growth mind-
set” actually means. Harvard Business Re-
view, 13(2), 2-5.

Dykes, R. (2017). The effect of communicative
based teaching on foreign language anxiety.
International Education and Exchange Re-
search, 1, 37-49.

Edmondson, A. C., & Lei, Z. (2014). Psychologi-

TiE33%

137



138

cal safety: The history, renaissance, and fu-
ture of an interpersonal construct. Annual
Review of Organizational Psychology and Or-
ganizational Behavior., 1(1), 23-43.

Emaliana, I. (2017). Teacher-centered or stu-
dent-centered learning approach to promote
learning?. Jurnal Sosial Humaniora (JSH),
10(2), 59-70.

Etikan, I, Musa, S. A., & Alkassim, R. S. (2016).
Comparison of convenience sampling and
purposive sampling. American Jjournal of
Theoretical and Applied Statistics, 5(1), 1-4.

Horwitz, E. K., Horwitz, M. B., & Cope, J. (1986).
Foreign language classroom anxiety. Mod-
ern Language Journal, 70(2), 125-132.

Horwitz, E. (2001). Language anxiety and
achievement. Annual Review of Applied Lin-
guistics, 21, 112-126.

Kassem, H. M. (2019). The impact of student-cen-
tered instruction on EFL learners’ affect and
achievement. English Language Teaching,
12(1), 134-153.

Kawakita, J. (1967). Hassoho [Abductive ap-
proach]. Tokyo: Chuo Kouron Sha.

Kawakita, J. (1970). Zoku Hassoho [Abductive
approach 2]. Tokyo: Chuo Kouron Sha.

Lak, M., Soleimani, H., & Parvaneh, F. (2017).
The effect of teacher-centeredness method
vs. learner-centeredness method on reading
comprehension among Iranian EFL learners.
Journal of Advances in English Language
Teaching, 5(1), 1-10.

Martin, S., & Alvarez Valdivia, I. M. (2017). Stu-
dents’ feedback beliefs and anxiety in online
foreign language oral tasks. International
Journal of Educational Technology in Higher
Education, 14, 1-15.

Nagahashi, T. L. (2007). Techniques for reduc-
ing foreign language anxiety: Results of a

successful intervention study. Annwual Re-

search Report on General Education, Akita
University, 9, 53-60.

Sanaei, O. (2015). The effect of classroom anxi-
ety on EFL Learner’s oral narratives fluen-
cy: The case of intermediate level students.
Theory and Practice in Language Studies,
5(7), 1390-1400.

Schein, H. E. (1993). Legitimating clinical re-
search in the study of organizational culture.
Journal of Counseling & Development, 71,
703-708.

Shen, Y. (2022). Mitigating students’ anxiety:
The role of resilience and mindfulness among
Chinese EFL learners. Frontiers in Psycholo-
gy, 13, 1-11

Suwantarathip, O., & Wichadee, S. (2010). The
impacts of cooperative learning on anxiety
and proficiency in an EFL class. Journal of
College Teaching & Learning (TLC), 7(11),
51-58.

Tataka, S. (2023). Easing Foreign Language
Anxiety and Creating a Safe Space. The
Journal of Learner—-Centered Higher Educa-
tion, 12, 81-100.

Toth, Zs. (2011). Foreign language anxiety and
advanced EFL learners: An interview study.
Working Papers in Language Pedagogy, 5,
39-57.

Tsiplakides, 1., & Keramida, A. (2009). Helping
students overcome foreign language speak-
ing anxiety in the English classroom: Theo-
retical issues and practical recommenda-
tions. International Education Studies, 2, 39-44.

Tu, X. (2021). The Role of Classroom Culture
and Psychological Safety in EFL Students’
Engagement. Frontiers in Psychology, 12,
760903.

Wang, R, Hempton, B., Dugan, J., & Komives,
S. (2013). Cultural differences: Why do Asians

avoid extreme responses?. Survey Practice,



1(3)

Woodrow, L. (2006). Anxiety and speaking En-
glish as a second language. RELC Journal,
37(3), 308-328.

Yamakawa, O. (2018). Developing non-cogni-
tive skills for learners’ autonomy through
dialogue. Japanese Society for Information
and Systems in Education, 35(4), 309-311.

Yasar Yuzlu, M., & Dikilitas, K. (2022). Translan-
guaging in the development of EFL learners’
foreign language skills in Turkish context.
Innovation in Language Learning and Teach-
ing, 16(2), 176-190.

Yashima, T, Noels, K., Shizuka, T., Takeuchi,
0. Yamane, S, & Yoshizawa, K. (2009). The
interplay of classroom anxiety, intrinsic mo-
tivation, and gender in the Japanese EFL
context. Journal of Foreign Language Educa-
tion and Research, 17, 41-64

Young, D. J. (1991). Creating a low-anxiety
classroom environment: What does language
anxiety research suggest?. The Modern Lan-
guage Journal, 75(4), 426-439.

Appendices

Appendix A: Foreign Language Classroom
Anxiety Scale

(1) SEREORETHT & S HRBDS TR
(2

) HHEGEDIRZFETHE ) Z & I35 R 5%
W
(3) AEFEORFETHTOHND L) LR
Ao

(4) NEFEORETHAEDS > TWEH I LN

HECTEXwe L TORE,

b o EAEFEDOBRENDH > TH I nwER

S>TWhb,

(6) HLEFEOWEMIZHE LRV L EE X
TWBIENEL Db,

(7) MOAFEOHFHS LD L TEZ LR
S>TWh,

(8) MEFEDRETDF A P TIRZVWE
HLAE VT WD,

(9) HLEGFEOFZE CTHEAR 2 LI
TJRWER, N 712k b,

(10) AEFEO WAL Z & & Lz L & OB
72,

(11) NEFEORETEIRT A2 ANOXFLND
I SRA VRIS

(12) #HEFEORETIE, BROH T, Mo
TRIELENTLEY LEDD D,

(13) A EFEORETHA P HTTATEZS
DITHET A L\,

(14) HEFEZ A —T 4 TAE—h =Lt &
EEEL RV,

(15) AT ZETIEL TW 5 O 0BT & %
W XEEHET S,

(16) MEFEOREO T
NN

(17) XS MEFEOEEEIKRARIZL 2D,

(18) MEFEDEFETHET DIZHEYRD 5,

(19) AP HGSOMENEZVWEVWHELZ)
O TR,

(5)

WKEES vk n

BaETH5IZLTWTY

TiE33%

139



140

(20) WEFED 2 5 ATHLD ZEH512 b M
NEEXLET 5,

(21) MEFEO 7 A Ml E THIET 513 L,
RHELT 5,

(22) NEFEOREDTEHEZ I LV E VT
BWEWI Ty Uy —I3E U RV,

(23) WML D A D F HHVEFETRET DA L
FRLEEL TS,

(24) MO EORITHHERE 2563 & & HEH*
HETHEL b,

(25) NEFED 7 5 ZA 3L DD HENDTDON
TWITFEHNE) PO TH 5o

(26) OFH XY BHEFED 7 5 2D T H 5
RT 5,

27) WEFEDZ S ATHTEERELZVERE
GLL7=20D 3 5%,

(28) MEFED 7 5 2y L &HREE D T
AHLYTv 7 ALTW5,

(29) BEDEH) TN TRTHMBTE LWL
AL B,

(30) MEFEZFET720ICH TN ITE L OXE
BHIZ MR L 2w e WiTF 2w TEER
5o

(31) RADHMEFEZ GG T L OFEELE) DT
FawhreES,

(32) A—F A4 TAE—A—IIHIHLEBZE5
KNIy r7ALTwHENRAERS,

(33) JCHEAY, Hid o THE L TR oE
232 L %RET 5,



Exploring the Potential Benefits of
Integrating ChatGPT for Language Learning

Lin Yi

World Language Center, Soka University

Keywords: ChatGPT, Artificial intelligence, Language Learning, Language education

Exploring the Potential Benefits of
Integrating ChatGPT for Language
Learning

In an interconnected world, effective cross-lan-
guage communication is crucial, prompting in-
creased attention to language learning in high-
er education. Traditional methods, including
textbooks and classroom instruction, have
been supplemented by innovative approaches
such as ChatGPT, a powerful language model
developed by OpenAl (Mijwil et al., 2023). Built
on the GPT-3.5 architecture, ChatGPT engag-
es in human-like conversations (Baidoo-Anu
& Owusu Ansah, 2023). This paper aims to ex-
plore the potential benefits and implications of
incorporating ChatGPT into language learning.
By harnessing the power of this advanced Al
system, educators can enhance the language
learning experience for students, providing
them with personalized, interactive, and im-
mersive language practice opportunities.
Through this integration, students can develop
their linguistic skills in a dynamic, adaptive,
and engaging environment, fostering a deeper

understanding of the target language and lan-

guage context. Future research could focus on
optimizing Al tool integration for improved
learning outcomes and exploring ChatGPT’s
role as a personal language tutor for learners.

