ISSN 0915-9428

LE 7-F'a§ P8 S EIIT e S a5

Volume 19
2021

HEFERE AT 1 7 F =B ED






<X >

The Foreign Language Anxiety of Japanese EFL

Learners: Focusing on Anxiety When Speaking English
MASUTANI, Yuka

<R/ —F>

FAT A4 VI HESAPP ICB T TF 21— — L HRE ORI

—EHFE - BREZR T EES—
W™ =

Creating an Interactive Zoom English Class for University Students
During COVID-19 and Students’ Reactions
MAEKAWA, Yoko

Is an Impressive Background so Important to a CEO?
Investigating the Discourse Structure of Personal Profiles
in the Specific Business Field

NISHINA, Yasunori

Teams & Moodle Z /&R L7=4 > 7 4 VIRENRE
i BETF

Preferences for Quasi-CLIL Exercises by First-Year
EFL Kosen Students in Japan
TAKAHASHI, Masayuki

<fm&ikic>
KK B (REZER)

41

59

83

97



LET Kansai Chapter Collected Papers, Vol. 19, p. 1-14
©2021 Kansai Chapter, Japan Association for Language Education and Technology

(s )
The Foreign Language Anxiety of Japanese EFL
Learners: Focusing on Anxiety When Speaking English
MASUTANI, Yuka
Graduate School of Literary Studies of Doshisha Women's College
of Liberal Arts
Abstract

Foreign language anxiety (FLA) is a key to affective factors related to language learning. Although
previous studies have elucidated multiple facets of FLA of learners in both EFL and ESL settings for the
past decades, not so much research has highlighted the importance of FLA in Japan. This study aims at
investigating FLA in speaking English among 338 Japanese EFL learners at three different institutions,
employing a six-point Likert scale questionnaire. The data were factor-analyzed and the mean scores of
four factors extracted were compared (ANOVA). The results indicated that the participants were
moderately to highly anxious about speaking English both in and out of class. The senior high-school
students reported lower pressure than the university students. One implication would be that educators
should provide continuous support to their students at various stages of learning to minimize the level of

FLA when speaking English while maximizing that of confidence.
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1. Introduction

For the past decades, English education in Japan has undergone dramatic shifts in terms of

pedagogical approaches and the starting grade of learning. Concerning the former, the grammar-
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translation method has been severely criticized and has been less utilized because it does not
provide learners with sufficient opportunities to practically use the target language (Mart, 2013).
Many English teachers have turned to communication-centered methods, particularly ones that
involve speaking, and have actively adopted them as part of their instruction. However, learners
may encounter many difficulties in speaking English since it is widely believed that speaking is
more likely to cause anxiety than other activities in classroom contexts (Cheng et al., 1999; Effiong,
2015).

Regarding the latter, the starting grade of learning English, it was in 2011 that the Japanese
government introduced Foreign Language Activity in elementary schools aiming at having all fifth
and sixth graders familiar with English through oral communication. In 2020, the starting grade of
compulsory English-language education was advanced to the third grade. This led to a turning point
in early English education in Japan. Previous research has shown that Chinese university students
who had started to learn English in earlier stage of their lives were less anxious in speaking in the
target language (Jiang & Dewaele, 2020). Though anxiety has been considered as one of the
important affective factors which has an effect on language learners’ progress (Effiong, 2015),
there are only few studies exploring traits of anxiety among English learners in Japan. The above-
referenced anxiety has been conceptualized as foreign language anxiety (FLA) by Horwitz et al.
(1986), which is "a distinct complex of self-perceptions, beliefs, feelings and behaviors related to
classroom language learing which arise from the uniqueness of the language learning process" (p.
128). Clarifying the characteristics of anxiety and factors related to anxiety among English learners
can be an important guide for teachers in considering the effects of anxiety and how to cope with
it (Fujii, 2018). The purposes of this study are principally to investigate anxiety among Japanese
EFL (English as a Foreign Language) learners at the upper-secondary and tertiary levels in the
context of speaking English and provide a pedagogical implication for English instructors. The
current study differs from previous studies in three ways: the participants consisted of not only
Japanese EFL learners at the senior-high-school level but also those at the university level, the vast
majority of them began to learn English when they were fifth graders at the latest, and the data were

collected by utilizing an author-designed questionnaire based on two representative questionnaires.

2. Literature Review

Definitions of anxiety can be classified into three main categories: trait anxiety, state anxiety,
and situation-specific anxiety (MacIntyre & Gardner, 1994). Trait anxiety is an individual's stable
predisposition. State anxiety is feeling anxious as a temporary affective condition provoked by a
particular situation. Situation-specific anxiety is feeling anxious in certain sorts of situations

typified by taking an examination or solving an equation. Foreign language anxiety has also been
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regarded as one example. Nishitani and Matsuda (2003 ) remarked that the distinction between state
anxiety and situation-specific anxiety is in timing. The former refers to anxiety when thinking about
a test while the latter refers to anxiety during the test.

According to Horwitz et al. (1986), three elements comprise FLA: communication
apprehension, which refers to “a type of shyness characterized as fear of, or anxiety about
communicating with people” (p. 127); test anxiety, which refers to “the type of performance
anxiety resulting from a fear of failure in an academic evaluation setting” (p. 127); and fear of
negative evaluation, which refers to “apprehension about others’ evaluations [and] avoidance of
evaluative situations” (p. 128).

Based on empirical studies on FLA, Kumada and Okamura (2017) created and validated the
English Speaking Anxiety Scale for university students who were enrolled in an elementary school
teacher training course. (Pre-service teachers are believed to have a greater need to develop
speaking skills than other English language skills.) In addition to 15 speaking-anxiety-related items
adapted from FLCAS (The Foreign Language Classroom Anxiety Scale) developed by Horwitz et
al. (1986), the scale includes some emotional-reactivity-related items based on characteristics of
Japanese people created by the authors. The participants rated statements on a five-point Likert
scale. The scale measures not only participants’ present speaking anxiety but also future speaking
anxiety in classroom contexts. It was found that 13 items for the present speaking anxiety and 15
items for future speaking anxiety met the requirements concerning reliability and validity.
Furthermore, it was implied that the English Speaking Anxiety Scale should be used in English
class where learers try to cope with emotional problems and build their confidence in oral
production.

Kumada and Okamura (2017) is unique in that it included both present and future affective
aspects. However, as pointed out by Dornyei (2003), designing an odd-number-point Likert scale
can lead some respondents to select the middle category without any deep thought. It may influence
the validity and reliability of the findings. Even-numbered scales can provide more valid and
reliable data than those with odd numbers of choice (Coelho & Esteves, 2007). Respondents from
East Asian countries are more likely to choose the middle category response than other country
counterpart (Harzing, 2006).

Halimi et al. (2019) studied English learing anxiety in the context of Kuwaiti ESL (English
as a Second Language) classrooms in a private university. The purpose of this study was to learn
about the manifestation of the anxiety in the ESL classroom and suggested some teaching strategies
in order to effectively reduce language anxiety in the leamers. A questionnaire adapted from
Gardner’s Attitude/Motivation Test Battery (AMTB) (2004) version comprising 116 items was
used to assess the attributes of interest. The results indicated that participants had moderate-to-high
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level of anxiety in the English classroom, and possible teaching strategies were suggested by semi-
structured interviews with six ESL instructors which might reduce students’ anxiety. The
interviewees answered that educators had a basic role in helping their students increase motivation.
One representative response was that the teacher is a friend and should assist students on their
journeys.

The study by Halimi et al. (2019) is unique in that it analyzed both quantitative data from
learners and qualitative data from teachers. Though there is no consensus on an optimal length of
a questionnaire, Meyerhoff et al. (2015) suggested that a questionnaire should be no more than four
pages, 30 to 50 items, and take 30 minutes or less for completion. A 12-page questionnaire with
over 100 items can be considered long. A long questionnaire may pose both physical and mental
burden on participants and deteriorate the quality of data (Dukali, 2016). Reducing the number of
items can minimize it (Olson & Brick, 2015).

Jiang and Dewacele (2020) investigated 1,031 Chinese tertiary EFL learners’ level of FLA in
English and addressed how FLA was influenced by multiple sociobiographical variables—gender,
ethnic background, geographical setting, and length of stay overseas—and language variables: age
when the participants started learning, language proficiency level, self-evaluated speaking skill, and
frequency of language usage in five settings of speaking English with their friends, their classmates,
unacquainted people, over the telephone, and in public. Twenty-five items from the Bilingualism
and Emotion Questionnaire (BEQ, Dewaele & Pavlenko, 2001) were applied to the study. The
questionnaire mainly asks learners about their internal feelings toward English learning on a 5-
point Likert scale. According to the results, first, FLA level reached a peak when speaking the target
language in public (M = 3.15) and significantly dropped when speaking with their friends (M =
1.87). Second, the learners from villages and towns seemed to feel more anxious than the learners
from cities in the three contexts when communicating with their friends, their classmates, and
unacquainted people. Third, the learners who travelled overseas showed lower FLA than the
learners without that in all contexts. Fourth, the learners whose English learning began in infancy
had the lowest FLA in the five contexts. It was speculated that their parents might have emphasized
the importance of English education and have developed supportive environment for the children.
English proficiency level and self-evaluated speaking skills were negatively related to learners’
FLA. Furthermore, there was a positive correlation between self-evaluated speaking skills and
language proficiency level. The researchers pointed out that the participants had FLA regardless of
contexts.

The study by Jiang and Dewaele (2020) seems useful for my study in that the study was
conducted with the university students as the participants in the same Asian context, though socio-

economic status (SES) might differ greatly. Furthermore, as they suggested, the participants with
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the experience of travelling overseas had lower FLA, which might be also applied to Japanese
university students who studied abroad or travelled overseas.

Cotsworth and Medlock (2013) explored tertiary English learners’ awareness of native
English teachers using Japanese in their instruction. In total, 357 students agreed to participate in
the study. There were no English majors among them. A questionnaire consisting of 16 multiple
choice questions was developed by the authors and was administered to the participants in the final
lesson of oral communication. Each item was presented in both Japanese and English. As the
results, though 85 percent of the participants indicated that they selected the oral communication
course since the teacher would give instruction in English, an overwhelming of them (70%)
answered that they preferred communicating with their native English teacher in Japanese to
communicating in English (question 2). According to the authors, Japanese students’ preference
for L1 explanation is based on their learning experience in the secondary schools where English
lessons are mainly given in Japanese by native Japanese teachers of English. Citing Rubin (1975),
Stephens (2006) claimed that L1 dependence does not encourage learners to use guessing strategies.
When it comes to the participants’ answers to Question 5, 90% of students agreed that
communicating with native English teachers in students’ L1 facilitates them to create mutual trust
relationships with them. As Auerbach (1993) states, speaking learners’ L1 contributes to assisting
their learning by building a comfortable classroom environment. The participants’ answers to
Question 13 backed up her conclusion; 70 percent of them expressed satisfaction at interacting with
their native English teachers in their L1, in spite of being eager to go over their limits. The authors
concluded that using leamers’ L1 can play an indispensable role in maximizing learners’
comprehension while minimizing their anxiety.

Cotsworth and Medlock’s (2013) study is unique in focusing on how use of Japanese by
native English speaking teachers influences Japanese EFL learners’ levels of FLA in the classroom.
It was also noteworthy in that they used a questionnaire with a user-friendly format such as showing
the questions in both Japanese and English to reduce the burden of participants. In addition,
different results might have been observed if the study had included the participants of English-
majors.

As reviewed in this section, the majority of prior studies have explored affective dimensions
of learning and using foreign languages among tertiary learners based on either a questionnaire or
interviews or both. One still unsolved question is whether earlier onset of learning English affects

Japanese EFL learners’ anxiety about speaking English.
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3. The Study
3.1 Research Questions
The following research questions will be addressed in this study.
RQ1. To what extent do Japanese learners of English feel anxious when learning and
speaking English?
RQ2. What are the characteristics of anxiety and other affective factors among students in

different learning environments?

3.2 Methodology
3.2.1 Participants

In total, 338 Japanese leamers of English (120 males, 213 females, and 5 not identified)
ranging in age from 15 to 24 (average age was 18.34) participated in the current study. Group 1
was made up of 153 students with an average age of 16.62 who were at a national college of
technology (37 Mechanical-Engineering majors, 39 Electrical-Engineering-and-Information-
Science majors, 43 Civil-and-Environmental-Engineering majors, and 34 Architecture-and-
Structural-Engineering majors). Group 2 was composed of 131 students (121 freshmen, one
sophomore, three juniors, three seniors and three unidentified) with an average age of 18.82 at a
private women’s college (130 English majors and one Japanese major). Group 3 was made up of
54 seniors with an average age of 22.09 at a private university (38 English majors, one Chinese
major, one French major, four German majors, two Italian majors, four Japanese majors, one
Spanish major, two Portuguese majors, and one unidentified). They were taking teacher-training

courses.

3.2.2 Instrument

To collect data, the Scale Questionnaire of Anxiety for English Learning and Speaking was
designed and used. The questionnaire consists of two parts. The first part has 33 items applied from
the Foreign Language Classroom Anxiety Scale (FLCAS) developed by Horwitz et al. (1986). The
second part is made up of 12 items from the last section of the Attitude/Motivation Test Battery
(AMTB) created by Gardner (2004). All items in the questionnaire were translated into Japanese
by the author and two professors specializing in English Pedagogy. The term “foreign language”
was replaced with “English” for the purpose of disambiguation as some participants in the current
study were learners of two or more languages. The participants rated each item on a 6-point Likert
scale (i.e., from 1 [strongly disagree] to 6 [strongly agree]). All participants signed the consent form
attached to the questionnaire. The questionnaire was administered to the participants over a two-
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month period from September 27th to November 26th, 2019. Approximately 15 minutes were
required for completion.

Although the questionnaire mainly measures English leamers’ level of anxiety in negative
terms, it includes 19 reversed items. Thus, the weights of rating were reversed for the items
describing positive emotions. The participants’ responses were recoded from 1,2, 3,4, 5,610 6, 5,
4,3, 2, 1 respectively before the analyses. Therefore, higher scores represented negative emotions
provoked in and out of the classroom, and lower scores indicated positive emotions such as interests

and motivation toward English.

3.3 Results and Discussion

Cronbach’s alpha analysis was used for the internal consistency reliability of the questionnaire
(Cronbach’s alpha = .926). In order to answer RQ1, exploratory factor analysis was conducted
employing Maximum Likelihood method followed by Promax rotation. Following the Scree Plot
(Figure 1), four factors were extracted (Table 1).

Scree Plot

Eigenvalue
-

o T

1 3 5 7 9 11 13 15 17 19 21 23 25 27 29 31 33 35 37 39 41 43 45

Factor Number
Figure 1. Results of the Scree Plot.

Those factors were labeled based on the variables incorporated in. Among the 45 items, 15
items (e.g., Q1 _1. I never feel quite sure of myself when I am speaking in my English class, Q1 _20.
1 can feel my heart pounding when I'm going to be called on in English class, and Q1 _33. I get
nervous when the English teacher asks questions which I haven’t prepared in advance) were

loaded in Factor 1 (Anxiety about English classes), 13 items (e.g., Q1_5. It wouldn 't bother me at
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all to take more English classes, Q2_1. My motivation to learn English in order to communicate
with English speaking people is: [from very low to very high], and Q2_3. My interest in English is:
[from very low to very high]) loaded in Factor 2 (Interest in and motivation to learn English), seven
items (e.g., Q1 _22. I don't feel pressure to prepare very well for English class) loaded in Factor 3
(Pressure in English classes), and four items (e.g., Q1 _14. I would not be nervous speaking English
with native speakers, Q1_32. Iwould probably feel comfortable around native speakers of English,
and Q2 8. I worry about speaking English outside of class) in Factor 4 (Anxiety about speaking
English). There were no cross loading items. Factor loadings greater than 0.35 were retained. Six
items were eliminated (Q1 15, Q1 11, Q1 2, Q1 23, Q1 30, and Q1 _7), and 42.7% of total

variance was explained.

Table 1
The Results of Factor Analysis

Factor |  Factor2 Factor3  Factor 4
Q1_20 0.87
Q133 0.82
Qz_10 0.77
Q13 0.76
Q127 0.74
Q19 0.74
Qi_13 0.62
Ql24 0.61
Q131 0,60
Q119 0.53
Q129 0.52
Qi_12 048
Qi1 0.44
Q1.4 037
Q121 0.36
QI_15
Qi_1*
Q12+
Qz_3* 091
Q2 4% 0.89
Qz_11* 0.87
Qz1* 0.79
Q1_s5* 0.69
Qz 5% 0.67
Q27" 0.67
Q2 9 0.54
QL7 0.54
Q2 6* 0.50
Q2. 2* 045
Ql6 041
Qz_12* 0.36
Q123
Q1_25 0.68
Q126 054
Ql_22* 0.50
Q1_16 0.48
Q1 _s* 0.44
Q1_10 0.40
Q1 _28* 037
Q1_30
Qi_n* 0.81
Ql_14* 0.50
Q28 0.42
QI_1s* 0.36
QL7
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As presented in the Boxplot (Figure 2), it was striking that the median score of Factor 4
(Anxiety about speaking English) was the highest of all four factors (Mdn = 3.8) !, which is in line
with Woodrow (2006) reporting that English learners in Asian cultures are less confident in their
proficiency than those in other cultures. On the other hand, Factor 2 (Interest in and motivation to
learn English) was the lowest of the four factors (Mdn = 2.9), which implies that the participants

had high interest in or motivation to learn English.

6 63
o
1
o239
3
5
4
3
2
Cpar
§ 153 51
185
Factorl Factor2 Factor3 Factor4

Figure 2. Results of the boxplot of four factors.

Concerning RQ2, the analysis of variance indicated that there were significant differences
among the three types of participants for foreign language anxiety: Factor 2, Factor 3, and Factor 4
(Table 2).