The arrival of the information age has wit-
nessed a proliferation of technology-based lan-
guage learning tools and resources. Technolo-
gy has revolutionized language learning by
providing learners with a wide range of digital
resources and tools. Technology facilitates
communication and collaboration among lan-
guage learners through providing authentic
materials and accessible platforms, including
discussion forums, podcasts, online quizzes,
video conferencing, and social media (Chapelle,
2001; Kukulska-Hulme, 2012). Certain technolo-
gies have experienced fleeting moments of
popularity before fading into obscurity, pri-
marily due to the inherent limitations of the
technology itself. A notable example is virtual
reality (VR) technology. The widespread adop-
tion of VR was impeded by factors such as the
exorbitant cost of VR equipment and limited
accessibility, leading to relatively short-lived
popularity in language learning. Apart from

hindrances of technology itself, Garrett (1991)

R/ — b
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highlights a primary barrier to adopting tech-
nology in language learning is the widespread
apprehension among educators. Such fear
stems from the belief that delving into the
realm of technology is intimidating and accom-
panied by various risks, especially the concern
that technology will weaken or interfere with
their control of the class. In contemporary ed-
ucation, numerous educators harbor reserva-
tions regarding the integration of ChatGPT.
For example, Cassidy (2023) highlights that
Australian universities have reverted to tradi-
tional pen-and-paper exams following instanc-
es of students utilizing Al to compose essays.
The ethical use of ChatGPT in education has
sparked a widespread debate, primarily focus-
ing on concerns regarding the potential of
ChatGPT to facilitate cheating and its adverse
effects on assessment (Cassidy, 2023). Addition-
ally, Hisan and Amri (2023) propose that ask-
ing ChatGPT a question might result in
ChatGPT providing a seemingly impressive
answer that is indeed incorrect, which is a
powerful tool for irresponsible users. The in-
formation sources of ChatGPT encompass a
wide range of available information on the In-
ternet, which is provided to the questioner
without proper discernment. Such a rough in-
formation process leads to the provision of
some Stereotypical, incorrect, or even cultur-
al-biased answers (Kohnke et al, 2023; Rett-
berg et al, 2023). As a result, certain education-
al institutions restricted the use of ChatGPT.
For instance, the New York City Education
Department (NYC) implemented restrictions
on the use of ChatGPT on school devices and
networks, thereby preventing learners and
teachers from accessing ChatGPT (Elsen—
Rooney, as cited in Baidoo-Anu & Owusu An-
sah, 2023). Although ChatGPT is accompanied

by potential risks, the reluctance to explore it
will not alter its growing popularity. Garrett
(1991) argues that technology is to serve lan-
guage learning, not vice versa. Therefore, ex-
ploring the potential uses of ChatGPT and
guiding students to properly use ChatGPT
might help mitigate the negative impacts of
ChatGPT on learning acquisition.

To obtain a comprehensive understanding
of ChatGPT, I initiated a conversation by en-
tering the prompt “Could you introduce your-
self?” The response from ChatGPT is provided
below:

“T am ChatGPT, an Al language model de-
veloped by OpenAl I'm based on the
GPT-35 architecture and have been
trained on a diverse range of texts from
the internet up until September 2021. My
purpose is to assist users in generating hu-
man-like text and provide helpful and in-
formative responses to a wide variety of
questions and prompts. I can engage in
conversations, answer questions, provide
explanations, assist with creative writing,
and much more. Just let me know how I
can help, and T'll do my best to assist youl”
Based on the above description, ChatGPT
demonstrates great possibility in facilitating
language learning, particularly in offering writ-
ing guidance and interactive communication.
In response to my follow-up prompt, “Can you
help me in language learning? If yes, in what
ways?” ChatGPT specifically highlighted the
following potential uses in language learning:
Vocabulary Expansion: I can provide
you with definitions, synonyms, and usage
examples for words you want to learn.
Just let me know the word or concept, and
T'll provide you with relevant information.

Grammar Assistance: If you have ques-



tions about grammar rules or need help
with specific sentence structures, I can ex-
plain them to you and provide examples to
illustrate their usage.

Practice Conversations: I can engage in
conversations with you to help you prac-
tice the language you're learning. We can
have dialogues where you can practice
your speaking and writing skills, and I can
provide corrections and suggestions for
improvement.

Language Resources: I can recommend
online resources, language learning web-
sites, mobile apps, or textbooks that can
supplement your learning process. I can
also suggest exercises or activities to prac-
tice specific language skills.

Cultural Insights: Language learning is
closely tied to culture, so if you're interest-
ed, I can provide information about the
culture associated with the language
youre learning. Understanding cultural
nuances can enhance your language skills
and make your communication more effec-
tive.

This section will present the implementation
of ChatGPT based on the sequence of poten-
tials outlined by ChatGPT above. The descrip-
tion of functions provided by ChatGPT in
terms of vocabulary expansion and grammar
assistance aligns with the perceptions of schol-
ars and educators. Huang and Tan (2023) sug-
gest that ChatGPT offers valuable vocabulary
suggestions, synonyms, and alternatives, as-
sisting non-native English speakers in select-
ing appropriate words for expressing their
ideas. This capability makes ChatGPT a useful
tool for producing written texts in a profes-
sional field, particularly beneficial for non-na-

tive English speakers encountering challenges

in using grammar items correctly. The system
can propose alternative sentence constructions
and identify syntax or grammar errors, en-
hancing its overall utility (Huang & Tan, 2023).
Hong (2023) further emphasizes that ChatGPT
provides detailed explanations and examples
for vocabulary usage. Notably, unlike conven-
tional dictionaries that require users to manu-
ally search for definitions and determine the
most suitable one based on context, ChatGPT
can process not just words but also larger lin-
guistic units and offer context-sensitive expla-
nations based on the user’s input sentence,
rather than merely enumerating all possible
definitions (Siu, 2023). The capability of ChatGPT
to process and respond to natural language
queries transforms the ways in which users
interact with dictionaries, leading to improved
efficiency, accuracy, and user—friendliness in
language comprehension (Liu et al., 2023). Fur-
thermore, ChatGPT demonstrated the ability
to provide examples that can be tailored to the
learner’s current language proficiency or level
of understanding. For instance, when I asked
ChatGPT “What is discrimination?”, the an-
swer is as follows:

“Discrimination refers to the unjust or
prejudicial treatment of individuals or
groups based on certain characteristics
such as race, gender, age, religion, nation-
ality, sexual orientation, or disability. It in-
volves treating someone less favorably or
denying them opportunities, rights, or
privileges based on these protected char-
acteristics. Discrimination can occur in
various contexts, including employment,
education, housing, public services, and so-
cial interactions. It is widely recognized as
a violation of human rights and is prohibit-

ed by laws in many countries.”
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The definition is clear and comprehensive, in-
volving the key aspects of discrimination.
When changing the prompt to “explain ‘dis-
crimination’ to a 7-year-old child”, the answer
is simplified as:

“Discrimination is when someone is
treated badly or differently because of
things like how they look, where they
come from, or what they believe in. It's
like if someone didn't want to be friends
with another person just because they
have a different skin color or if someone
didn't let another person play a game be-
cause they were a boy or a girl. Discrimi-
nation is not fair because everyone should
be treated kindly and given the same op-
portunities, no matter how they look or
what they believe in. We should always be
kind and respectful to everyone, no matter
how they are different from us.”

As illustrated in such an example, when ex-
plaining discrimination to a 7-year-old child,
ChatGPT intentionally avoided using complex
or advanced vocabulary. Instead, ChatGPT fo-
cused on using simpler language that is more
easily understood by a young child. Additional-
ly, ChatGPT placed emphasis on imparting im-
portant moral values related to discrimination,
such as kindness, fairness, and treating others
with respect. When I changed the prompt
again to “explain ‘discrimination’ to a CEFR
A2-level university student”, ChatGPT provid-
ed the following explanation:

“Discrimination means treating people
unfairly or differently based on things like
their race, gender, religion, or nationality.
It's when someone is not given the same
opportunities, rights, or respect as others
because of these factors. Discrimination

can happen in different places like schools,

workplaces, or even in society.

For example, if someone is not given a
job opportunity solely because of their
race or gender, it would be a case of dis-
crimination. Similarly, if a person is treated
poorly or bullied at school because of their
disability, it would also be an act of dis-
crimination.

Discrimination is considered wrong be-
cause everyone deserves equal treatment
and chances, no matter who they are or
where they come from. It's important to
promote fairness, respect, and equality for
all people. Society should work towards
eliminating discrimination and creating an
inclusive environment where everyone is
treated with dignity and given equal op-
portunities.”

Compared to the explanation of discrimina-
tion provided to a 7-year-old child, the expla-
nation of discrimination provided to a CEFR
A2-level university student using terms re-
ferred to as categories of human (e.g., “race”,
“gender”). The example provided to a CEFR
A2-level university student catered to the
school context, which acknowledged the poten-
tial discrimination faced by students with dis-
abilities. Moreover, the answer ChatGPT pro-
vided tends to advocate for the collective
efforts of society to eliminate discrimination.
The answer also indicates the importance for
university students to recognize the role of so-
ciety in fostering an inclusive environment,
which implies that ChatGPT can assist in gen-
erating awareness of users. This particular ex-
ample showcases the potential of ChatGPT in
delivering personalized explanations of specific
vocabulary, tailored to the users’ language pro-
ficiency and comprehension level. However, in

the provided example, definitions for various



ages and CEFR levels rely solely on ChatGPT’s
claim without verification. Future research
should examine the consistency of ChatGPT’s
texts against a reference corpus (e.g., CEFR
A2 wordlist, university English wordlist) to as-
sess accuracy and appropriateness across pro-
ficiency levels. This investigation will provide
insights into ChatGPT’s performance in ad-
dressing diverse language needs and offer
valuable input for refining responses to align
more effectively with specified proficiency cri-
teria.

The instantaneous response capability of
ChatGPT presents the potential for language
learners to engage in conversational practice.
Through providing customized and interactive
assistance, ChatGPT can enhance learners’
overall learning experience and increase their
participation in online conversations. Accord-
ing to Firat (2023), ChatGPT is regarded as a
valuable tool for fostering the autonomy and
self-directed learning of learners, because
ChatGPT can process and respond to users’
language input and also provide personalized
recommendations and assistance. For instance,
suppose I wish to practice having a conversa-
tion about funerals. With ChatGPT, I have un-
restricted access regardless of time and loca-
tion. By simply asking ChatGPT, “Can you
assist me in practicing a conversation about
funerals?” I received a prompt reply as follows:

Of course, I can help you practice a fu-
neral conversation. Please keep in mind
that these scenarios can be sensitive, so
let's approach them with empathy and re-
spect.

Roleplay Scenario: You meet a close
friend at a funeral.

You: [Approaching your friend] I'm real-

ly sorry for your loss. How are you

holding up?

Friend: Thank you for being here. It's
been a tough time. I'm feeling
overwhelmed.

You: I can only imagine how difficult it
is for you and your family. Is there
anything specific I can do to sup-
port you?

Friend: Honestly, just having you here
means a lot. It's comforting to
have friends who care.

You: I'm here for you, whatever you
need. Whether it's someone to talk
to or any practical assistance, don't
hesitate to reach out.

Friend: Thank you. It means the world
to have your support during this
challenging period.

You: [Reflecting on the deceased] T'll al-
ways remember [deceased’s name]
and the positive impact he/she had
on our lives. Is there a particular
memory you would like to share or
anything you'd like to say about
[deceased’s name]?

Friend: [Sharing a memory] I remember
when [deceased’s name] always
made everyone laugh with their
jokes. They had a remarkable
sense of humor.

You: That's a beautiful memory. [De-
ceased’s name] had a way of bright-
ening everyone’s day. It's a testa-
ment to their character.

Friend: Absolutely. It's heartwarming to
hear others acknowledging their
impact.

You: If you ever need someone to talk to

or if you'd like to reminisce about

[deceased’s name], please know
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that I'm here for you. We can navi-
gate this difficult time together.

Friend: Thank you. I really appreciate

your support and kind words. It
means a lot to me.

Remember, the most important aspect
of a funeral conversation is to provide
comfort, support, and empathy to the
grieving individual. Active listening, offer-
ing assistance, and sharing heartfelt mem-
ories can contribute to creating a meaning-
ful conversation during this difficult time.

ChatGPT considers both linguistic and psy-
chological aspects within the given context.
ChatGPT provided error-free conversation
and indicated the language context and usage
in parentheses (e.g., “Approaching your friend”,
“Sharing a memory”). ChatGPT also algorith-
mically recognizes emotions, intentions, and
personal opinions and perspectives thereby
providing more nuanced and empathetic re-
sponses. To prevent intercultural misunder-
standings, users can seek guidance from
ChatGPT on matters that require special at-
tention. For instance, users can inquire, “What
cultural nuances and considerations should I
keep in mind when offering condolences to an
Indian friend who recently lost their father?”.
Upon receiving this prompt, ChatGPT pro-
vides advice on navigating religious and cul-
tural diversity during conversations with an
Indian friend who recently lost their father.
The answer emphasizes the importance of un-
derstanding specific mourning rituals and cus-
toms within different communities. The guid-
ance extends to suggesting appropriate choices
for sympathy cards and flowers, advising on
respectful attire (muted or white-colored), and
cautioning against gestures, like giving a pat

on the back, that may not align with Indian

cultural norms. Such features of ChatGPT
might enable learners to use ChatGPT as a
valuable tool for various purposes in language
learning. With the assistance of ChatGPT,
learners have the opportunity to practice situ-
ational conversations that encompass various
scenarios such as break—ups, compliments, re-
jections, and complaints even in EFL contexts.
Educators and researchers should also realize
that the cultural sensitivity suggestions pro-
vided by ChatGPT are generated based on
patterns and information present in the train-
ing data it was exposed to. While the model
has been trained on diverse data, the model
may not be fully updated or exhaustive in
terms of cultural nuances and individual varia-
tions. Additionally, cultural practices can be
highly context-dependent and subject to
change over time. Therefore, the suggestions
should be viewed as general guidelines and not
as guaranteed accurate advice for every spe-
(2023),

ChatGPT can assist with numerous written

cific situation. According to Atlas

communication tasks across various domains.
These tasks include crafting comprehensive
memos for ongoing projects, composing effec-
tive emails and letters, generating personal-
1zed responses to inquiries or support requests,
creating engaging social media posts, generat-
ing speeches, and developing scripts for vid-
eos. However, ChatGPT tends to provide ver-
bose and detailed responses unless specifically
prompted otherwise (Shahriar & Hayawi, 2023).
To engage in a practice session of a short con-
versation, users should include the specifica-
tion “short conversation” within the prompt.
The ability of ChatGPT to tap into a diverse
range of internet-based information resources
allows ChatGPT to function effectively as a

search engine. Unlike a general search engine,



ChatGPT would not prioritize the sponsored
resources. Upon receiving the prompt on “give
me recourses to improve listening skills”,
ChatGPT listed a number of resources, consist-
ing of TED Talks, Podcasts (e.g., “The English
We Speak” (BBC Learning English), “English-
Classl01,” “Luke’s English Podcast,” “All Ears
English,” and “The Fluent Show.”), Audiobooks
(e.g., audible.com), English Language Learning
Websites (e.g., ESL Lab (esl-lab.com) and Ran-
dall's ESL Cyber Listening Lab (esl-lab.com)),
Language Exchange Platforms (e.g., iTalki (ital-
ki.com) and Tandem (tandem.net)), English TV
Shows and Movies, Active Listening Exercises.
ChatGPT also emphasized that improving lis-
tening skills takes time and consistent practice
and encouraged the user to regularly be ex-
posed to spoken English. According to
ChatGPT, the resources ChatGPT provided for
improving listening skills are general recom-
mendations based on commonly known meth-
ods for language learning and personal devel-
opment. That is, those resources are not
specific to any particular date but are widely
recognized as helpful for improving listening
comprehension. When searching for language
learning resources on a search engine, numer-
ous listings appear, predominantly from cer-
tain language learning websites with a some-
what commercial orientation, such as online
courses and paid foreign language chat rooms.
The current algorithm of ChatGPT adheres to
a policy of not prioritizing sponsored content.
Kovacevic (2023) proposes that the recommen-
dations provided by ChatGPT can be generat-
ed based on learners’ individual interests and
language proficiency levels, thereby enhancing
the learning experience with a personalized
and tailored approach that caters to learners’

specific needs.