! The mid-point is 3.5 since a six-point Likert scale was adopted.
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Table 2
The Results of One-Way ANOVA

ANOVA summary

SS df MS F Sig.
Factor 1 Between Groups 0.5 2 0.3 0.3 0.75
Within Groups 291.1 335 0.9
Total 291.6 337
Factor 2 Between Groups 43.0 2 21.5 332 0.00
Within Groups 217.0 335 0.6
Total 260.0 337
Factor 3 Between Groups 23.0 2 11.5 17.2 0.00
Within Groups 2239 335 0.7
Total 246.9 337
Factor 4 Between Groups 8.3 2 4.2 4.0 0.02
Within Groups 347.1 335 1.0
Total 355.4 337

The analysis of variance revealed significant differences in Factor 2, F'(2,335)=33.2,p<.01,
Factor 3, F'(2,335)=17.2, p<.01 and Factor 4, F" (2, 335) = 4.0, p < .05. No significant difference
was found in Factor 1, F'(2, 335)=0.3, n.s.

Post-hoc analyses were performed using the Tukey post-test to identify exactly where
significant differences lay. The analyses revealed that senior high-school students differed
significantly from the two groups of university students in Factor 2 (p <.01) and Factor 3 (p <.01).
In Factor 4, there was a significant difference between senior high-school students and University
B students (Group 3) (p < .01). Only in Factor 4, a significant difference was observed between
two university student groups (p <.01).

Table 3
The Descriptive Statistics of the Three Factors

High school students ~ University students A University students B

(Group 1) (Group 2) (Group 3)

Factor 2 M 3.43 2.74 2.67
SD 0.84 0.75 0.83

Factor 3 M 2.67 3.21 3.14
SD 0.82 0.82 0.79

Factor 4 M 3.93 3.88 3.48
SD 1.10 0.93 0.97
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As demonstrated in Table 3, it can be argued that the participants in Groups 2 and 3 had
significantly higher interest in and motivation to learn English (Factor 2) than those in Group 1. It
might be due to the fact that the overwhelming majority of the participants in those two groups
were English majors. Such students would have more opportunities to be exposed to the target
language and use it through taking both compulsory and elective courses in relation to English
language, literature, and culture which draw their interests and motivation.

The participants in Group 1 reported feeling significantly lower pressure in English classes
than those in Groups 2 and 3 (Factor 3). The level of pressure might depend on what subject fields
they major in or what learning stages they are at. Concemning the former, bonds can play an
important role in reducing the level of pressure. Senior high-school students may more effectively
strengthen both teacher-student and student-student bonds compared to university students since
they see the same teacher in the classroom a couple of times a week while students at universities
do so only once a week. Similarly, those students have many chances to learn with their classmates
not only in English classes but also in other classes such as Mathematics. The college where the
participants in Group 1 are learning offers four majors, and each major accommodates around 40
students for each grade. Therefore, they have known each other and have collaboratively leamed
since their enrollment. As for Groups 2 and 3, tertiary English learners may set higher leaming
goals than students at the senior high-school level. Although the context was different, Rose (2017)
reported the similar results about advanced leamers of Kanji (Chinese characters). He argues that
the extent to which learners strive for their achievement has a strong relation to a low level of
emotional regulation. In this study, highly-proficient learners might have set more unachievable
goals than those with lower proficiency. As the result of that, they might experience difficulty in
emotional regulation induced by underachievement of their goals.

Anxiety about speaking English among the participants in Group 3 seemed to be the lowest
(Factor 4). This result is consistent with research of Jiang and Dewaele (2020) which implies that
the longer learners study English, the less anxious they are. As explained previously, Factor 4
includes items related to communicating with native English speakers, and the participants in
Group 3 might have had a richer experience in interacting with both teachers and students from

English-speaking countries.

3.3 Conclusion
The current study contributes to understanding the characteristics of FLA among Japanese
EFL learners influenced by the four factors. They seemed to feel anxious about speaking English

in the classroom regardless of their learning environment.

11
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(1) In answer to RQI, the results indicated that participants had moderate-to-high anxiety
about speaking English both inside and outside the classroom.

(2) The answers to RQ2 are as follows. The participants at the university level reported
having significantly high interest in and motivation to learn English (Factor 2). Their fields might
have influenced those levels. Significantly lower pressure related to English classes was found
among the participants at the senior high-school level in comparison to the university students.
Their relationships of mutual trust with both teachers and classmates might have contributed to
pressure reduction. The participants in Group 3 had significantly lower anxiety about speaking
English (Factor 4). They might have more abundantly experienced interacting with native English
speakers.

There were some limitations in the current study. Most participants were female, and the
number of participants in each group was not equal. Thus, further study will be necessary to deal
with those issues.

The current study would provide one pedagogical implication; that is, educators should
support their students regardless of their English proficiency levels so that they will be capable of
speaking English with minimized anxiety and maximized confidence although the level of a certain
kind of anxiety may decrease as they advance in their English knowledge and skills. As suggested
by this study, as students and teachers have strong rapport in the classroom, students’ anxiety in
English classes will be lowered. The first thing that teachers should do is to lower students’ anxiety
in English class by establishing a strong bond with students. By accumulating successful
experiences in the classroom, student anxiety related to speaking English might decrease, though
it might take time. Whatever their learning environment or English proficiency, Japanese learners
of English have anxiety when speaking English, and they need the help and encouragement of their
instructors. Instructors may encourage them to set realistic goals so that Japanese EFL learners

could reduce their pressure and eventually achieve success.
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An Analysis of Tutee-Tutor Interactions in the Writing Center SAPP: A
Focus on Student Responses to Tutor’s Feedback to Promote Autonomy

YAMASHITA, Miho
Ritsumeikan University

Abstract

The writing center called SAPP (Support for Academic Projects and Papers) has
extended support for students in the Project-based English Program at Ritsumeikan
University. The effectiveness of tutorial sessions from the viewpoint of the tutor has been
conducted (Yamashita, 2020); however, the effectiveness of the SAPP analyzed from a
tutee’s viewpoint has remained scarce in order to see changes in a tutee’s independence. In
this paper, tutor-student tutee interactions in two tutorial sessions were examined. The
findings show that since the tutor provided scientific expertise and motivational scaffolding,
the tutee became more actively involved in the second session than in the first session. The
tutee attempted to solve the problems identified in her paper to make it the best it could
possibly be for her final assignment. The results of this paper place an emphasis on the

analysis of a dialogue between tutor and tutee in the SAPP writing center.

Keywords: SAPP, writing center, dynamic assessment, learner reciprocity, learner agency

1. XC®IC

SEAREE R TPAEMEN O T A T ¢ 7 3R o # —Support for Academic Projects
and Papers (LA FSAPP) (2%, MBI P CRHAL TWD 7 ey =7 MEEREEE
77T N O A B R DICERKINS04 DOKREN B D, 20199 1T A mFHE
TR OBEAET 2 —Z =T P FEAECKE Lz, b0ty g 21280234
EENC OOV T T (2020) IZREL WS, ZORRIZOW I E 0 2 F5721C
i, Fio, IBIEBHONREZMBHITIE, T2 — X —DOFEETT T2 AHRERHF D%
FONEERT L ToOnDHERVWESDOIL TS (Aleeva, 2018; Poehner, 2005,
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2008) o LU, Fa—F—0OREEE G LI2HFRIEH 203, FikE O35 i
L7ebDidd i, 72947 4 7 %%RE LIZHRIZR 54T % (Fujioka,
2018) . Ak, HRE THLOEE FOERMLARMEEZECLONIAT 47 E
VH—OHITH Y, HEE O EZE L TARAND EERMEC A IO L% LS 6
RIXBED DD, AR TIL, 2019FKFHOF o —F — LHREFE O2E O v >3
BT D ZANDORFENEZ N L, HkE O EERESCAREOELE BT, £0
FERND, FAT 4 v T X — DR SARET OBRE D,

2. eVl NBRERMEES ST ALTAT 4 TXKEE TSAPP)
SAEERFOEMBFHCTREAL TSI r Y27 MEEMEE 0 ST A
(Project-based English Program: 8%k PEP) TliX, FAEIZEL » BLER IS W=7 1
T/ MY A, BEETHRE L TS, AMBFEE T, AR 60%53 K

FRECHETF L, BEAESTE 4 BIADNENIOFE T, WEE TR L REKT D2
EREENTND, 2O, REBHEOHHNO—2IX, FAEICTrY =) b

WL TR~ OIER G & B A% H> Z L ThD, 1 BIE (PL,P2) 26 2 4
(P3, P4) 1TV —FRiEkimD HikxE %N, MAEE /=T TETLET B Y
=7 NEFEIZATA RTHEET LR, 3 B4 (JP1) 12745 L L0 HEMNLNEZ R

W N—=TTRAL —=HEEZIT D, PFRITERRARD 7 7 TIEEB 2B 5 &V
STELDONBIEE D, 3 EAICIIH T X ORREEL ERT 572 L, L0 BSRNRNE
2725, AT 47X SAPP X, Zh ooy a v/ hOFEMKRANFELIGE
DO IEREMIZHIE T X< 2017 AFPEIZERN. SV TLLSK, BEET = — & — RN A O

BRICHI LTV D, SAPP DHc#& BIIL, FH/EDEREDOE & ©, BAENHFIED

HEXH LA RBECHAETEZLLI»THIETHD, Fa—F—HEOHIL,
(BEXTE2HECDH] (EES - KM, 2013) , £/2 [ELZL2BEBLTCEXTOR

EBraix %) (Fujioka, 2011) TH Y, BN LD ZRAIT 2D TlEe <, HHK
MHSTEIEL, FVERVWEETIIRZ202XET D, T (20200 OBH»5

SAPP ~IHFEICBTAMMFELEIVD G, 7o v/ O MY 7RESCHMN, H
MMEICBIT D HRN L L, ELT 0D =7 b ~DT A 7 7 LB I 72 kit & fR it
LT ND “Bil/eft#E OFENIFFENTND Z LNy hoiz,

3. AHEOE X

TAT AV TR E =Dy a B DT 2 — 5 —OFRGEINTIL, FBEOR
UTHEFESEIE  (Zone of Proximal Development, LA ZPD) & AF v 74 —)LF ¢ 7
(Scaffolding: Wood, Bruner, & Ross, 1976) D2 O DHEERIZHED X T CTE /=, ZPD
i, BT O Vygotsky (1978/2003) (2L » TIRE S, [TRADRECE
By b & CrRE 7 MR O KHE & B FERITEENZ 30 T Al Be 72 R EAR D D7k 1E &

16
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DHENTEDLWHERWN] (p. 18) BNdH Y, FHITMA CKA) LoD D7) T
BETDLEIND, ZTLT, AX X T4 —LT 4 7%, T TR N7 i %
FEHEPERTE D X)ICHPBENNFENIT T2 THY, REERRELEMRT
EH X, BITIFE—ATHEEEZMBE TE DL ICFEHEOBIERNZ0IEHT 2
LETHEEND, DFV, AX ¥ T4 —NT 4 U TIIFEEOEEME - BEMEIC
BFEDRDNTWDDER, FA4T 472 —TC1F TARENREEE S FVE
EFEETCDH] ZREBEL LT, Fa—F—2HRTICEELZE L Tl 2%
XY I A—NT AT EfET, TNETIE, Fa—F—DAXY T 5 —LT 4 T %
XEATEER X, a—NMEL, Fa—F—ONAZH LML LD & LFRIEZ
VY, Cromley and Azevedo (2005) IZRAZXIGRE LIz —FT 4 770/ T LATF
2= —ORBRIC L D ETHOEN AL, IR - S - KE (2008) (XH
ANFBREPRENCEXLZALRFETIT OBy a VoRREH LN LI, £z,
IR (2020) TIETF = — % —DOIFE 43O FREHEE  (scaffolding strategies) & 2
RN L, T a—F—DMEDHERIRIC L > THERR D HRMEMZH 6T L,
WA, TBRHFH O —>Th D4 A 7 v 7 7EA A~ (Dynamic assessment,
LI, DA) OFIEEZMWIZEF S BLKEIRE TOMIE S £V, DA & ITHTE O
Vygotsky (1978) DZPDDOMEEIZHN %, Feuerstein, Rand, and Hoffman (1979) @ #8%0
REXEZE A HA% (SCM: Theory of Structural Cognitive Modifiability) M # % )7 & #&i2 L
TWb, AMEERMEITEIZELAMOETOMENERARETHDLEVIBXN
T, MR CHE L L5 & T 588 (static) ZRWPEHFIETIH L, FEHEOER
ZEHY (dynamic) IZ# 2 L9 & L, FEHEOFOOWES, fFEEOIROEL b
HH T D, Lidz (1991) [IDAD3IO DA HIF T D, 120 1%, DADFEG#
(fFE3) LIEFHmE (FEF) o HMEERD) 2EETHY, Mz 5154
Flx, 27 EEOBEE L VO 2 THER I FEEICEBICEAD Y Bl ¥
HIFELIZTND, 2001%, [AXBMP2EE] ICEHLTBY, oL
L CHEENHEMRRBRICED > TWA g, FEE L FEE L OMEEHIZ L
S THLEMIT D, 3001, HHEEH D FEE OREMRR OB A (mediation)
L CHFEEDOERRMEZ B RRICH & T 72018, fx OFEFITHE L T
SN2 FE R (mediated learning experience) | ZAIV T Z L2 HKELTWD
RThD, 20 SN FEH R LT, HEFLFHENSETL> THA
ERM 2B REREZAIN L, 2EFIIG U ZPDAEILET 2 & &nd (FFA -
- fAEE - AR, 2008) . ZHBDADBERZFICKSE, HAREDIREHERST 2 —X
— &, FHEOXNENOHIEHEDNADH D EEZME LY, St AEFRA T 5058
NEZSEESOSETH R I TE7= (Aleeva, 2018; Poehner & Lantolf, 2005) .
LnL, 947 4 7 OEICB T 250307, ELMAEOHKETE LD -
Th, FEEMOFREEZ DN LI IT RV 72y (Van der Aalsvoort & Lidz,
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2002) . £, TAT AT VA —TOF a—F — L FRE NS OFEGEE 3 L
7-#F72 1% Shrestha and Coffin (2012) ZFRWTIE & A SV, 7T 0 RFEFEEHE D
FEFE D /5T L 7= Lantolf and Poehner (2008) 1%, HEEHZ M 721 CThe < MG %A
LI LTIEFERBELRRSEDLHEURINADPHOLMNIRDE LT, FieD LI
W, FEFEORE NS DERE L TS,

Successful collaboration in the ZPD is dependent upon both the quality of mediation and
learner reciprocity. In effect, these are inseparable features of DA: for mediation to be
appropriate (i.e., promote learner development) learners’ reciprocating acts must be correctly
interpreted. [3& O F T #EMEIRIC BT D W BB O IX, MADE &, MAE L5
BEEOMARBRRICL D, FE, ZNALITFXATFTIv I TERA L FNOSFHERAEE
BREETHD, DEV, MAREU THD7-DI01T (FHEORELREZE L7
DIZE) FEEOZTIEANELI RSN 2TNERER2VWOTH D, (ARG
ARUTEF 2L D) 1 (Lantolf & Poehner, 2008, p. 40)

FEEOREESNT DL, HEFEOXEEZZT T, oz Tnasr %y
FOREICEERNICRYMADERREE ST T 52 TEHD, 20 TFEEME] X
agency & W I EECRIL SN, REORDPTABOBESCITAT L2/ THDLESNT
W5, ZOFEERMETREEMEEFOOE, BHBEICBWTHMAHE T 21780 FEKE
L CHERICHEERBEW®REZ RS, AibOWY, 74T 4 v 72V Z—ICBWVWTIEF =
— X —DNAE, DFVBEY R AT Y 74— VT 4 T ET LT, HEEE [H
SMLTEEZF] LSEL20RRENLARETH D, Eio, i KFPAEMEBLEET
BHELTWSI VY= NEEMEFET 07T A%, B O - B.OICES0z
IuYel Nl L CREO RN O AR TFHESEEECDLH, Ta—H—0
D OHRE O EERESCEEEE BT CHBHE 0T 2, £ L THREORZEN O Z
DEALZE AW OBERIIRE WV, AT, @it Loty varyzZ@LTFa—
B —DXAFTEE LD &L I, TNICEVHEREOERERNE S B(L L0 %2 H
BT D, Flo, BB o GEOZOEREELET H, AT M vy hAZT
o4 OALEATT &L, HRE O ERMESCHEMEO R b E R D 2 &L TR T2 — RO
HHAMEZHERT 5,

AR DO Research Question (LA, RQ) 1ZLLTF Dy TH 5,

. Fa2a—F—llFZ DL RIBATHNRH YV, FFICERESLEREEEZE TS
KEATEIR R O 5 D,

2. FHREBEBOFERESCHBEMEICEMN R OND D, BN DTG EDE
AT 2,

18
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4. Fa—F— LIEREDOREST
4.1 SRR

Alalxtg & LIz OIX20194FEEKF I OF UF = — % — L FRE O L722o0
tyvarThd, By va VIMRERNEIRR, Fa—F— LHREICKH LS
ToE Lle, Fa—F—3AEmB A ERHci e+ 2 RFEFRFELED T FF4ET
SAPPOF o — 4% —I2FHTH D, LT (2020) 1BV THOHxIR & 7o o5k
T, $2¥EN DTeaching assistantCEAD FHAT 2 SERBR L TR Y, MHREE OBV H & £
DIz, AR U2 T2 ZBATH N AL vz, HakF I AEMR 0 AED TR
(AT T 2214 D& 14T, 1RIAEDORI HSAPPITE ~FIH L C\5, SAPPT
EF a2 —F —ZBRVD, MFFHREPIRAEORF R TbEy a2zl
el linbole, 7uy=r MNEEMIGET 0 7T A0 (P4 UEF
H) X, ATELOH D Ny 7 DO RREE o, AESCER A8 L T
KA X, 1500-20007 — FORGETHI R XOBICE LD D5, L3 LRI b
Yy 7 BRSLET L, o7 U7 #HEE K L AAROREZEEBET 5
78, HBLETHEAORELEELIY TIFE57—~THIUEAHREE LT 5, RET
WET AT IV « TAT 47 OFERO AR A B Z, BN O AEGmEHE L CHE
BOEZFEFOReN 0 ApOEE HEEMED, 13-148 B IZIIHFEANEZ N TH
FER L, 15 BICRERLEZRET 5, BRITFEPFVTELLDITHL T 4 —
RNy 7 %20, <157 7 ABMEIZH LTITW, flx OFAICx L TERERN
DELAT-RFHNICE D DD, SEG L Ro72EO® v a UiX, ZOP4D
R RS DM T, £T1EIH20194F12 A9 H THIFE DN B AN 2 E X HO 12K
FCONE, 2[R HIX2 W% 0201912 H 16 H CHIAR KR A K 2, KX EFnEN
TR TCTORETH o7, WITHREDNENTEREZ RN L 0455508 v g v
THoT,