In terms of cultural insights, as discussed
earlier, ChatGPT can provide guidance on mat-
ters that require special culture-related atten-
tion when interacting with individuals from
different cultural backgrounds. Additionally,
ChatGPT is capable of offering insights into
various cultural customs based on specific
prompts. For example, users can ask questions
involving “Could you explain the traditions and
practices associated with omiyage culture?” or
“What are considered sensitive topics in Amer-
ica? However, a recent study conducted by
Cao et al. (2023) indicates that when prompted
with the American context, ChatGPT demon-
strates a significant alignment with American
Cao et al. (2023) suggest
that the adaptability of ChatGPT to other cul-

tural contexts is less effective. Furthermore,

culture. However,

Cao et al. (2023) argue that employing English
prompts tends to diminish the variance in
model responses, effectively mitigating cultur-
al differences and tilting toward American cul-
ture. Aligning with Cao et al’s (2023) research,
Kasneci et al. (2023) suggest that large lan-
guage models may perpetuate and amplify ex-
isting biases and inequities, potentially harm-
ing teaching and learning processes. If a model
is trained on biased data, it may yield unfair or
discriminatory results, overlooking local knowl-
edge about minorities or specific cultures. En-
suring diverse and representative training
data is crucial. Future research should assess
ChatGPT’s accountability in providing cultur-
ally sensitive insights and suggestions. Accord-
ing to Kohnke et al. (2023), the majority of the
text within the ChatGPT database originates
from an English corpus and is subsequently
translated into other languages (e.g., Chinese,
Japanese). This characteristic of ChatGPT rais-

es concerns in the realm of language educa-
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tion. Particularly, learners are likely to come
from diverse cultural backgrounds and may be
unaware that ChatGPT is not culturally neu-
tral. Therefore, comparative research can be
conducted to analyze variations in responses
generated using prompts in different language.
In addition to bias and fairness, the rise of
ChatGPT has also brought about other chal-
lenges, including the difficulty of discerning
between verified knowledge and persuasively
written but unverified model output. Given
ChatGPT’s ability to convincingly present in-
formation from various web sources, students
may struggle to distinguish between accurate
and inaccurate details (Kasneci et a., 2023). To
tackle this issue, it is vital to educate users on
critical information evaluation, fostering skills
in exploration, investigation, verification, and
corroboration. Ensuring the trustworthy and
responsible use of models requires continuous
efforts in transparency, bias mitigation, and
monitoring (Kasneci et al., 2023).

Apart from the potential of ChatGPT in facil-
itating language acquisition, a recent study by
Ali et al. (2023) examined the impact of
ChatGPT on learning motivation and found
that the participants in their study perceived
that using ChatGPT could enhance Foreign
Language (EFL) learners’ motivation for learn-
ing language. According to Ali et al (2023),
ChatGPT is considered the triggering of the
various types of motivation, to manage their
learning independently, gain self-confidence,
obtain fun and enjoyment, create interest, in-
teract with speakers of the language and ea-
gerness to get a job in future, respectively.
Hong (2023) also suggests the importance of
exploring the effects of ChatGPT on learners’
language acquisition, which includes formulaic

sequences, changes in learner motivation, con-

fidence in language use, and language apti-
tudes. Meanwhile, the potential negative im-
pacts ChatGPT might bring to language
learning should also be considered. When in-
putting the prompt “What are the potential
negative impacts you might bring on language
learning?”, ChatGPT listed the following points:

While I strive to be a helpful language
learning tool, there are a few potential
negative effects that you should be aware
of:

Lack of Authenticity: As an Al language
model, I generate text based on patterns
and examples found in the data I was
trained on. While I aim to provide accurate
information, my responses may not always
reflect the most up-to-date or context-spe-
cific nuances of a language. It's important
to consult native speakers, language teach-
ers, or other trusted resources to verify
and supplement the information I provide.

Overreliance on Assistance: Relying

solely on an Al for language learning may
hinder your ability to independently navi-
gate the language. It's crucial to practice
with native speakers, engage in real-world
conversations, and actively immerse your-
self in the language through authentic ex-
periences. A balanced approach, combin-
ing Al assistance with other learning
methods, is recommended.

Limited Speaking Practice: As an Al
text-based model, I don't have the ability
to listen to or evaluate spoken language.
While I can help with written language,
it’s important to engage in regular speak-
ing practice with native speakers or lan-
guage partners to develop your pronunci-
ation, fluency, and conversational skills.

Lack of Contextual Understanding: Lan-



guage learning involves more than just
grammar and vocabulary. It requires an
understanding of cultural context, idiomat-
ic expressions, and appropriate language
use in different situations. While I can pro-
vide information on these aspects, it's im-
portant to supplement your learning with
cultural immersion and exposure to re-
al-life situations.

Remember, while I can be a valuable
tool in your language learning journey, it’'s
essential to use me as a complement to
other resources and real-world practice.

Overreliance on ChatGPT may impede inter-
cultural competence and nuanced cultural un-
derstanding. To mitigate this, teachers should
guide learners in the appropriate use of
ChatGPT, fostering critical thinking and a bal-
anced perspective on language and culture
(Kohnke et al., 2023). While ChatGPT’s integra-
tion offers efficient language education, future
research should focus on the evolving role of
educators and language pedagogy. Exploring a
hybrid approach that combines Al-driven
learning with human guidance can enhance
language education, but it is crucial to acknowl-
edge that ChatGPT should complement, not
replace, human connection and cultural immer-
sion for comprehensive language acquisition.
Researchers should continue investigating
synergies between Al and human instruction
to optimize language learning in an intercon-
nected world.

In conclusion, the integration of ChatGPT,
an advanced Al language model, into language
learning has the potential to revolutionize the
means learners acquire a new language. By
harnessing the power of ChatGPT, educators
can enhance the language learning experience

for students, providing them with personal-

ized, interactive, and immersive language
practice opportunities. ChatGPT offers various
benefits, including vocabulary expansion,
grammar assistance, practice conversations,
access to language resources, and cultural in-
sights. Despite the potential benefits, concerns
have been raised regarding the use of ChatGPT
in education. Educators can play a crucial role
in ensuring that ChatGPT is used as a tool for
learning and enhancing language skills rather
than as a means to undermine academic integ-
rity. Navigating the considerations and guid-
ing learners in the appropriate use of ChatGPT
allow learners to reap the benefits of ChatGPT

in learners’ language learning journey.
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Introduction

In the fall semester of 2021, I did away with
writing assignments for my undergraduate
history course. In their stead, I introduced vid-
eo—recorded oral examinations as the primary
method of evaluating students’ understanding.
As a historian who believes in the power of
reading and writing, I came to this decision
with not only excitement, but also much anxi-
ety. I went ahead nevertheless, because I had
been sick of what I felt I was doing with writ-
ing assignments, namely, policing students.
This article details this transition that I made,
from inspiration to preparation, to execution,
and to post-exam reflection with students
about their recordings. There are many re-
sources available about oral exams both in
pedagogical journals and institutional web pag-

es. But they tend to only focus on the pluses

and minuses of this assessment method in the
abstract. Moreover, none of these sources dis-
cusses video recording exams like I did. In the
pages below, therefore, I will share what I did
step by step, with concrete examples from my
experience where it is helpful.

So far, I have given oral exams to fifty-six
students in three different courses. Now I have
the sense that I am helping students grow in-
tellectually, instead of finding fault with their
writing (or their cribbing), and that students
are more engaged in the course materials. Oral
exams made my teaching more rewarding and
effective, and I think they have the potential to
do the same for many other college instruc-
tors. I think they do so particularly now, when
we see continually advancing internet technol-
ogies—Wikipedia, Google Translate, and now
ChatGPT—forcing us to rethink authorship
and what it means to express ideas in one’s

own words.

* 1 would like to thank my colleagues at the Faculty of International Liberal Arts of Soka University and Daniel

Sasaki, in particular, for their collegial discussions on teaching. I am also thankful to Amin Ghadimi at Osaka

University for his comments and suggestions on an earlier draft of this article. I owe a debt of gratitude to

the four students who gave me permission to use the pictures of their exams (see page 159), and all the other

students who participated in my oral exams.
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Inspiration

I am a historian of modern Japan, and I start-
ed my full-time teaching career in April 2019
at the Faculty of International Liberal Arts
(FILA) of Soka University. We teach all classes
in English in our faculty, and our student body
is composed of Japanese and international col-
lege-aged men and women, many of whom do
not speak English as their native language. I
teach all the history courses of the faculty, pri-
marily on modern East Asia and World Wars.
As a historian, I believe history is about evi-
dence-based interpretation of the past. The
historian collects what was produced in a par-
ticular time period that interests them—news-
papers and diaries, for example—and makes
empirical judgments about what happened in
that period or what ideas and values motivat-
ed its people. They should be open to feedback
and questions from other historians and de-
fend or revise their original conclusions ac-
cordingly. While I am aware that very few stu-
dents pursue a career as a professional
historian after graduating from FILA, I still be-
lieve these skills required of the historian
would help students constructively work with
others and make fully informed decisions,
whether professionally or personally, after
graduation.

Teaching these crucial skills of the historian
has been my guiding principle as I prepare
course materials and design ways to teach
them. Because I want my students to interpret
the past with reason and evidence, rote learn-
ing has no place in my pedagogical toolkit.
When I came to Soka, I used to give take-
home writing assignments for midterms and

finals. In these essays, students were given

about a week or two to put together the course
materials and formulate an argument in re-
sponse to my prompt. In more advanced-level
courses such as seminars, I would incorporate
other writing exercises, such as editing Wiki-
pedia, to train students to constructively take
other people’s feedback on their written work
(Yoshie, 2020). I enjoyed all aspects of giving
take-home writing assignments. They ranged
from teaching students how to write effective-
ly, to coming up with a challenging essay prompt,
to strategically answering students’ questions
about my prompt before the deadline for sub-
mission.