4.2 T—HF L oA
SRS RS E LD, 1) By arOEZEILT—Z,2) A E2—F
— X2 Th b,

421 EyvaroFEXRILT—X

Ty va I AETEIEIL, UTIZFEERT 20— RoZ 751, E£F L
KOHTT —Z IG5 L CWRWSAPPD F o — X — 14 08T 7, EHMER LT-=
— RFEZ#HO L, BELTHLHW, T—X O REIICa— N&f5 L, &
NHOT-EINIABICELIETHLE- T, 3
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422 pfra—F

RQIZIGIT I F = — & — O B 2R3 SRATE S A O ERMEO L x 1 5
eIz, WG ORGET —Z2Intra— Raf 5Lz, £7, Fa—#—Icx LT
EDEIBRAF Y T4+ —NT A T EToTVENIER L, EES - &R - KH

(2008) (ZhNz, ®F_N— a RSB E NS =2 — FE2ER L
Cromley and Azevedo (2005) <°Mackiewicz and Thompson (2018) (23X, KD3
OOIEATENCAE B LTz,

Instruction Strategies (FFEMRAX Y 74— NT 4 7) « Fa—X =R
FOEMRWA TWAOREICK LT, BEEEA L5270, BEXERT 5, =%
T5, FTHICHRE B2 D XEATE AR T, ZAICEL T, MFEOH &
S22V E S ICHE 2 NHBR R T 2 SRRENLETH DL LVIRT A b
F A (Brown & Levinson, 1987) O#LmND, [~X7Ed7dT~L7R 3w Tl
<, T=FT2X0IE~L7EZoDB00] 59 HDIEH N, ﬁﬂ%ﬁ%é EtEbIT
Wb, Flo, BEZEALMRNE G5 X TLE OO TIERL, KITIAR D MEHRHFE Y]
SHDLREDOBMRAF Y T 4 — VT 4 T DL, —HEICELDRNEED
R NIEFRRCRDOFEE ~DOEKNTF B 72\ (Lepper, Aspinwall, Mumme, &
Chabay, 1990) L L 5N TEY, Fa—FX —DEHRICERFICNLEEND,

Cognitive Scaffolding Strategies GRIHIJ/2 AT ¥ 7+ — /LT 4> 7)) : FHREIC
EZ I, B CABMICGHRENRETE D L ICT 2 X BITEIZE T, T2 —4
—IIEEEZE 52T, VLT OEMAREE LN b E x, BEMICHRE DN
A CEZZHE 5 X 9128 < (Lepper et al., 1990; Yelland & Masters, 2007) & Z 4L
%, Cromley and Azevedo (2005) Ti, fFERBOBERT 2 —F —ITRBOE W
Fa—2—L0 b, SEEOIETHO O bELEBAMNBRAXR Y 74+ —NT 1~
TERWHZ xR LT, Fa—4—0hE&NRMbhsEETH D,

Motivational Scaffolding Strategies (FNf( ST A BOLAX ¥ 7+ — VT 1
7) — X —PHHRE LR D, BRCIEO R THERE T
?’\“**“/5 YEmEmODLEOBEIE L@ENTEITH) L THDH, Margolis (2005)
kD T2F_—ardid, HBLORELER LIV EE AR, RAX TR T
BB (p223) ThY, FEHEOREERICK T 2 B O NESHE L #5172
DO HECHEFEEN R EEE, TORT, ERME - BfEEEROEGRRH D &
SND, KT, Fa—F—BNHRFICHELZ R LY, BOTHENRBEMBZ KT
LT, 1B %EE%EH;& LSRN R ST D (Chi, Heisawn, Yamaguchi, &
Hausmann, 2001) . &BOH DT 22— X —I1F & Z OEITE 2 MBI 5 CC il H sk
WLTITH> Z &G>TV 5DH (Cromley & Azevedo, 2005) . AR TIE, IUTF

(2020) THEEM L7z LEEO3FEIHD = — R FBfaf L, HkE O RN - Btz
R E TN B D% L5 72912, Cognitive Scaffolding Strategies? = — RiZ [#
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REICHEREZH LS ED ) AN, Fa—F—RERLEMT 20 TIER
L, HREBHICRSDTEEL D &I 217808 bo7Tenrax D, £z, 1T (2020)
O THREOBELZMITEMEZT 5] %, L0 WAMERKEATE SR 2 5~ THER
FICARRRRRIEICONTE R EE D » AL OV TEREEZ 525 &
EHRL, Fa—F—NFEFITMRITLI ETHTEICEE Lt GEHIX
Appendix 1Z M) . F£ 7o, HKEF O EERME L B HEMEIZHE < B % Motivational
Scaffolding Strategies® [FHIEH Z&E 2, WEEZRT ) & TRVWRAIZHDH] 1T
TEH L7,

— 7 C, MRE OFEECK LT, HEE O ANITK LHREN E D X 9 I
L 722354k L 72 Van der Aalsvoort and Lidz (2002) , Poehner (2005,2008) , = L
TAleeva (2018) DO43Hr =t — RAZBE T/ L7z, Van der Aalsvoort and Lidz (2002)
D Response to mediation rating scalel, DAT DI AIZXF T 2 838 O G % 8> D
JUTHE X, Poehner (2005, 2008) 13 Z D8 >DMEM A ILIZ, 7T v AEEBSL L D
ETDFHREONA~DIGE, DEVHE _SHEEBEHNE LB R> T D,
AEEFICEIB L= DX Aleeva (2018) 723, & SEEE OB A R L %180 51
ZT-HERICH D, Aleeva (2018) TIL, Vygotsky (1997) 7285 K L 7= “intellectual
development certainly includes not just evolutionary but also revolutionary changes,
regressions, gaps, zigzags, and conflicts” (p. 221) . [ZIR72 R 2ITHEALAI 721 Tld /e <
HEap ek, Bk, BV, 1TER, FLTEBELEDL (FEHER) ] 20, FKiEF
BTN DO TIRHRATEDORY O L THIOEBICRSZ Z L bbbV, Zh
EHREO—BEMBEEEZIONDEWVWIBZBXHFEZR AN ofra— FE2EH LT
5o BARMICIE, Fa—F—DT7 4= w272 LT, DEERL] X [Fa—
Z—DERERYD AN\ ThdH, 2FV, Fa2—F—ORRLEBBAICZ T A
NDOTIF L, BWEL, BE2REEZ M RIEBIOMm & 2, BlExg s L
7. E72, ILF (2020) THISMNT72 2 72SAPPIZR D%/ 1F TE Wb D] D
EEWI EDIE, Yav=r FEETT 5 COMELFRT H7-OIKRET S,
ZOLDE _SHEEGEANE Lo a— FRZOE EY TUTE DL DIT TRV,
ARTIE, Yevzs bOWE L, BOPMEEZREA L, Mk GTEEZE % HiEfET
FERESCHEEDRRONOINICEREZES, TNORAONDHFEE &R L)
E [ Fa—F—DBEREZTYD AR\ 12, EENa— FEHFHRFLZROT
OEEIR L., Zholk, MEREZASCRRTS), THESZHES THlHT
%1, I (ME%) BT 5, THEE2SEICT L, BET5), THHTH
() ZErRT 5 THHOEMEZERRS -G+ 5] THS TARZRET 2]
Thod (%2 — ROFEMIXAppendix 22 M) . T 5 OFREEOHE &L NFEDEL %
Ho CTEMRYE - BfEMEOEILE T 5, £72, REEOELE % topic episode (Korolija &
Linell, 1996) & FEONTF = — & — M FHEEE D E B 5 Mitopic episode & 1h D 7272 & &

=it

|
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RENEND %2 BND  (Mackiewicz & Thompson, 2018, p. 58) 728, ZD[al¥k
IHTORG L LT,

423 AV HEa—F—H

2BHDYE v a ro—H#l%k (20194F12H23H) &, Fa—% — L HRE OM
FICH LT, EEREy v a VICET A v A Ea—23001F 8 To72, A4 E
2a—DONEIL, By v a VOXERNRZRVIEY, ESEZI LT —Z 06T AR
FETOERE L, T2 —F —ITRICDO B, tHRERSE v a V~DOMG % H
Wz, MHEREICIE, A EIOSAPPRIH OB v v a Y ONE, Fa—% —~DH]
LEENTZ, TONRITFAIE2HTERETL, BRI L, ARNRIL, BaEoho
BiLE LT,

5. SHTRER
51 RFEE

KU, FEyva s TFa—F—LHRENENTETFEL W EhERT, &
TH I LT — % OREEROSTTFHOBEEL, 100 H7-0 OFYFEE, Fa—F2—L
FHRRF OLFEB O E (BIE) |, BiEk s, Bisdbi- ) OFLFELTH 5,

#1
Fa—F— LA ORGEE
WEER 100D IRER Fah D 1565G
FHEERL DEE (%) [m] %5 H1-H D

VI EEE

vy ia vl

F a0 — R — 7,293 1,621 76.75 157 46.45
2k 2,212 491 23.25 108 20.48
vy a2

Fa—kx— 4,347 966 68.22 116 37.47
2k 2,028 450 31.77 80 25.35
WY (F 2 — & —) 5,820 1,294 73.31 136.5 42.64
(R 2120 471 26.69 94 22.55

FIMWb, By arletyira20lbE5I B0 THLTFa—F—0NHRELD
1, WEEH, 1008 O FEFEE, BB onWTIns £, Fa—% -ty a i
BWTEEMZES TWDIONRZND, ity varalbgdse, Fa—F%—|C
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BTy a0 hRntE vy a2k 0 bRGEL TIE2,94658, FHREHT655
FELENoT, ALY Yy Y a VIOFTREFEOEKIZZ V., L, ~ADI10
NEOEEFEROEEERD L, Ty a VT33O TTF 2 —F —1n%<,
Ty Y a L2 TR I D ETHAREDORFOFEGNHE X T\WD, HHT X,
1RFEDHT-0 OFRFERDN, Fa—2 =13y a 1l bEoT0nbEDITHL,
FHRRE 1320485570 H 253551 %, 1 BIENEL o TWVWHRTHD, L TE
v a 2D PHRFITE L ESTCNEDFEHEELZ L TNDLZ Db henbd [z b,

52 FEEAER
521 Fa—F—DOHFEAR

EFTP, Fa—F—DDEDOX I RIFATHZT o TV Znfra— Fhb %,
K2IK Yy v a rO3FEHFRDOa— RONRTH 5,

#2
Fa—Z—DOXFTEIONR
Tyial Tyrvalr2
FEEEIC PN HARE FEFEIZ SV
KAEITE) HE Db Z'(f; (10%  HE HHb E'(f; (10 %y
BEPE ’ ) BEE ’ i)
Instruction strategies

T - AR 36 0.27  27.07 8.00 16 0.15 1524 3.56
[N =L s B 22 0.20 19.55 4.89 6 0.06 5.71 1.33
fiE R 2T 5 7 0.05 5.26 1.56 2 0.02 1.90 044

EIECHER DIER 27 0.20  20.30 6.00 14 0.13 1333 3.1
EIECHER DR 0 0.00 0.00 0.00 13 0.12 1238 2.89

1% i\ 7= 4 003 300 08 3 003 286 067
~ 96 072 7218 2133 54 051 5143 12.00
Cognitive scaffolding strategies

MR 2B 5
it 4 003 301 09 0 0 0 0

T RE 7R TR R0
[ 9 007 677 200 5 005 476 111
BRAEH< 3002 226 067 14 013 1333 3.1
e Gl 2 002 150 044 6 006 571 133

P

~N 18 014 1353 401 25 024 2381 555
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Motivational strategies

11 0.08 8.27 2.44 22 0.21 2095 4.89

TR & <08 5 3t

BT %
BWREIZD D 0 0.00 0.00 0.00 0 0.00  0.00 0.00
aat 11 0.08 8.27 2.44 22 021 2095 4.89

Others
Ty va DT 4 0.03 3.01 0.89 1 0.01 0.95 0.22

PREEICPE T 5 258 4 0.03 3.01 0.89 3 0.03 2.86  0.67

&7t 8 0.06 6.02 1.78 4 0.04 3.81 0.89
3 Omz\?@m 133 1.00  100.00 29.56 105 1.00  100.00 23.33
BREFEEL 157 116

EH550% v a Th, Instruction strategies D2 O DIIE LV & %0y 728,
tyvarlbtyva2CTEREREVRALONTL, By a 1T,
Instruction strategies’372.18% Cd - 72728, & v ¥ 3 L2 TIE51.43% & RO E A MK
72> Tk, —J TCognitive scaffolding strategies & Motivation scaffolding strategies
MNENZEI13.53%0>523.81%, 8.27%H> 520.95%~ & KIEIZH 2 TW\i-, BERMIC
1%, Instruction strategies TlX, & v g V1T [F o —F — DWW MR 36[0

(27.07%) THERAERMT 51 2208 (19.55%) MEESMHROREL T D] 27
[ (20.30%) NE<L, By a2 TIEINSOHERETLhotz, By a
2THWEA TV MBEIEESHIROE R4 T 5) ThV, By a1 TIROEIT
Holzmt vy a 2TiX13mE (12.38%) & > 7z, Cognitive scaffolding strategies T
DFHRE N FAME - BEMEZRT BTN OV TR, SEEAD R0 THRE IS
MESZHL NS 2M4EH0ENS,  THHEEE I ATREREIRIEIZ OV TE X
SHD - ARERIRPIEIZ O W TR AE 5 2 5 1 139EIHSENSHE - TWe, B
RO HREOFEHZM< ) T, By a YITIELNRPSTEDITHL, By
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Creating an Interactive Zoom English Class for University Students During
COVID-19 and Students’ Reactions

MAEKAWA, Yoko
Okayama University of Science

Abstract

The coronavirus disease (COVID-19) pandemic, which began in 2019, has caused
considerable confusion and struggles in education and learning worldwide. Many educators were
forced to adapt their face-to-face class content to online platforms in a limited amount of time.
Students have also faced many difficulties in adjusting to a new learning environment, as well as a
sense of loneliness due to isolation. This paper describes the author’s attempt to conduct interactive
Zoom classes for university students with due consideration given to students’ emotional well-
being. Although students showed anxiety initially, the class seemed to be able to maintain their
motivation to learn English, to satisfy their three psychological needs, and to provide them with a
positive class atmosphere and learning environment. The results of the study could prove beneficial

for those planning classes under adverse circumstances.

B

= v T U A VAEIGYEDOFTATIC L U | AR P OHEFEEBICFEEE MEELO I
%, HEITERHMOMICRHIREONEZ A T A4 AZHIV KR 578 EXNTBDIL,
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ARFFE TN RBUC BN TIREZ RIS 5 ETAMNEE A 57259,

Keywords: COVID-19, online learning, Zoom class, English learning motivation
1. Introduction
The coronavirus disease (COVID-19) pandemic, which began in 2019, has had a

considerable impact on education and learning worldwide and has resulted in the sudden shift

of most classes to an online environment (Crawford et al., 2020). According to UNESCO
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(2020b), approximately 1.5 billion learners, or 84% of total enrolled students in the world,
were impacted by school closures in 2020. In universities, faculty members and teaching staff
were forced to adapt their face-to-face class content to an online teaching situation, although
most of them had no relevant pedagogical knowledge or little technological experience (Bao,
2020; Rapanta et al., 2020; Terés et al., 2020; UNESCO, 2020c). The strong push to online

13

learning left teaching staff unprepared and struggling to balance between students’ “non-stop
learning opportunities” and “quality of learning” (UNESCO, 2020c). Students have also faced
several challenges: the cost and difficulty of setting up better Internet connections at home, the
frustration of learning on the new online learning platforms, the financial loss due to the
reduced part-time work, and their detached feelings due to social distancing. New students, in
particular, experienced loneliness since they had no time to make friends with their classmates
prior to classes moving to online platforms and did not have people to whom they could ask
questions or for advice (Nishikawa, 2020). As stated in UNESCO (2020a), there was a
tendency to rush toward the use of Information and Communication Technology (ICT)
without thorough planning or preparation and little consideration about the quality of learning
and students’ engagement or motivation to learn. Chen et al. (2020) studied the satisfaction of
learners taking online courses and reported that providing a comprehensible platform and
interactive communication affected students’ satisfaction. Other researchers also pointed out
the importance of interactive communication for students’ participation and learning (Bao,
2020; Moore et al., 2011); however, few studies have mentioned or considered students’
motivation for learning or their emotional well-being. Since the present author has been
practicing Content and Language Integrated Learning (CLIL) or active learning (Mackawa,
2019; Mackawa et al., 2017), it was a challenge for me to adapt my teaching style to an online
learning setting. I also considered students’ emotional well-being and how this urgent situation
may have affected them, as I wanted to provide students some sense of security when
participating in the class. This paper briefly reviews studies about active learning, online
learning, and English learning motivation and then reveals how I conducted interactive Zoom
English classes for university students with due consideration given to students’ emotional

well-being. I then discuss the students’ reaction to the classes based on survey results.

2. Literature Review
2.1 Active Learning and Online Learning

Active learning has been recommended by the Japanese government to promote students’
active participation in classes, as well as more in-depth learning and self-regulated learning
(MEXT, 2012). Blaz (2018) defined it as “a range of teaching methods that engage students,
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individually or in groups, in the process of learning through activities and / or discussion in
class, involving higher-order thinking and followed by a period of reflecting” (p. 1). Since the
MEXT statement above, active learning has become an “official education method” in Japan,
where students’ engagement is emphasized over one-sided lectures (Matsushita, 2018). The
phrases Content and Language Integrated Learning (CLIL) and Content Based Instruction
(CBI) are used more often than active learning in the English education field in Japan, but
CLIL and CBI include elements of active learning (e.g., Hanzawa, 2017; Morton & Llinares,
2017). Moreover, the studies of English for specific purposes (ESP) have tried to create more
authentic education and promoted elements of active learning (e.g., Anthony, 2009; Miyama,
2000; Noguchi, 2009). Even in the urgent situation of the COVID-19 pandemic, it is desirable
to retain some active learning elements in the classroom.