Until the grading started, that is. The lack of
enthusiasm about grading came in part from a
healthy professional obligation to assess stu-
dents’ work with utmost fairness. But I felt
hesitant also because I would get constantly
distracted by students’ writing problems. They
can be minor mistakes, including misspelled
words, wrong formatting, and grammatical
confusion (“Didn’'t I tell them to use Word’s
spelling and grammar checker?” I would won-
der). Others were more serious, such as close
paraphrasing and word-for-word plagiarism.
It is impossible to detect all these problems,
but sometimes you could sense something
amiss in a student’s writing. I once found one
essay that reproduced the text from an En-
glish-language Wikipedia entry. Elsewhere,
another student’s writing sounded too Japa-
nese in phrasing and included information we
did not discuss in class. It turned out that the
student found a Japanese source online and
rendered its text into English with Google
Translate. I spoke to both students in person
and penalized them accordingly, but having
these conversations was never a pleasant ex-

perience. When I read students’ writing, I



would feel like I was policing them and staying
alert not to be cheated. This was very sad be-
cause I believed I should appreciate students’
hard work and intellectual growth instead.
The grading season would feel as if it lasted
forever.

So when the spring semester of 2021 ended,
I was exhausted, just like I had felt at the end
of every other semester before it. After weeks
of forgetting about teaching, I began preparing
for my fall semester courses. I looked forward
to going back to the classroom, where I meet
with students and help them grow by sharing
my thinking and encouraging them to share
theirs. When my preparation turned to think-
ing about writing assignments, though, my ex-
citement subsided. I momentarily considered
doing in-class, instead of take-home, written
exams. But I dropped the idea partly because
I believed you cannot craft a nuanced argu-
ment when closely monitored and given only a
few hours at best. Also, as long as I evaluated
written work, I knew I would continue to be
unfairly critical. Plus, with hybrid teaching still
in place, it seemed impossible to monitor stu-
dents through a Zoom screen.

If I knew I would enjoy verbally exchanging
ideas with students, why don’t I, it then oc-
curred to me, make fuller use of that and turn
it into the primary means of evaluation in-
stead? It made sense to me also because I al-
ways felt I would grasp a student’s compre-
hension most effectively when speaking to
them, whether in class discussions or alone in
my office. And as soon as I came up with this
method, I decided to incorporate video record-
ing technology into it. I did so not only because
I wanted to hold myself accountable and be
able to explain the grades I would give to stu-

dents. But more importantly, I was convinced

that students would learn a lot by watching
themselves. This conviction was mainly due to
my experience during COVID-19: I recorded
my lectures and shared them with students so
they could watch them anywhere, anytime. It
was the first time I recorded myself in profes-
sional settings. As soon as I saw myself on the
podium, I flushed with embarrassment—at my
nervous demeanor, incoherent speech, and ev-
erything else I had not imagined my profes-
sional self would be doing. It was a rare learn-
ing experience. I figured students could benefit

from something similar.

Preparation

As I began to prepare for the oral exam, I
learned that many college instructors in vari-
ous disciplines incorporate the method in their
teaching. Some share their experience in peda-
gogical journals and online resources for uni-
versity teachers (e.g., Huxham, M. Campbell,
F., & Westwood, J., 2012; Hamilton College Oral
Communication Center, n.d.). Many of these au-
thors agree on several things about the bene-
fits and risks of the oral exam: it can be effec-
tive in determining students’ comprehension;
it can minimize cheating and perhaps encour-
age students to prepare more than written ex-
ams because they are more nervous. On the
other hand, oral assessment could be unfair as
different students are asked different ques-
tions. While all this advice helped get me start-
ed, no one talked about practical aspects of the
oral exam or provided details on how the exam
went for these authors. I was particularly in-
terested to learn more about what questions I
should ask and how I judge a student’s under-
standing (some authors share rubrics, but ru-

brics always feel too general to me). I knew 1
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had to do it myself to find answers to my ques-
tions.

The course where I introduced oral exams
was “International History in the Twentieth
Century.” For this semester, I chose to situate
Japan at the center of the discussion. The
course was meant to examine modern Japan's
rise to power in East Asia as an empire with
colonial possessions in the first half of the
twentieth century, the eventual collapse of the
empire in the summer of 1945, and the nation’s
subsequent reentry into the international com-
munity as a junior partner of the US in the
Cold War. Before each class, enrolled students
were assigned a primary source document,
such as the Communist International’s critique
of the Japanese political and economic system
in 1932 (known as the “1932 Theses”) and a
string of secret agreements between Japan
and US on nuclear weapons and the reversion
of Okinawa in the 1960s. My plans during the
class were to spend half its 90-minute session
lecturing about the historical context of the
homework text and the other half facilitating
group work. This course met two times a
week, with a total of 30 meetings (15 weeks). It
was open to all Soka University students who
either had a minimum English requirement
(TOEFL iBT score of 70 or its equivalent) or
had previously completed a college-level histo-
ry course in English. Twelve students enrolled
in the course. They were composed of equal
numbers of sophomores, juniors, and seniors.
Eight of the dozen students identified as Japa-
nese, and the remaining four were internation-
al. One student attended classes online through
Zoom,

Since I assumed most students had never
taken an oral exam, I thought it was essential

to lay out my expectations. Figure 1 below is

the PowerPoint slide that I used to discuss the
oral exam in the course’s first meeting on Sep-
tember 15, 2021. In the top section of the slide,
“What I hope you will get,” I conveyed my ped-
agogical goals to the students. Here I explained
that video recording and reviewing our exams
should help us gain insight into our under-
standing of the course materials. As I shifted
to the section below, “What I do not evaluate,”
I clarified that this exam was not about judg-
ing fluency or personal traits. The visual col-
lection of manuals and essays on the oral exam
at the bottom of the slide was my effort to re-
assure the students—and, in retrospect, my-
self—that the oral exam is an established
teaching method in college education. At the
same time, I confessed that I was going out of
my “‘comfort zone” as this was my first time
giving such tests. I said this not to make an
excuse in advance but to let the students know
that I would maintain “flexibility & openness,”
where I would love to hear their suggestions
and feedback throughout the semester and in-
corporate them whenever possible. I then add-
ed that because it was likely that I would make
changes to the format and evaluation of the fi-
nal exam based on our experience in the mid-
term, I would at least hold to the principle of
“transparency” and always explain the reasons
for my decisions. Before the first class, I was a
bit worried that candidly admitting I had nev-
er managed an oral exam before might strike
students as irresponsible and even scare them
away. But apparently, that was not the case, as
all the twelve students remained enrolled and
seemed intrigued by this new challenge.

In regular class meetings, I tried to familiar-
ize the students and myself with the midterm
oral exam scheduled for November 3. So we

spent most of the group work sessions simulat-



What | hope you will get:

What | do not evaluate:
v English fluency

Hamilton

THE RISKS AND

v Understand the course materials well

v’ Be able to express your thoughts in your own words

v’ Be familiar with official interviews

v Difficulty & joy of going out of your (...my) comfort zone

v’ Personality (shy, talkative, etc.)

Flexibility &
openness

O

transparency

REWARDS OF

ORAL EXAMS

Exam recorded
(not to be shared
in public)

Figure 1: A PowerPoint slide explaining my policy on the oral exams, given in the first class of the
International History in the Twentieth Century course on September 15, 2021.

ing the exam. At first, I asked the students to
formulate possible exam questions about the
homework text of the day and pose them to
each other in pairs. This activity, though, did
not help students get a good idea of my expec-
tations. So I involved myself more in their
group work and made student pairs ask me
their prepared questions in front of the class. I
would do my best to answer these questions so
that students could learn how best they would
answer them. I then reviewed the questions in
front of the class, explaining which ones were
the type of questions I would ask in the exam
and which ones were not, and why. For exam-
ple, in response to one student pair’s question,
“What was the year when Matthew Perry
came to Japan?” I said I did not know the exact

year (1853), nor did I expect exam takers to

memorize it. What would interest me instead
was the timing of the event. So I would re-
phrase the question and ask, say, “Which event
came first, Perry’s visit to Japan or the Mexi-
can-American War? And how did one affect
the other?” (the US victory in the war [1846-
48] led the US to annex California, which
opened up the Pacific Ocean and Japan for
American sailors, hence Perry’s visit to negoti-
ate for US trade with Japan). As students be-
came acquainted with my expectations, I also
began asking students questions myself, and
we would follow up the Q and A with a discus-
sion of the students’ answers, commenting on
what the students did well and what they
could have done better.

Outside the classroom, I pondered how ex-

actly I should ask questions during the exam. I
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could not just ask the same questions to all
students or improvise questions on the spot
without preparation. Neither seemed feasible. I
elected to find a middle ground: before the
midterm, we covered nine broad themes—
such as “Meiji Restoration and Global Capital-
ism” and “Marxism in East Asia’—with a cor-
responding homework text or two. Since I had
notified my students that the exam would take
20 minutes for each, it made sense to me to
pick three of the nine themes at random in
each exam and ask questions about the three,
with approximately six to seven minutes for
each theme. So, before the exam, I typed out
all the possible questions I might ask in each of
the nine categories and marked the critical
passages or phrases in homework texts with
Post-it notes and a highlighter. My plan, how-
ever, was to forget about these typed-out
questions once the exam started and let myself
improvise questions in response to what stu-
dents would say.

Last but not least, I had to figure out the lo-
gistics. This entailed coordinating exam times
with all the students well in advance and in-
forming them of other details—whether it
would be a closed book exam (yes), where it
would be held (my office), etc. The day before
the exam, I was in my office bustling around
and making it viva-friendly: rearranging ta-
bles and chairs, placing a digital clock where
the examinee and I could see it, and testing

Zoom's recording function.

Execution

Our midterm oral exam started on Novem-
ber 3, 2021. Many students were, quite under-
standably, nervous. I thought it essential to

break the ice so that the students can perform

to the best of their ability. I thus tried to be
friendly and curious and make our exams as
interactive as possible. I met, for example, ev-
ery examinee outside my office and walked
them inside. I sometimes let students pick a
homework text or a broad theme they wanted
to discuss. When a student was giving a re-
sponse, I made sure to demonstrate affirma-
tion by nodding in agreement and throwing in
words like “mm-hmm,” “ok,” and “great.” I
thanked students when they finished their re-
sponse. See Figure 2 below for pictures of my
oral exams.

My questions were meant to gauge students’
comprehension of the homework texts within
their historical context. I often started an exam
by asking students specific questions about a
text. I would, for example, present a student
with a copy of the 1932 Theses, with its open-
ing sentence marked with a Post-it and a high-
lighter. The sentence read, “The robber war
unleashed by Japanese imperialism is plunging
the masses into a new historical crisis.” I would
ask the student to elucidate the sentence for
me. I might then ask follow-up questions re-
garding the broader historical context of this
text, adjusting their level depending on the
student’s initial response. If the student ap-
peared confused about the passage, I might
ask, “What do you think they mean by “robber
war'®” If I found the student’s initial answer
perceptive, I might challenge them by saying,
“Outside of Japan, how did communism change
the world?” I never had to worry about what
questions to ask. Once I sat with a student for
the exam, questions occurred to me one after
another.

Likewise, grading students’ performance
was far easier than initially expected. I gave

the course’s 12 students three As, three Bs,



Figure 2: Screenshots of oral exams | hosted in the fall semester of 2021 and the spring semester of 2022 in
my office and through Zoom. For the discussions of texts in Zoom, | shared my computer screen
and manually highlighted key passages to ask questions. Used with permission of the students.

four Cs, and two Ds. None received a failing
grade of “F” (I did not share the grades on the
spot but waited till we met again in the
post-exam sessions, which I will discuss in
more detail in the following section). The intu-
itive benchmark I found useful was quite sim-
ple: how smoothly I can communicate with a
given examinee. The conversations with the A
students were lively, with questions and an-
swers quickly back and forth. Those with less
successful examinees felt more awkward, with
moments of silence here and there. To illumi-
nate my grading criteria more concretely, it
helps to share an example. Below is an excerpt
from the exam session I had with one of the

twelve students, for whom I gave a grade of C:

EXAMINER (me): If you describe the 1932

Theses in a few words, how do you de-

scribe it?

STUDENT: Um...

EXAMINER: Ok, so...what about...one
can say that its authors are very critical of
Japan. What was wrong with Japan for

these authors?

STUDENT: It is about a secondary revolu-
tion...the first one is a democratic revolu-
tion. This one is against...dictatorship,
maybe. At the time in Japan, this means
emperor. The second revolution is a prole-
tariat revolution, a step forward to...actu-
ally finalizing communism. This is basical-

ly what I understand.
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EXAMINER: Ok, that’s great. Can you
perhaps summarize what you said? Why
did the authors of this text hate Japan so

much?

STUDENT: The Theses denies the au-

thority of the emperor.

EXAMINER: Ok, why did the authors not

like the emperor?

STUDENT: What's that?

EXAMINER: I mean, you said that the
1932 Theses denies the emperor, or we re-
ferred to this as “monarchy” in class. Why
did its authors hate the Japanese monar-
chy?

STUDENT: Hate the monarchy...um...
monarchy...Because they had a rank, dif-
ferences between people. They pursued to

be “everyone is equal.”

EXAMINER: I agree. Actually, I'm also in-
terested in what you just said, “Everyone
is equal.” Some people thought commu-
nism had great ideas, and communism be-
came influential in the first half of the
twentieth century. Why? What was hap-
pening in this period that made commu-
nism particularly attractive to many peo-
ple? [-+]

The main factor in my evaluation here was the
student’s difficulty answering my questions. I
ended up asking three times why the 1932
Thesis was critical of Japan because I did not

feel that the student gave a coherent answer.

Put differently, the student’s understanding of
the text and its background was unsatisfacto-
ry. The student, for example, was not prepared
to paraphrase the text. They did mention such
key terms as “proletariat revolution,” but be-
cause the student did not explain the term or
use it to develop their answer, they struck me
as parroting my lectures. I gave a grade of A
or B when a student had none or fewer of
these issues. The student cited above, on the
other hand, did say something relevant to the
topic of the conversation, whether it was “pro-
letariat revolution” or “differences between
people.” This demonstrated a basic under-
standing of the course materials and some
preparation for the exam. Other students who
received a lower grade of D gave even feebler
responses.

Of everything I did, I was happy that we
recorded our exams. It was not only pedagogi-
cally useful for what we did afterward (which
I will discuss later). But because I knew I could
review the exams in recordings later, I was
able to focus on communicating with a student
in front of me. I did take notes occasionally,
mainly to record my provisional evaluation of
an examinee. But I just typed brief reactions
such as “A or B?" and “Well summarized on
Okinawa; A+.” Without recording, I would
have been more distracted by the urge to write
down everything an examinee said for the pur-
pose of documentation. Recording helped me

stay engaged in the moment.

Reflection

Once the exams were complete, I watched
all the students’ Zoom recording to officially
decide on the grade for each examinee. I then

edited the four-hour video into twelve clips of



20 minutes and sent the students their part of
the exam recording. The students were then
instructed to watch and review their perfor-
mance to prepare for their other 20-minute
individual session with me scheduled for No-
vember 10, one week after the exam. Just like
I had learned a lot about my professional self
through video recording and watching it, I
wanted to make this a learning opportunity for
my students. Besides, I wanted to meet with
them individually to give their grades and ex-
plain my reasons. I figured such conversation

could help students ask me questions on the

spot and move on constructively to studying
for the remaining part of the semester. To en-
sure success in this conversation, I asked my
students to answer the questions I put togeth-
er in what we referred to as the “Oral Exam
Performance Review” (hereafter, “Review”)
sheet and submit it to me in the morning on
the day of the meeting. A copy of this form is
reproduced below as Figure 3.

Based on the Reviews and the following con-
versations with students, I would say that
their reaction to the oral exam was generally

positive, with some important qualifications. I

portal site by 7 am on the day of your i

International History in the Twentieth Century, fall 2021

Oral Exam Performance Review

*Please fill out this form as completely and thoughtfully as possible, and submit this sheet to our

dividual review

on Wed. 11/10 or Fri. 11/12.

to learning” (40%).

Your name:

preparation for this oral exam?

How well and deeply you reflect on your own performance will be evaluated as part of "Commitment

The strengths of your performance (i.e. what you think you did well)

The weaknesses (i.e. what you think you did poorly)

Describe your experience (Was it fun, intimidating, etc.? Make sure you explain you
reaction, like what exactly was intimidating about the exam)

Compared to preparation for written exams, was there anything you did differently in

Compared to written exams, how effectively/poorly do you think the oral exam
evaluated your understanding of the course materials?

Do you have any suggestions or comments about this exam? Or any questions you wish
to ask me in the individual review session?

Figure 3: The list of questions | asked my students to answer about their
performance in the oral exam in preparation for their review meeting

with me.
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was glad to learn that many were excited
about this new evaluation method and enjoyed
the opportunity to have an intellectual conver-
sation with an instructor. One third-year stu-
dent said it was “the most enjoyed exam I had
during my university so far.” Another third-
year student put it more descriptively: “I felt
great in the sense that the examiner and ex-
aminee were being extremely in [the] present,
be in flow, throwing the ball.” Through the
exam, many students also grasped my ap-
proach to history. A senior student said they
were “overwhelmed by all the questions that
asked the essence of the matter.” A sophomore
wrote in their Review, “To answer orally, I
think students naturally use their own words
because there are no materials, and they can’t
copy the sentence from them.”