Online learning or distance learning have been tools used for learners who are
geographically unavailable to attend courses (Bao, 2020; Moore et al., 2011). E-learning can
be used as a platform for students’ self-regulated learning (Abe et al., 2019; Moore et al., 2011;
Terés et al., 2020). In online settings, teachers do not have strong control over students’
participation (Bao, 2020); however, it has not been a grave issue because learners using them
have generally chosen the circumstances and engaged in the learning actively. As stated in
Rapanta et al. (2020) online learning can be material oriented (movies, reading, exercise, or
others), while face-to-face classes can be more interactive. To extend the use of online learning
to general students during the COVID-19 pandemic, the first step in including active learning
can be to find a way to promote interaction and communication.

Simultaneously, the instructors should consider students’ emotional well-being, which
might be influenced by the sudden change of class style (Nishikawa, 2020). In fact, a study by
Stiller and Koster (2016) found that learners’ characteristic of online anxiety contributed to
their dropping out of online courses. Likewise, Bolliger and Halupa (2012) revealed a strong
negative correlation between online anxiety and class satisfaction in an online doctoral
program. Although social anxiety in online settings was suggested to be lower than in real life
communication among college students (Yen et al., 2012), it is important to consider whether

or how students feel anxious when participating in a Zoom class.

2.2 Motivation
Motivation can be a driving force within the act of learning and has been researched from
many perspectives, as shown by Lamb et al. (2019). This paper focuses on self-determination

theory (SDT) as its theoretical framework.
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SDT was developed by Deci and Ryan (2000, 2002b) and has been utilized in second
language learning motivation research for many years (e.g., Hayashi, 2005; Hiromori, 2006;
Kojima & Yashima, 2017; Maeckawa & Yashima, 2012; Nakahira et al., 2010; Noels et al.,
2003; Tanaka, 2013). The basis of SDT is that humans have an innate tendency to regulate
their behavior through communication or interaction with the environment (Deci & Ryan,
2002a; Noels et al., 2019). Therefore, it is postulated that the satisfaction of three psychological
needs, autonomy, competence, and relatedness, would lead to more internalized motivation to
participate in activities (Deci & Ryan, 2002a). Autonomy refers to self-regulation, and learners
must perceive agency over their own actions. Competence relates to confidence and
achievement; thus, learners should face challenges that can be mastered. Relatedness can be
attached to a sense of connection, and learners need to feel connected to others in their
community (Noels et al., 2019). SDT differentiates motivational orientation into three types:
intrinsic motivation, extrinsic motivation, and amotivation. Extrinsic motivation includes four
different types, external, introjected, identified, and integrated regulation, which were
identified according to how much learners self-determined or internalized the activity. (Noels
et al., 2019). Intrinsic motivation is the state when learners engage in an activity for their
pleasure and satisfaction. External regulation is the least self-determined state of regulation
and occurs when learners study because of outside pressure or specific rewards. Introjected
regulation is related to learners’ self-esteem when they engage in an activity to avoid negative
evaluation from others. Identified regulation and integrated regulation are highly self-
determined. Learners consider the necessity and importance of language learning for their self-
expression. Amotivation indicates no motivation, and learners cannot find the effectiveness of
learning (Hiromori, 2006; Noels et al., 2019). The author has used this theoretical framework
for many years because it is useful to understand science and engineering students’
motivational state. Those students may need English in their future but may not be interested
in learning English, which suggests that leading them to a higher self-determined state can be
required in university English education. Therefore, I have used this framework as well in this
study.

3. Class Design and Practice

Because of the COVID-19 pandemic, the author’s university decided to use the
university’s portal site and Zoom as online-learning platforms. All teaching staff were asked
to conduct classes either through Zoom or through Video on Demand (VOD) on the portal site
during the spring semester in 2020. The author used the portal site for weekly assignments and

Zoom for the classes. The required English classes in this university also used an online
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English learning course from Reallyenglish Japan Co., Ltd. so that students would have
sufficient quality of learning, especially in listening comprehension.

In this university, there are many shy or antisocial students; thus, I had heard that teachers
faced difficulties even in face-to-face classrooms. Before starting my own Zoom class, I had
an opportunity to help another professor’s English class using Zoom and noticed the
unpredictable difficulty of making students turn on their camera and speak out. In the survey
conducted before starting class, I asked students to make comments about what they want to
learn in the class and what they were anxious about in online classes. Students commented
that they were anxious about attending online classes (Table 1). Some were afraid of the
occurrence of technical difficulties such as sudden disconnection or audio trouble, some
worried about what would happen if they could not submit assignments on time, and others
were anxious that they would not get enough support when they do not understand class

materials.

Table 1
Coding of Students’ Anxiety for Zoom Class Open-Ended Questions

Category Code # of coding

o Having no idea of what classes would be/
Anxiety in general . 3
vaguely aware of not understanding

. No peer help / exam / asking questions / group
Learning N 13
worl

. Network setting / unfamiliar with Zoom /
Technical problem o ) o ) 21
submitting assignments / missing information

Considering students’ anxiety and probable technical troubles, I tried to design class
activities that would not put too much pressure on students but could still be interactive. With
such care, I expected students to feel secure about participating in the class and their needs of
relatedness to be satisfied. After trying different activities for a couple of weeks, I asked the
students what activities they would like to continue so that their need for autonomy could be

satisfied, and the basic class schedule was decided as shown in Table 2.
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Table 2
Activity and Schedule of Class

Activity Zoom tool and setting

Quick review, vocabulary, and grammar check
1 Chat for everybody
(Students type the answer on chat)

Shadowing
2 . ) Unmute students
(Students read aloud following the instructor)

3 Comprehension check 1: True or False Using response button

Comprehension check 2: Reading comprehension
4 ) ] Chat only for the host
(Students type answers in English on chat)

In my class, weekly reading materials based on the Reallyenglish online course were used.
At the beginning of the class, students input their student number in the chat box on Zoom to
take attendance. After a brief introduction, the class starts with easy and quick activities:
assignment review, vocabulary check, or grammar check. Students are asked to type their
answer in the chat box and send it to everyone on a first-come-first-served basis. This may
introduce some gaming aspects and enable students to prepare for the coming reading content.
The shadowing or reading aloud activity is basically the only time for students to unmute
themselves. To reduce their anxiety to speak in English, I decided to make them read aloud
together and let them know that the teacher is listening to them. For the reading comprehension
part, I verbally asked multiple choice or true-or-false questions to which students answered
using the response tool “yes” and “no” in the participants window. After students answered, |
showed the question and answer on a slide or chat window. For the questions that required
English composition and deep understanding, I let them type and answer only to the teacher
so that the students would not worry about making mistakes. At the end of the class, I always
asked students to turn on their camera and wave their hands before leaving, which might
satisfy the needs of relatedness. In all classes, most students followed the request.

In this university, Integrated English I and II are required for first-year students and
Integrated English III and IV for second-year students. Integrated English I and III are
conducted in the spring semester while II and IV are held in the fall semester. Students are
assigned to different levels—S (the highest), A, B, and C (the lowest)—according to the scores
from the Visualizing English Language Competency Test (VELC test), which they took at the
beginning and at the end of the first-year English course. In 2020, the author is teaching six

classes: one S-level second year, one A-level second year, one B-level second year, two B-
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level first year, and one C-level first year. For the S-level and A-level students, I conducted
more in-depth activities but followed the same schedule. Table 3 shows the students’ major,
grade, and level, and the number of enrolled students. Although the students in Class 3 for
Applied Mathematics and Biomedical Engineering were placed at the lowest level, their
English knowledge was as good as that of the other first-year B-level students probably
because students in those departments scored relatively better than those in the other
departments. That allowed me to give the same instruction among three first-year classes. In
total, I conducted three different classes: three first-year classes, two second-year higher-level

classes, and one second-year lower-level class.

Table 3
Number of Students Enrolled in Each Class
) Number of
Class Students’ major Grade Level
Students

Information and Computer Engineering

1 . 1 B 40
Architecture
Applied Mathematics

2 . . o 1 C 31
Biomedical Engineering
Applied Science

3 PP . . L 1 B 41
Electrical and Electronic Engineering

4 Management 2 B 37
Life Science

5 . : 2 S 25
Applied Physics
Applied Chemistry and Biotechnolo

6 Pp try gy ) A 36

Mechanical Systems Engineering

4. Methods
4.1 Purpose

The purpose of the survey was to examine whether the Zoom class could maintain
students’ motivation to learn English and satisfy their three psychological needs of learning
English. I also hoped to discover whether the class could relieve students’ anxiety. Therefore,
the research questions were as follows. 1) How can the Zoom class improve or maintain
students” motivation to learn English? 2) How can the Zoom class satisfy the three basic
psychological needs of students? 3) Can the Zoom class help reduce students’ anxiety, and

how?

47



LET Kansai Chapter Collected Papers Vol.19 2021

4.2 Participants

Unlike the paper-based questionnaire survey distributed in former face-to-face
classrooms, only a few students participated in the online survey. Table 4 shows the number
of participants. In April, two of the classes saw no students respond, and the number of

participants decreased in August.

Table 4
Number of Participants
Class Students’ major April  August  Both
Information and Computer Engineering
1 . 14 13 6
Architecture
Applied Mathematics
2 . . . 0 4 0
Biomedical Engineering
Applied Science
3 PP . . . 22 11 6
Electrical and Electronic Engineering
4 Management 0 3 0
Life Science
5 16 7 4

Applied Physics
Applied Chemistry and Biotechnology

Mechanical Systems Engineering

Total 61 43 18

4.3 Survey

To examine the motivational effect of the class and students’ reaction to the class,
questionnaire surveys were conducted at the beginning (April) and end (August) of the spring
semester. The survey was conducted through Google Forms for ease of completion. The
author gave the URL for the questionnaire and asked the students to participate. I explained
that the survey was totally voluntary, would not affect students’ grades, and they were free not
to participate. The purpose of the survey was provided both orally and on the survey form.
Even though the number of participants was small, the author used data from the eighteen
students who answered both in April and August for quantitative analysis. All answers for

open-end questions were included in the analysis.
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4.4 Materials

The April questionnaire consisted of two parts: motivational regulations and two open-
ended questions. After starting the class, the author became increasingly aware of the
importance of satisfying students’ psychological needs. Including the questions asking about
those aspects, the August questionnaire consisted of three parts: motivational regulations, three
psychological needs, and three open-ended questions.

To analyze the quantitative data, IBM SPSS statistics 25 was used, while
MAXQDA2020 was used to analyze qualitative data.

4.4.1 Motivational regulations (20 items, 5-point scale; Hiromori, 2006)

Based on the questionnaire survey conducted by Noels (2001), Hiromori (2006) adapted
motivational regulations for Japanese English learners. To reduce students’ emotional burden,
the author omitted a similar-meaning item from each regulation and used 20 of the 25 items
originally presented. The items included intrinsic motivation (four items), identified regulation
(four items), introjected regulation (four items), external regulation (four items), and

amotivation (four items).

4.4.2 Perceived fulfillment of three psychological needs (9 items, 5-point scale;
Hiromori, 2006)

Like the motivational regulations above, Hiromori (2006) adapted the three
psychological needs students perceive to be fulfilled in the English class. To lighten students’
emotional burden, the author chose three items from the original six items in each category,
while I chose one reverse item for each category and tried to make variations. The categories

are autonomy (three items), competence (three items), and relatedness (three items).

4.4.3 Open-ended questions

In April, the author asked two open-ended questions: 1) What do you want to learn in the
English class? 2) What are you anxious about regarding the class? The questions in August
were as follows: 1) What was good about the Zoom class? 2) What do you want improved in
the Zoom class? 3) What do you think about the online course? In this paper, the responses for
only questions 1) and 2) asked in August will be introduced. The responses for question 2)

asked in April were discussed in Section 3.
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5. Results
5.1 Motivational Regulations

When checking the Cronbach’s alpha of each motivational regulation, external regulation
in both April and August was found to have a low score (a.=.52 in April and a. = .41 in August).
Since both results suggested the same item, “I want to get a certificate like STEP and TOEIC,”
be eliminated, it was omitted. Table 5 shows the mean scores, standard deviation, Cronbach’s
alpha of each motivational regulation, and t-test result.

As presented in the table, identified regulation scored highest in both April and August.
There were little changes in any motivational regulations between April and August.
Compared to the author’s former study in the same university with a similar number of

participants (Maekawa, 2019), all regulations scored higher, except amotivation, in August.

Table 5
Mean Scores, Standard Deviation, Cronbach’s Alpha of Each Motivational Regulation and t-
test Result (N = 18)

April August Difterence
MEAN (SD) o MEAN (SD) o (Aug — Apr)

Intrinsic 3.09(1.03) .93 324 (1.07) .89 0.15
Identified 400(0.75) 88  3.89 (1.02) .93 -0.11
Introjected 3.60(0.65) .61  3.69 (0.73) .70 0.09
External 3.79(0.74) .64 372 (1.00) .79 -0.07
Amotivation 2.15(088) .87 213 (0.70) .69 -0.02

5.2 Three Psychological Needs

Initially, the Cronbach’s alpha of competence scored low (o = .48); hence, one reverse
item, “I sometimes feel that I am not good at English,” was eliminated. Table 6 shows the
mean scores, standard deviation, and Cronbach’s alpha of the three psychological needs.

As shown in the table, competence scored the highest. Autonomy and Competence
scored higher than those in the author’s former study in the same university, while relatedness

scored almost the same as the former study (Maekawa, 2019).
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Table 6
Mean Scores, Standard Deviation, and Cronbach’s Alpha of Three Psychological Needs in
August (N =18)

MEAN (SD) M
Autonomy 3.20(0.91) 75
Competence 3.36 (0.96) .53
Relatedness 3.14 (0.99) .85

5.3 Students’ Response to the Zoom Class

The students’ responses for questions 1) and 2) were coded and categorized using
MAXQDA2020. The codes were then assigned numerical values. Table 7 shows the category,
codes, answer examples, and numerical values as well as the difference between students’
reaction to the class.

As shown in Table 7, there were many students who did not write anything, or who wrote
“nothing particular” in answer to both questions. Students had comments about instruction
style such as “I could answer not by speaking out loud but through chat.” Some felt
comfortable with the class atmosphere, saying “It was easy to ask questions.” Some students
appreciated the class style, saying “I could understand the class content without worrying that
I might be the only one who does not understand.” Others appreciated the convenience of
online classes, remarking “I could attend the class from my home.”

In terms of aspects to be improved, some students commented on the technical difficulties
that prevented them from fully concentrating during the class, “Sometimes the network
connection becomes really slow.” Since all instructions were sent through email or the
university portal site, they could be missed, and students commented, “I sometimes missed
important information such as assignments.” During class, some students felt that the time
they were given to consider answers was too short, saying, “I am not accustomed to typing
answers, so it took long for me. Therefore, I could not answer by the time the activity was

over.”
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Table 7
Students’ Reactions to the Zoom Class in Open-Ended Questions and the Number of Coding
That Appeared in Each Class

2Myear 2™ year
Category Codes Total ~ 1%year  higher  lower
m=43) @=28) (=12 (n=3)

Benefits

Nothing ) .
. No answer / nothing particular 13 9 1 3
particular
Answering through chat /
Instruction quick feedback / effective 11 9 2 0

follow-up/ clear visual aids

Class Easy to participate / easy to ask 9 5 4 0
atmosphere questions
One-on-one No peer pressure / easy to
e peet P Y 8 4 4 0
situation concentrate
Unnecess to
Y 5 2 3 0
go to school
Points to be improved
Nothing ) .
. No answer / nothing particular 29 20 7 2
particular
Technical Difficulty in listening / online 6 4 : {
problems setting

. Missing important information
Information 5 3 1 1
/ sudden schedule change

Limited time Activity time / typing to chat 4 1 3 0

Seeing the difference between classes, more than half of the first-year class students felt
that the class had benefits, but they did not offer comments on what could be improved. The
second-year higher class students also made comments regarding the benefits. Their
comments were mainly about class atmosphere and the way the class felt like a one-on-one
situation. Some felt the time limits of class activities could be improved. Meanwhile, the
second-year lower class students did not offer any comments on the benefits, but they did

comment on technical problems and missing information.

52



MAEKAWA: Creating an Interactive Zoom English Class for University Students During COVID-19 and Students” Reactions

Some comments included several different codes such as “Because the teacher showed
the answer immediately, I could check my answer and understand well.” This response was
coded as both quick feedback in the instruction category and easy to understand. “I could send
my answer privately to the instructor through chat, so I didn’t feel shy or worry what my
classmates might think about my English” was coded as both answering through chat in the

instruction category and no peer pressure in the one-on-one situation category.

6. Discussion
6.1 How Can Zoom Classes Improve or Maintain Students’ Motivation to Learn
English?

Section 5.1 shows the results of motivational regulations; identified regulation was the
highest in April, while intrinsic motivation was not very high. This tendency was also seen in
the author’s former studies focusing on science and engineering students including those from
another university (Maekawa, 2019; Maekawa & Yashima, 2012); thus, this may identify a
general tendency of science and engineering students in Japan. The changes between April
and August for any motivational regulations were little. However, it may be acceptable to say
that the Zoom class could at least maintain students’ motivation to learn English. In the
qualitative data from the open-ended questions, students commented that the instruction and
class atmosphere were good. Therefore, the Zoom class might be able to maintain the quality
of students’ learning. The fact that there were some students who did not feel peer pressure
and could participate in the class without worry means that this class format might be
beneficial for some students regardless of the pandemic. Students may also have increased
their participation in the class either due to their perception of pressure to participate or because
they could not see what the other students were doing. This could have some positive effect

on students’ learning or participation.

6.2 How Can Zoom Classes Satisfy the Three Basic Psychological Needs of Students?
The data were collected in August 2020; thus, it is insufficient to determine whether the
class could satisfy the three psychological needs. However, the fact that competence received
the highest score may suggest that students felt some sense of achievement through the class.
It was also interesting that relatedness scored as high as the other two. Although the author
tried to include some aspects to satisfy the needs of relatedness, the only interactive
communication between students was text through chat. Therefore, it was a surprising result.
In the comments for the open-ended questionnaire, students commented that the class

atmosphere was good. Students were also in a situation where they had a lot of online classes
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and Zoom classes with limited class time, which gave them little human contact. Many first-
year students might have suffered from the alienation of starting a new life alone, with no way
to connect with their classmates or teachers, which rendered them unable to ask questions or
get support. Thus, the fact that students could easily participate and ask questions in class
might have satisfied their needs of relatedness. Although there were no comments directly
related to satisfaction of autonomy or competence, the author tried to give students
opportunities to decide how to conduct the class, which might have satisfied their needs of

autonomy.

6.3 Can Zoom Classes Help Reduce Students’ Anxiety and How?

As shown in Table 1, students showed anxiety related to technical problems and learning
in April. Although there were comments about overcoming technical problems in August,
many of them seemed more comfortable and had become more familiar with Zoom classes.
Most of the participants in August had no comment in relation to something that needed to be
improved, which could indicate that most participants were satisfied with the class. The
comments regarding the benefits, such as easy to participate, easy to ask questions, and no
peer pressure, also suggest that students had little anxiety and enjoyed the class. Of course, as
an English class, it may be important to have more oral communication and more face-to face
contact. However, the students in this university tend to be very shy even under ordinary
circumstances. Many students, especially first-year students, were also not acquainted with
their classmates. In this situation, the online class using only chat might have given students a

feeling of security when participating in activities.

7. Conclusion

This paper reveals how the author conducted an interactive Zoom class designed to
consider students’ emotional well-being. COVID-19 has brought a lot of frustration to both
students and teaching staff. Adapting classes to online settings within a short period of time
placed an extra burden on teachers, and I heard concerns from many part-time teachers. |
believe that the results of this study give some points to consider when conducting classes in
urgent, frustrating situations. I prioritized creating a cheerful atmosphere and reducing students’
anxiety when planning this class. The beginning of the spring semester was chaotic for both
students and teachers. A class that allowed students to communicate in their preferred way
might have given some feeling of security to the students. There are, of course, many students
who might be interested in oral communication with their classmates. In the fall semester, I

retained Zoom classes and tried to shift toward a more communicative style, although I was
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still aware of students’ anxiety and comfortable atmosphere. Moreover, | have realized the
benefits of online classes for very shy students. After COVID-19, some students might still
need the option to choose between face-to-face active learning classes and online one-on-one
classes.

The biggest limitation of this survey is the limited number of participants especially for
quantitative data. Therefore, the results may not be generalized to other teachers or classes. |

would like to continue the study including more students and different approaches.
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Is an Impressive Background so Important to a CEO?
Investigating the Discourse Structure of Personal Profiles in the Specific
Business Field

NISHINA, Yasunori
Kobe Gakuin University

Abstract

This study investigated the move structure of personal profiles in the business field by examining
the discourse of 28 chief executive officer profiles from airline company annual reports as a case study.
Combining move structure analysis and corpus linguistics methods revealed the relationship between
language properties and discourse. In addition to the move structure, typical language patterns and verb
tenses used for each step in a move were identified from the viewpoint of hint language expressions,

showing how the use of language is conventionalized in specific written texts.
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1. Introduction

Genre is a socially recognized form of language use (Hyland, 2002; Hyon, 1996; Martin,
2003; Yunick, 1997). Language use and discourse are interrelated through particular language
patterns because such patterns are imbued with communicative functions peculiar to a specific
discourse community (Hunston, 2010; Hunston & Thompson, 2000; Nishina, 2010). Based on
these assumptions, the current study investigates language properties and the move structure
derived from them in the personal profiles of a business field which has not been the focus of much
study by researchers/practitioners of English for Specific Purposes (hereafter, ESP). However, in
the globally connected world of today, non-English speaking entrepreneurs need to create profiles
in English to reach a wide audience. The findings of the present study should offer effective advice
in response to such needs.

In particular, one of the most common questions that I am asked for advice on by beginner
and/or intermediate English learners, including students who have started their own businesses,
former students of mine, and friends, is how to create a personal and/or company profile in English.
This genre, which appears frequently in the TOEIC reading section, is extremely important for
reading and writing in business English, but there is no previous research on it. I believe that English
reading and writing instruction based on the results of this analysis is necessary for English
language learners who want to start or have already started a business.

This paper thus attempts to reveal the move structure and typical lexico-grammatical patterns
for the genre of chief executive officer (CEO) profiles. In order to clarify typical moves in this
genre, | first identified the patterns (Groom, 2005; Hunston, 2008, 2010; Hunston & Francis, 2000),
then linked them to communicative functions leading to steps and moves in the profiles. With
quantitative information about the findings in this study, I attempt to reveal the communicative
purpose and culture of this genre. Finally, this study shows how even small corpora can contribute

to meaningful contextual findings in discourse studies.

2. Literature Review
2.1 ESP Approach to Genre

In the ESP approach, genre is a kind of social phenomenon and behavior (Bhatia, 1993;
Mauranen, 1993; Swales, 1981, 1990). Genre is realized on the basis of communicative purpose
shared in the discourse community. Such communicative purpose constrains the internal structure
of the text in a genre. Such an internal structure consists of various but typical lexico-grammatical
patterns having communicative functions (Nishina, 2010; Ventola & Mauranen, 1996). For
educational purposes, genre analysis can be used to teach English logically for ESL/EFL learners
in both academic and professional settings (Bhatia, 1993; Swales, 1981, 1990).
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2.2 Previous Work on the Relation between Business Genre and Language Properties

With genre being considered a socially recognized way of using language (Hyland, 2002;
Hyon, 1996; Martin, 2003; Yunick, 1997), several studies have employed the ESP approach to
business genres based on linguistic analysis. For instance, Nishina (2010) investigated the patterns
and semantic sequences utilized in research articles of business studies. Nishina (2007) also used
an accounting corpus compiled from the Journal of Accountancy newsletters and documents
relevant to accounting on the website of the American Institute of Certified Public Accountants
(http://www .aicpa.org/) to prepare keywords lists peculiar to this field for accountants. Hsu (2014)
provided formulaic sequences for prospective EFL business studies students. Hyland (2008)
examined differences between business studies, applied linguistics and electrical engineering while
Rees (2016) studied academic language across three disciplines of management studies, history
and microbiology in terms of the collocational behavior of several words.

As shown in these studies, a discourse community has acquired some specific lexis (Swales,
1990, pp. 24-32) and lexico-grammatical patterns (Hunston, 2010; Hunston & Thompson, 2000;
Nishina, 2010). Such language properties shared in a particular discourse should be “epistemic or
constitutive of the group’s knowledge” (Herzberg, 1986, p. 1, as cited in Swales, 1990, p. 21). The
current study also examines whether the specific lexico-grammatical patterns are shared among

community members for moves and steps of a particular business genre.

2.3 Move Structure Analysis for Non-Academic Texts

Many studies have investigated the move structure of particular genre texts, especially in the
ESP field (e.g., Amnuai & Wannaruk, 2013; Kondo, 2018; Tseng, 2011; Upton & Cohen, 2009).
The majority of ESP studies focuses more on academic than professional or practical materials,
and on sciences rather than humanities because academic sciences are “rhetorically simple”
(Swales, 2001, p. 43) and “linguistically transparent” (Hocking, 2003, p. 55).

There are, however, some studies that have investigated the move structure of non-academic
texts (e.g., Kondo, 2018). For instance, Kondo (2018) revealed the discourse strategy on the
website employed by luxury hotels by looking at the language properties in the move structure.
While clarifying “Who uses writing for what purposes?”” (Bouissac, 1998, p. 645), move structure
analysis can also scrutinize how the specific purpose is realized in the texts written by the discourse
community members. By investigating the functions and the rhetorical organizations of texts in a
particular genre, we can understand what the discourse community of the genre is like in a true
sense, because the discourse community is “the parent of genre” (Swales, 1990, p. 58), and such a

community is reflected and constructed from the functions and organizations of texts. Thus,
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revealing the textual features in a particular genre can reveal the culture or customs hidden in the

discourse community.

3. Methodology
3.1 Data

As a pilot study, the data consisted of 28 CEO profiles of Star Alliance in 2018 in this study.
This is largely because it is expected that the certain consistency of the discourse would be
identified by focusing on the data in the particular field, genre and/or source. In a narrow sense,
thus, this study is about the CEO profiles of a particular field. In a board sense, however, this study
can be a starting point to consider the linguistic and discoursal features of the whole CEO profile
genre: the study for the CEO profiles in a wide range of fields will be planned as a future study by
reference to the findings from the current study.

All profiles were extracted from the PDF files at the website (https://portal.staralliance.com).
They were then converted into text files of the UTF-8 format. Adria Airways and Avianca Brazil
are not current members of Star Alliance (i.e., currently 26 members) because they went into
bankruptcy in September and October in 2019. AntConc (ver. 3.5.8) was used for corpus analyses.
In total, the number of tokens was 5,980, the number of types was 1,376, the average tokens per
profile was 214, the average types per profile was 118, the average number of paragraphs per

profile was 5.04 and the average number of sentences used in a profile was 9.86.

3.2 Preliminary Work

A small corpus of the CEO profiles was compiled, and each profile was manually analyzed
as shown in Table 1 which presents the sample discourse structure of the CEO profile of Thai
Airways. The profile information is categorized into Airline Name (AN), Paragraph (P), Sentence
Number (SN), Final Sentence in Paragraph (F), Sentence, Verb Tense (VT), Hint Language
Expression (HLE), Step, and Attribute, in order to visualize the details of the discourse structure of
each profile. In particular, HLE presents the particular linguistic expressions leading to the
identification of each step. Step indicates what sort of communicative function is realized through
HLE: the function of each sentence was elicited by examining a particular hint expression in the
process of the discourse analysis. When one sentence included more than two clauses, different
functions were sometimes identified and counted as different steps. The total number of sentences
for all 28 CEO profiles was 276 with an average of 9.86 sentences per profile. The least number of
sentences used in a profile was the three in Thai Airways, while the largest number of sentences

used was the 19 in the Ethiopian Airlines profile.
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Table 1
Sample Discourse Structure of the CEO Profile for Thai Airways
AN P SN F Sentence VT HLE Step Attribute
Thai 1 1 Mrs. Usanee Sangsingkeo past S became  current career
Airways became Acting President of POSITION...  position
Thai Airways International on WHEN
Public Company Limited
(THAID) on February 10,
2017.
Thai 1 2 She formerly held the past formerly held prior career
Airways position of THAI Executive the position of  position
Vice President of the ... held the post
Aviation Business Unit and of...
prior to that held the post of
THAI Managing Director of
the Ground Customer
Service Department.
Thai 1 3 *  Mrs. Sangsingkeo holds a pres holds a Master  academic personal
Airways Master ~ of  Business of... a Bachelor  qualification
Administration  from  St. of...

John University and a
Bachelor of  Business
Administration from
Bangkok University.

In this sample, the CEO of Thai Airways uses three kinds of communicative functions,
namely steps, in the profile: current position, prior position and academic qualification. The first
two steps are grouped as career functions while the final step is categorized as personal function.
As seen in this sample, the career functions are introduced first, followed by personal function. This
tendency in CEO profiles differs from artist profiles that I have examined in another study: the

shared knowledge and culture may differ in discourse communities in different fields.

3.3 Research Questions

This study addressed the following research questions. Since the current study is a pilot study
of genre analysis for CEO profile, RQs (1) - (5) are limited to the findings about the CEO profiles
of the airline companies indeed. However, the findings from the current study will uncover the

discourse features of this genre to a certain degree.

(1) how many kinds of steps and moves can be identified in CEO profiles (of a particular field);
(2) what sort of particular function is realized by each step and move;

(3) which steps are obligatory, conventional or optional;

(4) what are the linguistic features peculiar to each step;

(5) what is the typical move structure of the CEO profile.
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4. Analysis
4.1 Details of Each Step in the Airline CEO Profiles

This section summarizes the quantitative data of all communicative functions identified in the
airline CEO profiles. I identified a total of 15 steps with a second check from an expert in this field,
Prof. Judy Noguchi who expressed no disagreement with my findings: nine steps were grouped as
expressing career functions such as current position, prior position, experience, achievement,
responsibility, award, start of career, company efforts and competence,; with the remaining six
steps grouped as presenting personal functions such as academic qualification, professional
qualification, birth information, personal, family and living place. Tables 2 and 3 below illustrate
examples of communicative functions and hint expressions of each step found by discourse

analysis. In Tables 2 and 3, C means career functions and P refers to personal functions.

Table 2
Examples of the Communicative Functions of Each Step (Career Functions)
C/P_ Step Communicative Functions Hint Expressions
C current position Describing the CEO’s current  Holger Kowarsch is the managing director and
job position concisely CEQ of Adria Airways. -— Adria Airways
C  priorposition Describing the CEO’s past job  Prior to joining the airline, Christopher was
positions as his / her career President and Chief Executive Officer at Unilever
history Canada. -—- ANZ
C experience Presenting working experience  During his 10 years within GE, Rickard gained
before becoming CEO other solid experiences from several senior GE Capital
than prior positions leadership positions, both in Europe and the US. -
-- Scandinavian Airlines
C achievement Introducing distinctive ~ As a president and co-owner he led the company
contributions to the company /  from a start-up to the achievement of a few per
business cent share of the freight market in Poland. -—- LOT
Polish Airlines
C responsibility Describing the job tasks that the  In this capacity, he was responsible for hub
CEO is now or used to be management, cabin crews and human resources
responsible for at Lufthansa Passenger Airlines. --- Lufthansa
C award Introducing awards won by the He has also won the National Award for e-
CEO to show his / her Govemance in 2012 and the Prime Minister’s
importance in the field Award for Excellence in Public Administration in
2013. -— Air India
C start of career Describing how / when the Starting his career in 1994, Mr. Ayci held a
CEO started his / her business  variety of roles at Kurtsan laclar1 A.S., Istanbul
career Municipal Authority and Universal Dis Ticaret
A.S. --- Turkish Airlines
C company efforts Presenting efforts made by the  Attracting, developing and retaining the best
company talent in the global aviation industry. --- Aviance
C competence Emphasizing how capable, Mr. Ayci speaks English and Russian. --- Turkish

experienced or knowledgeable
the CEO is

Airline
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Table 3
Examples of the Communicative Functions of Each Step (Personal Functions)
C/P_ Step Communicative Functions Hint Expressions
P academic Introducing  the  academic In 1999, she graduated from an M.B.A. at The
qualification background of the CEO Wharton School, University of Pennsylvania. -

-- Brussels Airlines

P professional
qualification

Introducing the specific course or
license relevant to the profession
held by the CEO

Carsten Spohr holds a Lufthansa captain’s
license for the aircraft of the Airbus A320
family. --- Lufthansa

P birth info

Describing birth year and / or
place about CEO

Rickard Gustafson was bormn in 1964 in
Stockholm. - Scandinavian Airlines

P personal info

Describing the private
information (e.g., age) about the
CEO

Mr. Cai Jianjiang, aged 44. --- Air China

P family

Introducing the CEO’s marriage

He is married with two children. -~ Aegean

status and family members Airline
P living place Describing the past or current He currently resides in Tokyo with his wife and
living place of the CEO daughter. -—- ANA

4.2 Quantitative Information about Steps Identified in the Airline CEO Profiles

Asin Tables 2 and 3, the steps identified in the CEO profiles were divided into the nine steps
about career functions and the six steps about personal functions. The quantitative data about the
former steps are summarized in Table 4 and the latter steps in Table 5 (TTR = type-token ratio,
AWL =average word length). In both tables, the steps are arranged in their tokens order. While the
total number of sentences is 276 altogether, the total tokens of steps identified are 310 because the
two or more steps were sometimes identified in a single sentence including two or more clauses.
For instance, the overall number of tokens (42) in the step current position surpasses the number
of the CEO profiles (28), since current position is sometimes mentioned several times in some
airline CEO profiles. Among the total 310 step tokens, the career functions occupies for 83.23%
(258 cases) and the personal functions for 16.77% (52 cases): the former is more prioritized than
the latter in the CEO profiles (the proportion is around 5 : 1). Only two CEO profiles of Egyptair
and Eva Air include no personal functions at all: 92.9% includes both kinds of functions in the
profiles. Note that the ranges in Tables 4 and 5 indicate the number of CEOs. For instance, 11 out
of 28 CEOs (about 40%) use the achievement step in their profiles.

As in Tables 4 and 5, over half of the CEOs use the four steps current position (100%), prior
position (89.3%), start of career (60.7%) and academic qualification (85.7%). According to the
standard by Amnuai and Wannaruk (2013), current position is obligatory, prior position, start of

career and academic qualification are conventional, and the other steps are optional.
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Table 4
Quantitative Data about 9 Steps of Career Functions (258/310, 83.23%)

step tokens ranges tokens types
tokens/ steps TTR AWL
(ratio) (ratio) (ratio) (ratio)
90 25 1854 552
prior position 24.72 29.77 5.14
29.03% 89.29% 31.00% 40.12%
42 28 969 341
current 23.07 35.19 4.94
position 13.55% 100.00% 16.20% 24.78%
35 11 719 360
achievement 20.54 50.07 5.33
11.29% 39.29% 12.02% 26.16%
25 14 513 271
experience 20.52 52.83 5.10
8.06% 50.00% 8.58% 19.69%
20 6 458 204
award 24.11 44.54 5.21
6.45% 21.43% 7.66% 14.83%
19 17 367 197
start of career 19.32 53.68 5.22
6.13% 60.71% 6.14% 14.32%
11 6 272 147
responsibility 24.73 54.04 5.74
3.55% 21.43% 4.55% 10.68%
8 1 117 81
company 14.63 69.23 5.82
efforts 2.58% 3.57% 1.96% 5.89%
8 5 180 122
competence 22.50 67.78 5.48
2.58% 17.86% 3.01% 8.87%
Table 5
Quantitative Data about 6 Steps of Personal Functions (52/310, 16.77%)
step tokens ranges tokens types
tokens/ steps TTR AWL
(ratio) (ratio) (ratio) (ratio)
. i 29 24 698 252
““"li?"f’? 24.07 36.10 5.19
qualification 9.35% 85.71% 11.67% 18.31%
8 8 132 89
birth info 16.50 67.42 4.81
2.58% 28.57% 221% 6.47%
7 7 62 32
Sfamily 8.86 51.61 4.08
2.26% 25.00% 1.04% 2.33%
ossi 2 1 28 26
? "’ff“’,”"?l 14.00 92.86 5.43
qualification 0.65% 3.57% 0.47% 1.89%
2 2 12 12
personal 6.00 100.00 4.58
0.65% 7.14% 0.20% 0.87%
4 3 53 41
living place 13.25 77.36 4.25
1.29% 10.71% 0.89% 2.98%
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4.3 Findings about Each Step

This section presents the findings for each step in the CEO profiles in the demanding order
from obligatory, conventional into optional ones, including the details of lexico-grammatical
patterns and verb tenses used in each step with their quantitative information. Henceforth, present
tense is abbreviated to "pres", present participle to "pp", and to-infinitive to "to-inf in the list of
patterns and verb tenses. Also, small capital letters (e.g., CURRENT POSITION) in the list indicate the

specific semantic group the words belong to.