On the other hand, some students were
bothered by the psychological strains of a
face-to-face examination. A few examinees
mentioned that the exam time of 20 minutes
needed to be longer to make students feel at
ease. A near—native international student de-
scribed themselves as “someone who does not
like to talk” and remarked that “I [---] think a
written exam would be more effective just be-
cause I would feel a bit more comfortable and
think I would have more time to elaborate [on]
my answers.” A few Japanese students addi-
tionally mentioned the possible language fac-
tor, saying that the oral exam adversely affect-
ed their performance because verbalizing their
thinking in English was more challenging than
putting it in writing.

As students shared feedback in Review
sheets and in person, I noticed that the atmo-
sphere was positive and friendly throughout.
Back when I had assigned essays, students did

see me with their opinions, often because they

were unhappy with the grade I had given to
their written work. In such cases, I would re-
act defensively, and our conversation would
get awkward. None of that happened this se-
mester with the oral exam, and giving the
grades and discussing the pluses and minuses
of an oral exam with students went amicably
and fruitfully. This was partly because I forced
all 12 students to share their thoughts—some
students had been angry in earlier semesters
partly because they were not automatically
allowed to ask me questions and express their
reactions. But I also attribute this difference to
the unique features of a recorded oral. In writ-
ing assignments, some students produced a
well-meaning but misguided or poorly sub-
stantiated argument and received a lower
grade than they believed they should deserve.
They spent hours writing that argument and
would feel aggrieved at my negative evalua-
tion of their basic assumptions or ways of writ-
ing. Such unfortunate misunderstanding was
unlikely to occur in the oral. During the exam,
I kept the conversation on course, bringing the
student back when they digressed; or I asked
them to clarify their answer when I judged it
unfounded. Moreover, by watching their per-
formance on tape after the exam, students
were made to analyze themselves objectively.
This humbling experience made many stu-

dents receptive to my feedback.

Epilogue

After the midterm, I evaluated students in
five oral exams in three courses. I continued
using many of the methods I described above,
making modifications as I saw fit. For the final
exam in the International History in the Twen-

tieth Century course, for example, I increased



the exam time from 20 to 30 minutes to thor-
oughly evaluate each student (I then switched
it back to 20 minutes in the following semester
as I discovered that 20 minutes was more than
enough to confidently determine a grade.) At
the beginning of a new course in the next se-
mester of spring 2022, I showed part of the
video recording of one of the 12 students de-
scribed above, with the prior permission of the
student. This helped a new cohort of students
get a good idea of my oral exam. In every oral
exam, I found myself feeling useful as a teach-
er. I got very tired afterward, but I never
burnt out.

If you are a college teacher and find my ac-
count interesting in some way, I encourage
you to incorporate oral exams into your teach-
ing portfolio. Of course, every teacher teaches
in different settings with varied objectives.
One possible limitation of my oral exam peda-
gogy Is its inability to adapt to a large student
size. In the introductory course of “Principles
of History,” I gave oral exams to 36 students
(albeit without review sessions), which, to me,
was still better than reading 36 essays. I would
happily opt for a viva unless my class size ex-
ceeds somewhere around 50. But it is probably
not feasible to orally test a class of 80 or 200
students, for instance. It would be logistically
daunting and highly time-consuming. How my
experience applies to other college instructors
is one area for further consideration.

In this connection, the reader may have no-
ticed that I have talked at length about how 7
felt as I experimented with this new pedagogy.
I recognized the dominance of this embarrass-
ingly self-congratulatory tone when I was half-
way through my writing. Yet, I decided to
complete the rest of this account in the same

manner because I believed there must be

something useful to other college teachers
about my trying to find a teaching method
meaningful to me. As college teachers, we
teach to help students grow intellectually. So,
theoretically, it does not matter whether or not
we are engaged in what we do as long as stu-
dents get what we want them to get. In reality,
though, it is difficult to engage students when
we are not passionate about what we do. To
put it differently, if we don’t care about what
we teach or how we teach it, why do we teach
in the first place? Most students probably have
better things to do than sitting in front of
someone incurious about what they are doing.
So here I conclude my pedagogical journey to-
wards (to me) engaged teaching, in the hope

that it helps other teachers navigate theirs.

References

Hamilton College Oral Communication Center.
(n.d). Using Oral Exams to Assess Students’
Understanding. https://www.hamilton.edu/
academics/centers/oralcommunication/fac-
ulty-resources/faculty-page-6.

Huxham, M. Campbell, F., & Westwood, J.
(2012). Oral versus Written Assessments: A
Test of Student Performance and Attitudes.
Assessment & FEvaluation in Higher Educa-
tion, 37(1), 125-136.

Yoshie, H. (2020). Rekishi no jugyo de wikipidia
o tsukatte mita (kekkyoku wa rekishi towa
nanika o honki de oshieteita) [I tried using
Wikipedia in a history class (and ended up
zealously teaching what it means to study
history)]. University Current Review, 395,
92-95.

BELK— b



164

The Journal of Learner-Centered Higher Education

RERTE

20114F 6 H 21 H il
20134£10H 15 H &ET
20194 9 H10HEET

AR 2 AR B AR (DUT. THE] L \v9,) X, [The Journal of Learner-Centered Higher
Education] Z#i%k - FIT T 272D TORBEL ED 5,

1. B®Y
FREIX, SEHE YR I T 2 EEBWN - e RE L. BURE~DKFEEZHIE LT [The
Journal of Learner-Centered Higher Education] #4793 5%,

2. &
BHEDSTAT ¢ A 22k 0 % FriE. [The Journal of Learner-Centered Higher Education] &4 %,

3. TI4TH#AR
AlE AT ETFATL. FATEIHE, BAE LT3 HRHET %,

4. TIITEH
REEMRE X, BN KL ZF M [The Journal of Learner-Centered Higher Education]
MmELZES (UT. TMERZBS] L)) 2RITTITH.

5. REZRES
mELZRRE, WMELZRROEGZ D o TS 2,

6. WEZRER
mERAREZARIE, FEREEEERERHTET 5,

7. BER
MmEEREZOHEHRIE, BEFEIIES 7 1 ANITEL .

8. ¥RE

RBIER 2R TE 25, ROKFIHITEE LT 5,
1. Al RZEDOBE I X OREEBEE

2. Tofh, WEEREIHOIH

9. B
FEICHEEEIN D ERIE. ROZHEIBIFL2 VY Y VITRTADET 5, 72721, % 2HICEY



55DIHo T, MEZEHIVINEDFERZBROEEZ KD DI S,
1. B REEEUWEORE T —~ 2B 2 H ki

. PR SC C RAFEE YOI A PSRRI, BFE ) — by WAL R - bRl

2
3. WEHS R OWEHES OS>y — 23Tl LS RO S ORL ik
4. ZoM: wEZREZOHMIZL S

£
=]

LT, HAGEB X URFEE T o

10.
JEH

[ ]

1. #&
ISR I B ERIL. A4H, 2B401TE T %,

12. HERR
PEEZIL, BISED %o

13. Eofnsk
KEOEA L. BIIED B

14. ZOft
oM, LELFHIWMEZAZVINEZED S

TS

165



166

The Journal of Learner-Centered Higher Education

#7E - BEEF

1. BEREER
[The Journal of Learner-Centered Higher Education] IZ#fTEZ2Di%, Al KFOHBE B
TR, 2o, WMERBEVPROL-BLET L, b, EAFEICHL TZ. ZOR) Thv,

2. FEEHVR DS ATOHEH

REFZEZBTLRFHEFUEICONT, TOEBRE, BFOET TR, HEYCEERGE. #HHI
9% FDiGE) - SDIGE) 2 EDWRZ AL, BEFEEFYUREZED L7202, 78w FEik -
AT ISR 2T b

3. BREROER

BRI, BFgEamC. HEHRE. e — b AELARA-FET 5,

® NIZEim i, MEHBFUEITRCEETL2HDOTH Y, FEiLW T 723 BEGRITZEDO R RETH D |
VYT T4 PHREN TSRS TRRERTWDE 2 L,

o FHIHEIL. REHBFUFOEE. HEHERLZOMROFE LR LIZOWTZORME - B T
72370V bOF DR EPFHBEINTVSE I &,

® FgE/ — M. WIZEaSC L AARICARAIN 2 NAAER SN2 05, BRI 7213w 3 2 i 5e o
LTy MRSl BRI R L v, LA L, TN EMEMMIEOH 2NEEZEL T L
s N5,

® FJIELAR— MI, REFIMEPHELE - FDMMEICE TS L2 BT 42 o oA %
DI L, REPEBREOHRIIHIDERDODNLE D DOE R, BT LHDOTH 5,

o BHINZEMEDST® (HAFBOERE - FHL, RFEORKE - FHLY - ik, HEAB IO
BOXF—7—F, BELH. NEZEL) OLBIZ. FHELTUTET S, 2720, WEER
BEAVHEDLBEAZIZORY TiE %,

Wroem 20,0007 (3L 8 i)
HHIHRE 20,0005 (3L 8 T-3F)
Wrge / — b 10,0007 (3£3C 4 3%
AL A—b 1000075 (¥4 T5E)

4. HRREERE

BRRIEEFEEICLZ2D00AZED, WEZHRXVEDLMHZROYY & L, &#b L OKIE
Rz, RIS 5. ARSI NGO F R F LI RAE RS MEZBX R
BT %, FVEB I ZHEMEMEIF LR BE RN WEBXIRE T 2EEWZASHHT LI AT
& Do AREITHIS NG, AR - AU LR A= MR V) R Y b ) IZB W TAR
THHDOET S, BEEREZ WEZHEDA—LT FL A (seededit@sokaacjp) (28T HAAT
ENT 5. B, BEREIE. RKEANOBEREZ Lo TERYRY NIANORHEZKHE LIz Ak S
s,



5. EROEFRK

(1) FERoKEFKIZOVWTIX, A4, EFAAIC2mMm O~ —T ¥, 147453 F 1 X— 4017
LWV T =y PTHERTAHI L, BB, Rk 1 R—13245 <4047 x 2 B (1 B960
) D120 TH b, KE12IZ2&, FR=I DL IR=TVBEOAR-ZAZLEL TS
DT, WHAALDTHEBO T &,

(2) 1=V HIZEERKEZDT, @I A MV (FIXOLGEIZHAGE - HEW ., X0
PFFEOM) . PEE BHOLEIER) ORALFE (Wi d HARGE - EFEm ). &
RS OMMSE (B%EL - BREF - 77272 Emaill 7 FLA) #5352 &,

(3) 2=V HIZIZ, HHEIZ [F3Xs A bv] FLOBEITHAG - SEFEOM ), EXOY &

FZEFEOAR), T T3 ~5EDOF—7—F (FXDOLGAEIZHAGE - EFHEOW S, EXLOY

BREFEOR) ZRllT 5 L LBMERLOEAIX. T [#8k]). [Abstract] %5t

Wy 5. WIS (FI30) O&E1d [$58k] (400°F#EE) & [Abstract] (200555 . #F%E

il (JE30) OFfid [Abstract] OARGET 5 2 & Pl - AF%E — F - FHEL K-

MiZiE T98% ). [Abstract] 21372 TH vy,

) WHLLVIEH -H- HO3IDFETIZEED, TNFNIT Y v 74KIZT 5,

) FISCIEE T - BIRIRAAE V2 Vv, @il [T 2Hv 5,

6) & RIFVLERNRICE LD, ZhEEFEZMN L, B2 RBLEDT 5,

) HIE AXOKREIZ [F] tvwitryarzeakl), —#HLTERT 5%,

) AP TOFEOERIE, »FREMCTEFZMN L TR B (1], [2], -

) ARXHTHIHEI NI, Tty v a v okAsIC [FIHXHE] LWt r v v i2iid,

TNVT7 77Xy MEIZTRTRNL R GRRT AT &,

10) AXXHTOFIHIEOIRIE, FEY - FTELZ /NG AN, 7 O TRY > TRT, £
O, HHEIAZIZERE TR T %o

1) [FUFEETH-FITEOHE EEE IHT 25813, TN ENTFUTIEDHRAICT VT 7 Xy
ML TXBIT 52 &, #l: 2004a. 2004b, -+

12 P FIE. APA A% £ VIC#ET D,

13 WfZEREIIEHIE LCTE/ 2 CTHRIL TWA DS, BEZOEBAMEHRE LT, 1D
WX 7 —H &2 8D 25605 %,

(o]
I
it

y
(1) FEFEHA S N2 ER ORI CTEYICAT ) -

(2) JEHIE UCAfZEamss. FREsIcidehzhn 2 4, if5e/ — M3 1 %4ofHEE 220 %,
(3) AFHFHIBEAIE LTH I 2w,

(4) A LTRESHIh72E 21, MEZRROGHEOD L THET %,

(5) HHHDEEIIMERBRZOGHDOD L TED D, HL, HEMOY OAFMREME OIR &
BICRDDLZEND Y, FHEIITRRLZRY TNIIS CRF TR 5%,

7. RIE

() RIEE, WfERESZHEL TV, FFRIEZEAIE 55,

(2) MIEIE. WMELZEHIBRER%Z PDF 7 7 4 WICEBR L72H 02 FHITEMNH%. FEHA S
89 %o

I’AE - MEER 167



168

Submission Guidelines for the Journal of Learner-Centered Higher Education,
An Annual Publication by the School for Excellence in Educational Development (SEED) ,
Soka University

. Eligibility

Authors must be full-time or part-time faculty, staff members, or students of Soka University, or a

research partner of such.

. Article Content

The Editorial Committee of the Journal welcomes the electronic submission of original works, in-
cluding field research, research reports, educational methodologies, FD/SD activity reports, and

educational addresses, which are primarily related to higher education reform.

. Article Types

The Journal publishes four types of articles:

1) Research Paper: original and sophisticated insights into challenging issues related to higher
education reform, based on significant findings from high quality practical research, well-
supported by academic references

2) Case Study: the process and outcomes of educational practices and projects based on field
research

3) Research Note: original and sophisticated insights based on practical research; less in-depth
than Original Research

4) Survey reports are selected from Research reports conducted by Soka University faculty and

staff for the purpose of contributing to education improvement and faculty development.

The maximum length of each type of article, including title, author(s) names, abstract, keywords,

references, and figures, is:

1) Research Paper: 20,000 characters in Japanese or 8,000 words in English
2) Case Study: 20,000 characters in Japanese or 8,000 words in English

3) Research Note: 10,000 characters in Japanese or 4,000 words in English
4) Survey Report: 10,000 characters in Japanese or 4,000 words in English



4. Submission and Publication Process

Only articles that are electronically submitted by the due date to seededit@soka.ac.jp are consid-

ered for publication. Articles will be published after being peer-reviewed, accepted, and proofread.

The copyright of the papers published in this journal belongs to The Editorial Committee of the

Journal.

5. Formatting

1)
2)

3)

4)

Use A4 page size, with 25mm margins on all sides.

On the first page, write the title in both Japanese and English for Japanese written articles,
and only in English for English written articles. Also, write the full name of each author, the
institution and departmental names, home address, phone and fax number, and email address
on the first page.

On the second page, write the title and 3 to 5 keywords in both Japanese and English for
Japanese written articles, and only in English for English written articles. For Research Paper
written in Japanese, write the abstract in both Japanese (apporox.400 characters) and English
(approx. 200 words), and only English abstract is necessary for Research Paper written in
English. The abstract is not necessary for Case Study, Research Note and Survey Report.
Follow APA-style formatting.

As a general rule, Research Journals are printed in black and white. However, color printing

may be accepted if the author pays the actual cost.

6. Peer Review

1)

2)
3)

4)

Peer review is conducted according to the type of article: Two peer reviewers are assigned for
Research Paper and Case Study, and one peer reviewer for Research Note.

Peer reviewers do not receive any type of compensation.

In the case of an objection to the peer-review outcome, the Editorial Committee will make the
final decision.

Peer reviewers are selected by the Editorial Committee. The Editorial Committee may

alternatively request the author to select peer reviewers.

7. Proofreading and Revision

1)

2)

Proofreading is conducted by the author with advice from the peer reviewer(s) and the
Editorial Committee.

After submission of the proofread article, the Editorial Committee will return the article to
the author as a PDF file. It is the responsibility of the author to check the submission for

possible errors and provide feedback to the Editorial Committee by the specified deadline.

Submission Guidelines

169



170

Btk
b ST

LIRS
BIH —Z

B kR
06 S 4
R BEIR
flie A G
[T
gk EfR

4 R R
W BER
7 N =

The Journal of Learner-Centered Higher Education

AR
Al A2
AR
AR
Al A
AR5
AR

LNz
AR

wREZRSE

FLIMESERE R

FHLEEL ¥ — (SPACe) V¥ —kK

B 7 — (CETL) v —K
—VFF =Yy — (WLC) v ¥ —F

AL ARFH#EL Y- I —K
HEH - FEEL Yy — (CETL) Altrs—E
Global Citizenship Program (GCP) 74 L 7 ¥ —
WEFHEEY 7 — (SPACe) HIt Y7 —E
FLIMEEE A AEBUR

mht u>

R

WEFEILEA 71 2 FHGEER AR
SEFEIIEA 74 A FEIER AIRE



The Journal of Learner-Centered Higher Education

135

20244E 3 H16H 34T

FAT

FIV Rl

Bl RS SRR SR B
T 192 -8577
WHHR N EFTHFHARHT 1 - 236
TEL 042-691—7009

FAX 042-691-6941

Email seededit@soka.ac.jp

AR EIR PR AL
TEL 0263 — 25— 4329










A Bl A