4.3.1 Current position (career function, obligatory: 100%)

One of the findings about the current position step is its structural position in the CEO profiles.
Interestingly, 71.43% of the CEOs used this step in the first paragraph more frequently than 28.57%
in the middle paragraphs and 28.57% in the final paragraph.

Next, let us consider the lexico-grammatical patterns peculiar to this step with the quantitative
information including the ratio of their tokens and verb tenses. To note, CURRENT POSITION in the
pattern includes CEO, president, Chairman of the Executive Board and so on. As the interpretation
of the list below, for instance, the case of ‘be verbs’ indicates that it occupies for 45.24% of the total
instances in the current position step, and the tenses / aspect of the verb are divided into present
tense at 68.42%, present perfect at 26.32%, and past tense at 5.26% respectively. Such data are

followed by the concrete pattern information with each ratio of the total instances.

«  [be verbs 45.24%)] [pres 68.42%, pp 26.32%, past 5.26%)] [pres] S (currently) is CURRENT
POSITION of/for/at COMPANY (30.95%); [pp] S has been CURRENT POSITION of COMPANY
(since TIME) (11.90%); [past] S became CURRENT POSITION of COMPANY on TIME (2.38%);

*  [appoint 16.67%] [past 100%] S was appointed CURRENT POSITION as offon/in TIME
(11.90%); S was appointed as CURRENT POSITION in/as of TIME (4.76%);

«  [serve 14.29%)] [pres 50%, pp 50%] [pres] S serves as CURRENT POSITION (4.76%); S serves
on CURRENT POSITION (2.38%); [pp] S has served as CURRENT POSITION since TIME
(4.76%); Since TIME, S has been serving as CURRENT POSITION of COMPANY (2.38%);

+  [hold4.76%] [pres 50%, past 50%] [pres] S holds numerous positions at COMPANY (2.38%);
(past] S held this title as of TIME (2.38%);

*  [take 4.76%] [past 100%] S took office as CURRENT POSITION in TIME (2.38%); S fook the
responsibilities as CURRENT POSITION on TIME (2.38%);

*  [promote 2.38%] [past 100%] S was promoted to CURRENT POSITION (2.38%);

*  [belong2.38%] [pres 100%)] Since TIME, S belongs to BOARD as CURRENT POSITION (2.38%);

o [elect2.38%] [past 100%] S was elected CURRENT POSITION in TIME (2.38%);
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*  [join 2.38%] [past 100%] S joined company on TIME as CURRENT POSITION (2.38%);

*  [perform2.38%] [pp 100%] S has been performing the duty of CURRENT POSITION sinice TIME
(2.38%);

*  [others 2.38%] [pp 100%] As CURRENT POSITION of COMPANY, S has played a key role in
(2.38%).

4.3.2 Prior position (career function, conventional: 89.3%)

The previous section revealed that the current position step is used in the first paragraph by
over 70% of the CEOs. However, what kinds of steps come before and after the move current
position? Table 6 below shows the step collocates from the key step current position: L1 indicates
a step immediately before the key step while R1 presents immediately after the key step. Since
some CEOs hold two or more current positions described in two or more sentences, the step current

position comes before and/or after the key step current position in Table 6.

Table 6
Step Collocates from the Key Step Current Position
L1 (a step before the key step) Key Step R1 (a step after the key step)

no steps (17); prior position prior position (7); start of career (7); current
9); current position (7); - position (7); academic qualification (6); no
achievement (4); birth info (3); ~ CWITent position  steps (6); responsibility (3); competence (2);
academic  qualification (1), (42) company efforts (1); award (1); professional
experience (1) qualification (1); achievement (1)

As shown in Table 6, the current position step is often followed by the steps start of career,
prior position or academic qualification (47.62%) at R1 position. Logically speaking in English,
the person ‘now’ is introduced first (i.e., name and current position), followed by the background
in chronological order, for example, academic background, how s/he started his/her career, past
career experiences and so on.

At the L1 position, no steps are of the highest frequency (40.48%) since the current position
step is likely to occur in the first paragraph, often corresponding to the very first sentence. The step
prior position was the second most frequent (21.43%). This often happens when the current
position step occurs at the final paragraph including the second occurrence of this step to emphasize
the CEO’s current job position again in the profile, as shown in the short profile by the CEO
Thomas Kliihr at Swiss International Air Lines below. As in Table 1, P indicates paragraph and
SN refers to sentence number within a paragraph in Table 7. In this instance, the second current

position step is preceded by the prior position step. In other words, the step current position is
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surrounded by the prior position steps: this is the reason why the tokens of the step prior position

are the most common among all steps.

Table 7
Discourse Structure of the CEO Profile of Swiss International Air Lines
P SN Sentence Step
| | Thomas Kliihr, who was born in 1962, has been Chief Executive Officer birth info and
of Swiss International Air Lines Ltd. (SWISS) since February 2016. current position
> 1 It was with Lufthansa, whom he joined in 1990, that Thomas Kliihr start of career

embarked on his professional career.

He went on to hold various positions in the company, including Head of
2 2 Planning & Reporting within Sales Controlling and later Head of prior position

Controlling at Lufthansa Passenger Airlines.

From 2007 to 2015 Thomas Kliihr was based in Munich, serving first as
Group Representative & Head of Hub Management Munich, later as

3 ! Member of the Board Munich & Direct Services and finally as Member of prior posttion
the Board Finance & Hub Munich.
In addition to his SWISS CEO duties, Thomas Kliihr is a Member of the ..

4 1 ey U S S — current position

Board of Directors of Edelweiss, SWISS’s sister airline.

Next, let us consider the lexico-grammatical patterns peculiar to this step with the quantitative
information including the ratio of verb type and tense. Again, the overall number of step tokens
(90) surpasses the number of the CEO profiles (28), since prior position is often mentioned several
times in a single CEO profile. Overall, 23 kinds of verbs are used to describe the CEO’s prior
position with a frequency of 90. The number of verb types occurring at 10 or more times, equal to
a ratio of more than 10%, are three, namely, be, appoint and hold. The verb is mostly in the past
tense. As a whole, *‘S was PRIOR POSITION + PLACE/TIME” (around 20%), “‘S was appointed PRIOR
POSITION + PLACE/TIME”” (around 15%), and ‘S /eld PRIOR POSITION + PLACE/TIME” (10%) are the
top three frequent patterns used for this step.

«  [be verbs 20.00%)] [past 94.44%, pp 5.56%)] [past] S was PRIOR POSITION (of DIVISION)
(of/at/in COMPANY) (in/at PLACE) (from TIME to/until TIME / for SPAN / between TIME and
TIME / until/till TIME / from TIME onwards / from TIME / prior to TIME / until joining COMPANY
in TIME) (18.89%); [pp] Since TIME S has been PRIOR POSITION (1.11%) *The time
information is located before or after the pattern;

+  [appoint 15.56%] [past 92.86%, participle 7.14%] [past] S was appointed (as/to) PRIOR
POSITION (0f COMPANY) (in PLACE) (in/on TIME / with effect from TIME) (14.44%); [ participle]
PREP being appointed PRIOR POSITION (1.11%) *The time information is described before or
after the pattern;
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[hold 11.11%] [past 90%, pp 10%] [past] S (formerly) held PRIOR POSITION (of DIVISION)
(in/with COMPANY) (in COUNTRY) (during TIME / from TIME fo TIME / from joining COMPANY
in TIME) (10%); [pp] S has held PRIOR POSITION within COMPANY (1.11%);

[become 7.78%] [past 85.71%, participle 14.29%)] [past] S became PRIOR POSITION (of
DIVISION/COMPANY) (in/on TIME) (6.67%); [participle] , becoming PRIOR POSITION in TIME
(1.11%) *The position of in/on time is located in both before and after the pattern in the
examples;

[serve 7.78%] [past 71.43%, pp 28.57%)] [past] S served as PRIOR POSITION (of/at COMPANY)
(from TIME to TIME) (5.56%); [pp] S has served as PRIOR POSITION (of COMPANY) since TIME
(2.22%);

[promote 5.56%)] [past 100%] [past] S was promoted to PRIOR POSITION (of COMPANY) in
TIME (5.56%);

[take 4.44%)] [past 100%)] [past] S took (on the role of) PRIOR POSITION (in PLACE) (firom
TIME fo TIME / in TIME / since joining COMPANY in TIME) (4.44%);

[assign 7.78%)] [past 85.71%, to-inf 14.29%) [past] S was assigned (as) PRIOR POSITION ((of)
COMPANY) in/between TIME (6.67%); [to-inf] to be assigned to PRIOR POSITION fiom TIME
fo TIME (1.11%) *The time information is located before or after the pattern;

[join 3.33%)] [past 100%] [past] S joined COMPANY in TIME as PRIOR POSITION (3.33%);
[assume 2.30%)] [past 50%, pres 50%] [past] In TIME, S assumed PRIOR POSITION of
COMPANY (1.11%); [pres]) S is due to assume the role of PRIOR POSITION (1.11%);

[act 1.11%] [participle 100%)], acting as PRIOR POSITION of GROUP;

[leave 1.11%] [past 100%] S /eft as PRIOR POSITION of COMPANY;

[transfer 1.11%] [past 100%] S was transferred to PLACE as PRIOR POSITION;

[move 1.11%] [past 100%] TIME S moved to COMPANY as PRIOR POSITION;

[title 1.11%] [past 100%] From TIME to TIME, S was titled PRIOR POSITION;

[fly 1.11%] [past 100%] Between TIME and TIME, S flew as PRIOR POSITION for COMPANY;
[elect 1.11%] [past 100%)] S was elected PRIOR POSITION in TIME;

[live 1.11%] [past 100%] S /ived in PLACE as PRIOR POSITION from TIME to TIME;

[chair 1.11%)] [past perfect 100%] S had chaired team in TIME;

[include 1.11%] [past 100%] Previous senior positions with COMPANY included PRIOR
POSITION;

[aid 1.11%)] [past 100%] As PRIOR POSITION, S aided in ...,

[have 1.11%] [past 100%] As PRIOR POSITION, S had overall operational responsibility for
COMPANY;

[progress 1.11%] [past 100%)] S progressed up the ladder to PRIOR POSITION COMPANY.
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4.3.3 Academic qualification (personal function, conventional: 85.7%)

The step academic qualification is categorized as a group of personal functions because it is
acquired before the CEO has started his/her business career. Only this step is considered as
conventional (cf. Amnuai and Wannaruk, 2013) among the six steps of personal functions because
it is the third most commonly found (85.7%) out of the total 15 step types: the majority of the CEOs
are likely to publicly introduce their academic qualifications. Now, let us consider the distribution
of the ranges and tokens in the three positions of the first, middle and final paragraphs in Table 8,
and the detailed distribution of the step tokens within a paragraph in Table 9. To note, FF Duplicates
in Table 9 indicate that duplicate numbers of the first sentence and the final sentence because some

paragraphs consist of only one sentence.

Table 8
Distribution of the Step Academic Qualification (Ranges and Tokens)
First Para Middle Para(s) Final Para Total
Ranges 6 (25%) 8(33.33%) 10(41.67%) 24 CEOs (100%)
Tokens 7 (24.14%) 11 (37.93%)  11(37.93%) 29 steps (100%)
Table 9

Detailed Distribution of the Step Academic Qualification (Tokens)
First Sen  Middle Sen(s)  Final Sen FF Duplicates Tokens

First Para 2(2857%)  1(1429%) 5(7143%) 1 7(100%)
Middle Para(s) 8 (72.73%)  1(9.09%) 2 (18.18%) 0 11(100%)
Final Para 10(90.91%)  0(0.00%) 6 (54.55%) 5 11(100%)

As shown in Table 8, this step is allocated more to the middle or final paragraph(s) at a ratio
of around 75% in both ranges and tokens. The interesting finding is, however, shown in the position
of this step within each paragraph as can be seen in Table 9. In particular, over 70% of the tokens
occur in the final sentence of the first paragraph, but in the first sentence in the middle and final
paragraphs. In more detail, the step at L1 position of the step academic qualification is prior
position (7), current position (6), academic qualification (4), birth info (4), award (2), personal (1),
company efforts (1), competence (1), responsibility (1), start of career (1), experience (1). Based
on this fact and findings in the previous sections, the typical discourse flow is current position —
prior position — academic qualification, or prior position — current position — academic

qualification.
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Next, let us consider the patterns peculiar to this step. Overall, six patterns were identified
depending on the verb types such as graduate, hold, receive, earn, have and obtain. The past tense

was favored among 4 out of 6 patterns at almost 70%.

*  [graduate 34.48%] [past 100%)] S graduated from UNIVERSITY in FIELD / with DEGREE;
*  [hold 20.69%] [pres 100%] S holds DEGREE in FIELD fiom UNIVERSITY;

e [receive 13.79%] [past 100%] S received DEGREE from UNIVERSITY in TIME;

e [earn 13.79%] [past 100%)] S earned DEGREE in FIELD from UNIVERSITY;

*  [have 10.34%)] [pres 100%] S has DEGREE in FIELD from UNIVERSITY;

*  [obtain 6.90%] [past 100%] S obtained DEGREE at UNIVERSITY.

4.3.4 Start of career (career function, conventional: 60.7%)

The step start of career is also the conventional one in the CEO profiles (cf. Amnuai and
Wannaruk, 2013) used by 60.7% of the CEOs. However, the step tokens are not as much as 19
times (6.5%), surpassed by even some optional steps such as achievement and experience. Among
the total 19 instances, this step is likely to be used in the second paragraph (13 cases, 68.43%) in
which 8 cases (42.11%) are found in the first sentence, 4 cases (21.05%) in the second sentence,
and 1 case (5.26%) in the third sentence. Also, Table 10 below shows the step collocates of the key
step start of career. L1 indicates a step immediately before the key step while R1 means a step
immediately after the key step. It can be found from Table 10 that the step start of career occurs
after the step current position or academic qualification (68.42%) and before the step prior position
(57.89%) in most cases. The basic discourse flow speculated at this stage is current position —

academic qualification — start of career — prior position.

Table 10
Step Collocates from the Key Step Start of Career
L1 (a step before the key step) Key Step R1 (a step after the key step)
current  position  (7),  academic prior position (11), experience (4),
qualification (5), prior position (2), no  start of career — achievement — (2),  academic
step (2), start of career (1), experience 19) qualification (1), start of career (1)

(1), professional qualification (1)

Next, the patterns used in this step are summarized in the below. The highest frequent pattern
is “S joined COMPANY in TIME” occupying almost half of the instances in total (47.37%), followed
by ““S began/started his/her career in TIME” at one-fourth of the total instances (26.32%). Including
the other patterns, the past tense is likely to be used as expected.
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*  [join 47.37%] [past 100%)] S joined COMPANY in TIME (as POSITION) (responsible for
SECTION) *in TIME is also located at the beginning of the pattern;

+  [begin/start 26.32%] [past 83.33%, participle 16.67%)] [past] S began/started his/her
(professional) career (as POSITION) (at COMPANY) in TIME (21.05%); [participle] Staring
ONE’S career in TIME, S held a variety of roles at COMPANY (5.26%));

«  [work 21.05%] [past 50%, to-inf 25%, participle 25%)] [past] (After graduation) S worked
(in SECTION) at COMPANY (in COUNTRY) (10.53%); [to-inf] S went to COUNTRY to work as
POSITION at UNIVERSITY in TIME (5.26%); [participle] S began working in SECTION (5.26%);

*  [other 5.26%] [past 100%] In TIME, S returned to COMPANY and took over SECTION

4.3.5 Eleven optional steps

There were 11 optional steps in the CEO profiles: 6 steps from the career functions such as
experience (50.0%), achievement (39.3%), award (21.4%), responsibility (21.4%), competence
(17.9%) and company efforts (3.6%); and five steps from the personal functions such as birth
information (28.6%), family (25.0%), living place (10.7%), personal (7.1%) and professional
qualification (3.6%). This section summarizes interesting findings about these steps as a whole.

The step experience occurring at 25 times indicates past broad career experience without
mentioning any career position (e.g., he gained experienced in business and corporate planning;
Hirako has spent much of his career in the network planning division; she worked for Sheraton
Hotels and Boston Consulting Group). The distinct experiences such as achievement or award are
not included in this step. There are no typical patterns found in this step except “S has/gained
CAREER EXPERIENCE in FIELD” (16%). The ratio of verb tense is 64% in the past tense, 20% in the
present perfect, and 16% in the present tense.

The step achievement occurred at 35 times, presenting each of the five semi-functions (i) how
did the CEO make a profit for the company (making profits), (ii) what sort of and how many of
companies has the CEO founded (company foundation), (iii) how successful did the CEO develop
the company (business/tech development), (iv) how did the CEO enhance the quality of business
(enhancing quality), and (v) how did the CEO lead the company or business scene in his/her career
(leadership). For instance, in terms of (ii), the CEO of Avianca Brasil introduces the six companies
founded, acquired and/or managed in his profile, to show how he is a successful and able business
person. In terms of (iv), the CEO of Egyptair introduces how he contributed to the improvement of
service at Egyptian airports (e.g., /e liaised with the Egyptian airports to enhance quality of service).
Similar to the step experience, there were also no typical patterns except ““S led COMPANY/FIELD
(11.43%)” and “S (co-)founded COMPANY (5.71%)” in this step. The ratio of verb tense was
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divided into the past tense (62.86%), the present perfect (8.57%), the present (5.71%) and others
(22.86%).

The step award occurred at 20 times. This step is somewhat similar to the step achievement
in its communicative function but emphasizes the awards or prizes received by the CEO in the past
to show off how s/he is a superb person in the business field. As shown in the sample concordance
plot about Copa Airlines computed by AntConc (ver. 3.5.8), this step is likely to be located in the
middle of the discourse of the profiles. The horizontal bars below indicate the discourse from the
beginning at the left to the end at the right: the black bars indicate the location of the step award in
the profiles.

Plot: 2 FILE: copa.txt
1 2 3 4 5

Figure 1. The sample concordance plot of the step award

The typical patterns are also found such as “S received/earned/accepted AWARD (for
REASON) (from X) (in PLACE) (in TIME)” (40%), “In TIME, S (has) won AWARD (from X)” (20%),
“S is awarded AWARD (for REASON by/from X)” (15%), “X awarded CEO AWARD for REASON in
TIME” (5%), “S has been AWARD winner” (5%), “S has been named AWARD by X’ (5%), “S was
the recipient of AWARD” (5%), and “AWARD is given out by X (5%).

The step responsibility describes the job tasks that the CEO is now or used to be responsible
for, due to his/her career position. The two salient patterns were “S (V-LINK) responsible for
COMPANY / BUSINESS” (45.45%) and ““S V responsibility for COMPANY / BUSINESS” (36.36%). The
variants of V in the second pattern were had, holds and assumed. Others were ““S was in charge of
BUSINESS” (9.09%) and ““As POSITION, S /eads COMPANY” (9.09%).

The step competence emphasizes how talented, experienced or knowledgeable the CEO is
(e.g., Next to his career, Mr Baji¢ has also a rich scientific research work in the field of aviation
industry with almost 30 publications. - Croatia Airlines). There were no fixed patterns found.

The step company effort presents the various efforts made by the company. No typical patterns
were found. A good sample is from Avianca: [T]he organization is working on: Aftracting,
developing and retaining the best talent in the global aviation industry. Strengthening the HUBs
and optimizing the route network in strategic markets. Consolidating operational excellency with
maximum efficiency. Promoting diversification of business units and the sources of value derived

from complementary services. Developing long term partnerships with strategic partners that

strengthen areas that are fundamental for corporate development --- Avianca.
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The step birth info provides personal function about the CEO’s birth year/place. The typical
pattern is “S was born in/on TIME in PLACE” (100%), including its variants such as “Born in PLACE,
S+V”, “S born in TIME, graduated from UNIVERSITY”, “Born in PLACE in TIME, S graduated from
UNIVERSITY” and “S, who was born in TIME, V. The past tense was used for all instances.

The step family introduces the CEO’s current marriage status and family members. The
salient pattern is “S is married + FAMILY MEMBERS” (85.71%) (e.g., He is married with two
children - Aegean Airline; He is married to Christina and they have two sons --- Scandinavian
Airlines). Since the current private status is focused in this step, the present tense is only the choice.

Since the steps professional qualification, personal and living place only appeared in a few

instances as can be seen in Table 5, no typical patterns were found.

4.4 Summary of the Findings about the CEO Profiles

First, let us consider the entire picture of verb tense preference in each step as in Table 11.
Most information described in the CEO profiles presents past information because the role of the
CEO profile is to give the excellent background of the person. Eight out of the total 15 kinds
(53.33%) are likely to indicate past events and four (26.67%) are about the present situation.

Table 11
Verb Tense Preference in Each Step (the Highest Frequency in Each Step is Shaded)

pres past pres  to-

pres past perf future  part part inf n/a Total
perf
prior position (C) 1 4 80 1 3 1 90
current position (C) 18 10 14 42
achievement (C) 4 4 24 3 35
academic qualification (P) 9 20 29
experience (C) 4 16 25
award (C) 3 14 20
start of career (C) 16 2 1 19
responsibility (C) 3 1 11
competence (C) 4 1 2 1 8
company efforts (C) 2 5 1 8
birth information (P) 8 8
family (P) 7 ;
living place (P) 3 1 4
professional qualification (P) 1 1 2
personal (P) 1 1 2

Note. The abbreviation "pres" refers to "present”, "pert" to "perfect”, "part" to "participle”, and "inf" to "infinitive".
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Next, let us consider the summary of language property for each step as in Table 12: V types
means the number of verb types used in the hint expressions in each step; Top V means the lemma
of the highest frequency verb used in the hint expressions in each step; Tense indicates the most

salient tense with the ratio; and Top P ratio means the ratio of the highest frequency pattern among

all patterns used for a step.

Table 12

Summary of Language Property in Each Step (part = participle)

V types top V tense top P ratio

current position (C) 11 be pres (42.86%) 45.25%
prior position (C) 23 be past (88.89%) 20.00%
start of career (C) 5 Join past (84.21%) 47.37%
experience (C) vary have past (64.00%) 16.00%
achievement (C) lead past (68.57%) 11.43%
award (C) receive  past (70.00%) 40.00%
responsibility (C) be past (63.64%) 45.45%
competence (C) vary n/a pres (50.00%) n/a
company effort (C) vary n/a part (62.50%) n/a
academic qualification (P) 6 graduate  past (68.97%) 34.48%
birth information (P) 1 be past (100%) 100.00%
Jamily (P) 1 be pres (100%) 85.17%
professional qualification (P) 2 n/a n/a n/a
personal (P) 2 n/a n/a n/a
living place (P) 3 live pres (75.00%) n/a

Here let us also consider the scores of Step-Range-Ratio (SRR) that is calculated based on the
data in Tables 4 and 5 (i.e., step ratio x range ratio X 100) as in Table 13 below. Career functions
(C) are more prioritized than personal functions (P) except especially academic qualification. As
compared to the results in the range ratio in Tables 4 and 5, the SRR scores show that the two steps
achievement and experience are more prioritized than start of career, and the importance of prior
position surpasses that of current position. Only three steps prior position, current position and
academic qualification are necessary structural elements in the CEO profiles if the cut-off point is
set at 5.00, the six steps including achievement, experience and start of career at 3.00 and the seven
including award at 1.00. This study adopts the last case.
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Table 13
Importance of Steps in the CEO Profiles
Order Step Names C/P SRR  Order Step Names C/P SRR

1 prior position Cc 2277 9 responsibility c 079
2 current position C 1430 10 family P 0.60
3 academic qualification P 848 11 competence C 059
4 achievement C 468 12 living place P 0.15
5 experience C 425 13 company efforts Cc 012
6 start of career C 395 14 personal P 005
7 award Cc 139 15 professional qualification P 0.03
8  birth information P 094

Note. SRR refers to Step-Range-Ratio, C to career function and P to personal function.

Finally, let us consider the move structure of the airline CEO profiles. Based on the findings
in this study, one of the typical discourse flows is shown in Figure 2. In this flow, the steps at less
than 1.00 SRR are parenthesized because they are often not mentioned. In many cases, current
position is first introduced, followed by the background of the CEO from academic background,
the start of the career, past positions of the pathway to become the CEO. In some profiles, how the
CEO is a superb person are detailed by presenting his/her professional experience including
achievements. Finally, the profile is likely to end with personal function such as family status.
Based on these findings, the four kinds of moves are identified from those steps as in Figure 3.

(birth info) — current position — (responsibility) — academic qualification — start of career —
prior position — (responsibility) — experience — (competence) — achievement / award — (prior
position) — (current position) — (professional qualification) — (living place / family / personal /

academic qualification / competence)

Figure 2. The discourse flow of the CEO profiles

Move 1: Presenting his/her current status
Step 1: current position
Move 2: Reviewing his/her background
Step 1: academic qualification; Step 2: start of career; Step 3: prior position
Move 3: Appealing his/her career experiences
Step 1: experience; Step 2: achievement / award
Move 4: Sharing his/her private information

Step 1: living place / family / personal information

Figure 3. The four moves identified in the CEO profiles
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5. Results and Discussion: Answers to Research Questions
Based on the findings in this study, the detailed answers for the research questions are as

follows:

(1) How many kinds of steps and moves can be identified in the CEO profiles (of a particular field)?

— There are 15 steps and 4 moves in total.

(2) What sort of particular function is realized by each step and move?

— Each step has a particular communicative function: the nine steps are about career functions
(e.g., career status) and six steps are about personal functions (e.g., family status). For details of
each step, see Tables 2 and 3. Also, the four moves are identified: Presenting the current status
(Move 1), Reviewing the background (Move 2), Appealing the career experience (Move 3) and
Sharing the private information (Move 4). For details of each move, see Figure 3.

(3) Which steps are obligatory, conventional or optional?

— Based on the range ratio, current position (100%) is obligatory, prior position (89.3%),
academic qualification (85.7%) and start of career (60.7%) are conventional, and the other
remaining 11 steps are optional. Based on SRR, however, the steps necessary for the profiles
vary depending on the cut-off point: this study adopts 1.00 SRR including the seven steps. See
details in the previous section.

(4) What are the linguistic features peculiar to each step?

— According to the top P ratios in Table 12, the fixed patterns are used in the seven steps current

position, start of career, award, responsibility, academic qualification, birth information and
family. The verb tense is biased to past tense except current position, competence, company
effort, family and living place.

(5) What is the typical move structure of the CEO profile?

— At the beginning of the profile, the current status as the top of the company is likely to be
described (Move 1). This is followed by the CEO’s background in chronological order, starting
with academic qualifications, then start of career and previous career including the former
career positions (Move 2). Experiences are also detailed including career experiences,
achievements and/or awards (Move 3). The responsibility of the person is sometimes detailed
after his/her career positions. Private information is sometimes added at the end of the profiles

including living place, family status and sometimes his/her interests (Move 4).
The possible contribution of the findings of this move analysis to English education is to

inform future CEOs (or EFL learers) of the strong link between communicative functions and

their language patterns with their canonical order. In particular, it would be a good teaching method
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to present the framework obtained from the analysis by the teacher (or researcher) as shown in
Figure 3 to familiarize the students with the texts in the genre before writing in that genre. Also, the
teaching material should include the typical lexico-grammatical patterns with a sample sentence
for each move by which the learners are able to learn the structure (the forest) and the details (the
trees) step by step. This would be the ideal link between the discourse analysis (theory) and the
language teaching (practice). It can be thus said that this study will lead to the improvement of
university English education by emphasizing such application of genre analysis to writing

education.

6. Conclusion

In conclusion, the current study revealed the features of the discourse of the CEO profiles
based on move (& step) structure and language properties. While there are some fuzzy aspects in
terms of the patterns, verb tense and move structure, the typicality is also identified with corpus-
assisted discourse studies (CADS) (Partington, Duguid, & Taylor, 2013). For instance, the time
flow in the profile is Now—Past—Now. The first ‘Now’ is career function but the last “now” is
personal function. For ‘Past” function, the items are arranged in chronological order from the oldest
to the latest. Such frameworks are crucial to the audience who would want to learn about and/or
utilize them (e.g., the entrepreneurs who want to share their information publicly on the website).

As the limitation of this study, what it revealed was no more than the discourse structures and
expressions of the profiles of the airline CEOs, although it can be said that it has been successful to
some extent for the trial. Since this is a pilot study of text analysis of a particular genre in a particular
field, I attempt to make new contribution to the field of genre studies in the near future by

constructing a bigger-sized corpus of the whole personal profile genre.
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Improving Online Teaching Using Teams and a Learning Management
System (Moodle)
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Abstract

In order to prevent the spread of COVID-19 (the new coronavirus infection), I taught
online classes using Microsoft (MS)Teams in English classes beginning in May of 2020. In
this study, I will discuss the results of online learning by conducting an Internet survey in
English classes with 85 Japanese college students. I will consider the issues and challenges
of online English courses. I found that learners’ English proficiency (reading and listening)
improved. This suggests that learning at your own pace by stopping and reviewing on-
demand materials might deepen learners’ understanding and promoted learning. Thus, MS
Teams proved to be useful. This paper also reports an attempt to facilitate online learning
with quizzes related to course lectures. Furthermore, the LMS (Moodle) proved useful for
providing opportunities for learners to exchange opinions, support each other during periods

of isolation, and maintain concentration.

Keywords: Online Teaching, distance learning, English learning, MS Teams, Moodle

1. IIC®IC

COVID-19 (Gl zm F 7 A )V R RYYE) DORRGLILK ARG <7291z, 2020 S
H 7225, Moodle & Microsoft Teams (LA, Teams) % F|H L 7-il@ik# % BHAA L
7oo ARETIE, HEEIRFRR LV OB T RKT 2H4E 85 A& KA, 14 FIOME
7T ADYFENRRT T A2 7T A (K7 T A 40 NRRE) T, ¥ —Fv MidfE
ATV, AT A 58 % Eie LT BEEE OFRERICONT, ZOBESASHBROA
VIAREIIOWVWTORLEIZONTHET D,
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Preferences for Quasi-CLIL Exercises by First-Year EFL Kosen Students
in Japan

TAKAHASHI, Masayuki
Osaka Seikei University

Abstract

This study aimed to identify the nature of quasi-content and language integrated learning (CLIL)
exercises preferred by English as a foreign language (EFL) kosen technical college student in Japan to
bridge traditional English teaching styles such as the grammar translation method and CLIL. The
participants were first-year students at a kosen college. The use of the prefix “quasi-” indicates that the
exercises on a pencil-and-paper worksheet in this study are not the ones used in CLIL classes but those
selected specifically for the class to bridge the traditional English teaching style and CLIL. The term
“prefer” in this study refers to the students’ feeling that the exercises were enjoyable and useful. A
questionnaire examined the 38 exercises that the students had worked on in the classroom. Each of the
questions in the questionnaire had one exercise and two question items regarding enjoyability and
usefulness. In order to answer the questionnaire, the students first completed the exercise and then
answered the two question items rated on a six-point Likert scale. The results revealed students preferred

16 out of the 38 exercises.
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1. Background and Purpose

Kosen in Japan is a five-year engineering education system that fosters the students both in
the high school level and in the first- and second-year levels of university. Having taught English
at a kosen college for two years, I was wondering how I could enhance students’ English ability
while keeping them intellectually engaged. I then thought that CLIL could be the solution, as CLIL
classes focus not only on language but also on content. Accordingly, my students were inspired not
because of their English study but because their inquiring minds were satisfied by content,
especially engineering. In addition, CLIL can not only “raise learner linguistic competence and
confidence” (Coyle, 2008, p.104) but also “raise teacher and learner expectations” (Coyle, p.104).
These led me to commence the teaching scheme, which intends to bridge the traditional English
teaching style and CLIL in Japan. How can I motivate them in my English classes, and what should
1 use in teaching them?

CLIL has been evolving, and an increasing number of CLIL studies are being conducted.
One example is Moller (2017), which studied CLIL quantitatively in the field of language
acquisition. As for content, Berger (2016) shed light on the interaction between mathematics as
content and EFL. Regarding language in CLIL, Moore and Nikula (2016) focused on
translanguaging.

CLIL has drawn attention as a new learning approach in many countries worldwide (e.g.,
Suwannoppharat & Chinokul, 2015). In Japan, more CLIL classes are conducted in several types
of schools, such as elementary and secondary schools, universities, and others (e.g., Ikeda, 2013),
which use CLIL materials and exercises.

As for CLIL class materials, Dale and Tanner (2012) and Bentley (2010) provided useful
ideas to develop them. They devised innovative activities for CLIL teachers that are organized into
five chapters of, for example, speaking and writing. They also provided a wide range of easily
accessible activities. Bentley also introduced CLIL approaches and activities to encourage teachers
to apply them to their own teaching contexts. Both of them can be easily used by teachers who are
not in charge of English in Japanese schools or content teachers. However, some CLIL teachers
who are in charge of EFL in Japan may find it too challenging to develop such materials or express
their need for ready-made resources.

In addition, Coyle, Hood, and Marsh (2010) discussed evaluating and creating materials for
CLIL classrooms, which explore factors “which should be taken into account when materials are
being evaluated or created” (p. 86). However, Coyle, Hood, and Marsh argued that “the danger for
CLIL is that a conventional TESOL approach to materials development could focus attention only
on linguistic, rather than on both content and linguistic, aspects of courses, modules, and units” (p.
87). This argument can lead to problems in developing materials for CLIL classes, especially those

in Japan.
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As for teaching materials in Japan, elementary and secondary schools are legally required to
use textbooks approved by the Ministry of Education, Culture, Sports, Science and Technology
(MEXT). Most of the MEXT English textbooks for secondary schools seem to tend to focus more
on linguistics and on enhancing students’ language skills such as listening, reading, speaking, and
writing. This can be called a “soft” CLIL class, which Ikeda (2013) defined as “a type of content
and language integrated instruction taught by trained CLIL language teachers to help learners
develop their target language as a primary aim and their subject knowledge as a secondary aim” (p.
32).

On the contrary, in a “hard” CLIL class, teachers help leamers develop their subject
knowledge as the primary aim and their target language as the secondary aim. Therefore, attitudes
toward materials development in CLIL classes are different from those stated by Coyle, Hood, and
Marsh (2010), which seem inclined toward hard CLIL classes.

There is a strong interest on teaching materials and exercises that can be used along with
school textbooks in soft CLIL classes in Japan. Takahashi (2012) showed various types of paper-
and-pencil exercises that students preferred in their reading and grammar classes. However, these
exercises only provided clues to the solution. There are two main reasons for this.

One is that these exercises are not considered to be appropriate for a CLIL program. The
other reason is that, of the types of schools in Japan, it is kosen that needs solutions. While the
findings in Takahashi (2012) are for high school students studying English for general purposes
(EGP), the English that kosen focuses on is English for specific purposes (ESP), as these students
are engineering-bound.

Students in some universities in Japan use several CLIL textbooks or course books (e.g.,
Sasajima et al., 2016). These books are based on content, such as world heritage, human biology,
global issues, basic science and math, health sciences. They contain the same or almost the same
type of exercises that students in Japan have been accustomed to since they began studying English
in junior high school. Therefore, it seems appropriate to use those kinds of textbooks or course
books instead of CLIL textbooks which contain activities recommended in Dale and Tanner (2012),
because both teachers and students in Japan have yet to be accustomed to CLIL classes. Some of
the suggestions by CLIL experts such as Ball, Kelly, and Clegg (2015) are paid little attention to in
this study.

Moreover, Dalton-Puffer (2019) examined empirical CLIL studies between 2016 and 2019
in six fields, such as teacher perspective, language competence, CLIL materials, and the others.
Dalton-Puffer found that out of 178 journal articles, only eight pertained to CLIL materials. This
explains the need to conduct studies dealing with CLIL materials.

Based on the background stated above, the present study was designed to examine exercise

types on a pencil-and-paper worksheet that can help enhance the English ability of kosen students
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in the English teaching setting in Japan.

Lastly, the second phase in this study pays attention to the differences among the four courses
in the kosen college. I did read a great number of studies in the last ten years’ articles in Journal of
JSEE and research results using CiNii, which did not show anything regarding features that
distinguish the four courses.

2. Method
2.1 Outline and research question

This study aimed to investigate the appropriate exercises for the quasi-CLIL classes of kosen
students from the viewpoint of student-centered criteria. For this purpose, the study developed and
used a questionnaire regarding the nature of exercises. By analyzing the questionnaire data, this
study determined which exercises were preferred by the students. Therefore, the following research
question was addressed: Which exercises are deemed enjoyable and useful in CLIL classes for
kosen students?

The participants, class, and questionnaire will be described below, followed by an

explanation of each phase.

2.2 Participants

A total of 126 first-year students of a kosen college, who took a class called “English
Expression 1,” initially participated in this study. About 5% of them were female, and the number
of female students in each class was almost the same. The participants were supposed to get into
four distinct courses in the next academic year.

As is often the case with kosen students, many of them thought that English was difficult,
that studying it was difficult, or that they did not like to study it at all. However, their average scores
in the Global Test of English Communication (GTEC) writing test at the end of the year were much
higher than those in their listening and reading tests. I was in charge of the students’ writing class
and saw that the students seemed to enjoy writing in English.

As for the GTEC test, in Japan, from April 2018 to March 2019, the number of schools
taking GTEC per year is estimated 2,502 out of some 5,000 high schools and integrated
Jjunior/senior high schools, and official scores of it can be used to meet university entrance criteria.

To comply with the ethics requirements for this study, the students were informed of the

study’s purpose and could freely decide whether or not to participate.

2.3 Class
The main aim of the class was to enhance students’ writing ability. The primary language of
instruction in the class was English, which was based on Mehisto and Ting (2017, p. 19): “Currently,
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CLIL experts no longer suggest that teachers teaching through the L.2 should never or almost never
use the students’ L1.” In order to encourage the students to use English, I frequently used activities
suggested in Davis et al. (1998).

15 ninety-minute classes were held once a week in a semester. Many of them were activity-

based and the others were content-based.

2.3.1 Activity-based class
The class was usually given by use of activities such as learning certain grammar items using
a MEXT textbook titled Vision Quest I by Nomura et al. (2016), watching an old movie for a short
time such as Melody, and listening to old songs such as Rhythm of the Night. Other activities were
fast reading, extensive reading, academic reading, speaking (interaction or presentation), and
writing. The usual procedure of the class was as follows.
(1) Students entered the classroom and watched the music video;
(2) Students saw a movie or listened to a song that included expression of a grammar
item they would study in the class on that day;
(3) Students used the textbooks to understand the grammar item through speaking
(interaction) and writing a sentence in which the grammar item was used. This was
done in a group, in a pair, or individually; and

(4) Students wrote a paragraph on a certain topic.

2.3.2 Content-based class

I gave a series of class meetings focused on a particular topic: I did not focus on a certain
grammar topic, or I did not use the MEXT textbook. Instead, I focused on content and developed
materials for the class.

My teaching philosophy for the content-based class was that English classes should be
interesting and exciting and that students can be expected to learn a lot more with the help of content
in a language class. I learned from my experience that students will work much harder on listening,
reading, speaking, or writing with the help of content, which is in accordance with Okazaki (2012).
Okazaki provides an inspiring quote for CLIL teachers to keep in mind that content in language
learning should be paid much attention to by ELT teachers.

Solar energy was chosen for the class, for there were small and large solar plants in nearby
mountains and fields. The solar energy class was taught as follows: I used three class meetings in
a semester. [ developed a series of worksheets for the series of classes. The worksheets contained
exercises called quasi-CLIL exercises whose categories were “Learning Targets,” “Schemata
Activation,” “Vocabulary,” “Introductory Topics,” “Basic Knowledge,” “Reading 1 and Reading
2,” and “Writing and Speaking.” In the first two worksheets, | used some Japanese to ease their

101



LET Kansai Chapter Collected Papers Vol.19 2021

worries about studying English. I also used a number of exercises that would activate their
schemata. I completed about five worksheets in every class, some of which were given as
homework. I let the students work in pairs or in groups of four and talk with their peers. [ instructed

the students to understand and think about the content and then express their ideas or opinions.

2.4 Questionnaire

A questionnaire (see Appendix) was made up using the exercises I had used in the
abovementioned class. The questionnaire aimed to reveal the students’ preferences for the quasi-
CLIL exercises. It contained 38 questions (Questions 1 to 38) and each question had one exercise
and two question items. Each of the exercises was the same one that the students had worked on in
the three classes, so they did not think it was challenging. Each of the two question items aimed to
measure the degree of student perceptions in terms of enjoyability and usefulness. These aspects
are provided in Démyei and Murphey (2003, p. 167). In the question items, the following six-point
Likert scale was used: 1 (strongly disagree), 2 (disagree), 3 (slightly disagree), 4 (slightly agree), 5
(agree), and 6 (strongly agree).

During the class after the three class meetings, the students were asked to answer the
questionnaire. In order to complete the questionnaire, the students worked on the exercise and then
answered each of the question items. They needed to be engaged in from Question 1 through
Question 38.

Description of each question is given in Table 1, where the amount of time given to the
students to do the exercise in the three class meetings, a skill type that is aimed to develop, and a

work type of how the exercise is done in a group, in a pair, or individually.
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Table 1
Description of each question
No.  Amount of time given Skill type Work type: in a group, in a pair,
(minute) individually
1 1 none individually
2 1 none individually
3 2 none in a group
4 1 writing individually
5 1 none individually
6 2 reading in a pair
7 2 reading in a pair
8 2 reading in a pair
9 2 reading in a pair
10 3 reading in a pair
11 3 speaking in a pair
12 2 none in a pair
13 2 none individually
14 3 speaking in a pair
15 3 listening individually
16 2 listening individually
17 30 reading & writing individually
18 10 reading individually
19 5 reading individually
20 5 none individually
21 2 reading individually
22 3 writing individually
23 3 writing individually
24 3 speaking in a pair
25 10 reading individually
26 2 reading individually
27 3 reading individually
28 2 reading individually
29 3 speaking & writing in a pair
30 5 writing individually
31 5 writing individually
32 5 writing individually
33 30 writing individually
34 25 speaking individually
35 5 writing individually
36 20 writing individually
37 15 speaking individually
38 10 speaking individually

2.5 Data analysis procedures

The research question is Which exercises are deemed enjoyable and useful in CLIL classes
for kosen students? The abovementioned questionnaire was used, and the data was subsequently
analyzed.

As I stated previously, the term preference in this study shows the condition that the students

felt that the exercise was both enjoyable and useful. All the students’ questionnaire responses were
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analyzed to determine which exercises were preferred in the following manner.

At the first stage of the analysis, for each exercise to be considered preferred, the total
number of affirmative responses (4 to 6 on the 6-point scale) in a question item needed to be larger
than that of the negative responses (1 to 3) in the same question item for both enjoyability and
usefulness. That is, if the mean value of a question item is 3.5 or more as to both enjoyability and
usefulness, the question item could be considered preferred at this time. Otherwise, the analysis
was discontinued. For further analysis, Welch’s #test was performed between the affirmative
responses and the negative responses, both in enjoyableness and in usefulness separately. If both of
the #test results, namely enjoyableness and usefulness, showed statistically significant differences
at the .05 level with/without a small, medium, or large effect size (Cohen, 1988; Field, 2005), the

exercise was considered to be preferred.

3. Results

All analysis results are shown in Table 2, which displays the question numbers both for
enjoyability and usefulness, the mean, the standard deviation, the p-value, and the effect size. The
results showed 19 preferred items: 1-7, 9-14, 16, 19, 21, and 26-28. For example, enjoyability in
Exercise 1 (el) showed a mean score of 3.99, and #test results found that it was statistically
significant (t = —13.7, df = 104, p = .00). This presented a medium-sized effect, » = .80. Also,
usefulness in Exercise 1 (ul) had a mean score of 4.33, with #test results showing statistical
significance (t=—10.5, df= 104, p = .00). This presented a medium-sized effect, 7= .72. Therefore,

Exercise 1 was considered preferred.
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4. Discussion
The study found that 19 exercises were preferred by the students. This will be explained in

the following sections.

4.1 Nature of preferred exercises

All the preferred exercises were on pages 1 to 3 of the questionnaire’s 4 pages. These
exercises were easy, simple, interesting, visually appealing, and/or entails a first step toward
thinking. Since classes usually move from easy to difficult, it can be said that students preferred
easy exercises.

The Japanese language was used in Exercise 1, which instructed the students to calculate the
time it takes for sunlight to reach Earth. This calculation was easy enough even for elementary
pupils. However, as my students said, they found the exercise interesting and exciting. The reason
is that, since kosen students usually do not work on this type of exercise, which required calculation
in English classes, they felt old familiar, as one of the students said.

Exercises 2, 4, 5, and 13 can be considered in the same category of vocabulary matching.
Dale and Tanner (2012) explained that “CLIL learners find it a challenge to understand subject-
specific, non-standard, archaic or technical vocabulary” (p.44). Exercise 2 required the students to
draw a line between an English word and its Japanese translation. Only five English words and five
Japanese translations were listed, so this exercise seemed student-friendly. Exercise 4 also involved
matching, and the students chose the answer from a list. Moreover, this exercise required the
students to complete a sentence by filling in the blank with a word or phrase that fits the Japanese
translation beside the English sentence. Exercise 5 required filling the blanks with the Japanese
translation in the chart. The purpose of this exercise was to review students’ understanding of the
English vocabulary, which is not so difficult for them. As for Exercise 13, the students answered
this matching exercise by filling in the boxes in the chart from the answer keys below it. All the
items were not difficult, as they only needed to find the answers.

Exercise 3 instructed the students to write names in five balloons of a pie chart. The answers
were names of energy sources that students use or hear about in their day-to-day life, so they were
familiar with the exercise. This may not have been challenging at all and may have motivated the
students to work earnestly.

Exercises 6-12 were based on two types of reading materials and their glossaries. The
passage titled “READING MATERIAL” was based on the students’ experiences of using
magnifying glasses when they were children. For the students, this seemed easy to read with the
help of the glossary and their schema activation (McDonough & Shaw, 1993). Among these
exercises, only Exercise 8 was not preferred by the students. While the reason for this seems unclear,

I can only guess that it was because “CLIL learners find it a challenge to process ... with little or

106



TAKAHASHI: Preferences for Quasi-CLIL Exercises by First-Year EFL Kosen Students in Japan

no visual support” (Dale & Tanner, 2012, p. 42). Although “READING MATERIAL” had visual
support, “CONVERSATION” did not; this can also be part of the reason. Also, the students may
have quickly overreacted to the expression of “conversation,” as it is one of the activities that they
tend to avoid.

As for conversation, Exercise 14 required the students to have a conversation, which they
did not avoid. The exercise was a review question and instructed them to fill in the blanks with
expressions on the worksheet. The exercise looked somewhat challenging to them, but it may have
been less difficult than expected.

Exercises 16, 21, 26, and 27 seemed to be the exercises that the students preferred.
“Everyday words with specialized meanings” (Dale & Tanner, 2012, p. 44) were used, and for Dale
and Tanner, these exercises are challenging. However, students’ perceptions were different.
[lustrations were provided on the sheet, which the students could choose from to answer the
questions. They did not have to write a word or a sentence, nor were they required to engage in a
conversation. The use of everyday words with specialized meanings as in Exercises 16, 21, and 27
were found to be motivational to the students.

Exercise 19 required the students to list several forms of energy. The answers to this exercise
were written in the text that they read. All they had to do was read through and find the answers.
Thus, this exercise was student-friendly. Also, the students were interested in this kind of content,
which is based on natural science.

Exercise 28 was similar to Exercise 1 except the former had English directions. Here the
students needed to calculate for a price value. Judging from the fact that Exercise 1 was preferred,

they must have felt interested and excited.

4.2 Nature of not preferred exercises

Many of the not preferred exercises were from the latter half of the questionnaire, including
all the exercises at the last page. These exercises were more challenging, as they were based on
those at the former half. As is often the case, classes should move from easy to challenging.
Therefore, the exercises around the end were relatively difficult. This shows that more challenging
exercises were not preferred.

Questions 15, 18, and 25 required the students to read a longer passage. The shorter; the
better was what many kosen students hope for. Exercises involving a long passage were not
preferred by the students; hence, these three items were not preferred. However, CLIL teachers
must remember that “it would be valuable for more attention to be tummed to reading skills
development in CLIL materials” (Maley & Prowse, 2013, p. 177).

Exercise 17 was provided as homework. The students had to visit a certain website to
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complete the assignment. It was a complicated exercise that may take much time to finish. Thus,
the students would want to avoid such exercises.

Exercise 20 was done individually. The students were instructed to draw a certain house.
Without such skills, students cannot show their performance. To draw a house, the students also
had to understand its details.

Exercises 22-24 and 29-32 were short writing exercises, which were challenging for the
students. They found it difficult to think of the content and the organization. It was also troublesome
to write grammatically correct sentences and use the appropriate words and phrases.

Exercise 33 required the students to complete a plan which they need to write on at least one
page of A4 paper. Since they had to write from scratch and think about what they would write,
some knowledge of writing was necessary. This can be too challenging.

Exercises 34-36 were a series of exercises that aimed to enhance speaking skills, followed
by writing exercises. The students were required to write a longer passage so that they would speak
accurately and fluently.

Exercises 37 and 38 sought to enhance speaking skills by giving the students the chance to

perform a presentation based on what they wrote in Exercises 34-36.

5. Conclusions and Remaining Issues

The questionnaire survey revealed the nature of quasi-CLIL exercises that students prefer.
Thus, CLIL teachers are advised to take note of these results.

As the traditional English teaching style seems being bridged with CLIL in Japan, this study
was the first to use quasi-CLIL materials in kosen educational practice. Further surveys will be
needed with more participants. Future analyses should also be done in terms of students’
characteristics. Further research also needs to explore effective means of student reflection, as this
study did not analyze how students reflected on their quasi-CLIL experience or how they studied
for the classes (review and practice). Also, further research needs to provide the opportunity for

interviews to be conducted with participants.
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Appendix

CLILZ7 % —Fk (2) Winter, 2017-2018

TEABAHTIEES LY
2IBEAEHTRESH
IBHENHTRESE
4HLHTIRES
SDUEHTIRES
67=LNABHTIZES

*FHTIEE LU TLVRWSSFTNENDR(CDLWTEHRTOETY,

II Schema activation

1. Listen to your teacher and then fill in the blanks.
IEBOEECETKBERMEFERA. BETULDIN, HEREKBZD
EERE(E 1 {24960 75 km ©HDFET, KIEHSHEkEH ( x ) 2
([CHEKICE<S £LVDSZETY,

2. Match.
P! . - coal
KARHR . * nuclear

3. Fill in the blanks using words in the box below.

Cally 5
P\ T
<:3/ ~>

11T Vocabulary
Fill in the blanks. XD () ICABT &FETHNSE
[0)Z={AN
1. Saving () inour daily life is A % O T2 F— 4 Hif
the first step for eco-activity. % Z & WNEBOHE—HTT,

TASK EI Complete the table. RICHATBZ ANUREL),
Hhii] HGE HAGE
[n] energy
[n] power plant

1V Introductory topic: The Sun Shines Bright.
Read the following text and discuss 1-4 in pairs.
1. What is written in READING MATERIALS?

2. Have you ever played with the sun using something other
than a magnifying glass?

3. What is written in CONVERSATION?

4. In which energy are you the most interested?

[FL&HB]

1
1-2-3-4-5-6

2
1-2-3-4-5-6

1-2-3-4-5-6

1-2-3-4-5-6

1-2-3-4-5-6

1-2-3-4-5-6

1-2-3-4-5-6

8
1-2-3-4-5-6

9
1-2-3-4-5-6

* CDFAERERIE. W
fRIC—EIRfRG U &
o Tz, BIEAADIH
g??@ﬁé%li@ﬁr U

[#%(232D]

1-2-3-4-5-6

1-2-3-4-5-6

1-2-3-4-5-6

1-2-3-4-5-6

1-2-3-4-5-6

1-2-3-4-5-6

1-2-3-4-5-6

1-2-3-4-5-6

1-2-3-4-5-6
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_ READING MELH3)
READING MATERIAL. k MATERIA
You can see something or feel & . 10
warm. Why? Because the sun works. magnifying glass 12 L #
The sun is very far away from the. Ha. 1-2-3-4-5-6
earth and it gives lights, heat, and burn gt
others. . Y slip #ERL—H. CONVER-
Have you ever used a magnifying !! . SATION
glass? When I was a kid, T used to use iy Latin 7780 -
one and burn, for example, a slip of meaning T 5.
paper Twass - source - 11
other than ~[13k 1-2-3-4-5-6
CONVERSATION. 72
Yumi: Prof. Cooper said we use several powerful sources of energy | .
and solar power is one of them, . Prof, ~#f%. L DHD
Kaito: Do you remember other sources?. . $ % L 2= %
Yurni: Well, they are liquids, natural gas, coal, nuclear, renewables.. | liquid ifff . -
Kaito: What are renewables? - natural gas  FHA A,
Yuri: They are also called “renewable energies.” They are solar . | coal it 12
, 1-2-3-4-56
V Basic Knowledge: Solar Power
Complete the table.
(ANSD)CHTEIEDIEDNEA VIS, 13
Topic |Word/ Phrasdl Explanation 1-2-3-4-5-6
Renewable hydro power (A)
ener
9y geothermal energy (B)

Work in pairs. X7 TRICIES > TRiEE LEL & 5.
A: T would like to confirm what ‘" means. Can you explain it fome? 14
B: Well, let me see. "XXX"is one of the key ideas of YYY.

"XXX" means that AAA .

Listen to your teacher's small talk and fill in the circle

using D - G.

HOW A SOLAR
SYSTEM WORKS

HOMEWORK:
Enjoy yourself with

https://sustainablejapan.jp/2015/01/13/photovoltaic/13382

VI READING

Answer the questions below.

TASK1 ®
L

1. List examples of conventional forms of energy.

XAANIAEARRD KDL NHELZREEAT 22 23R 5,

112

1-2-3-4-5-6

TASK3 7
g3

15
1-2-3-4-5-6

16

1-2-3-4-56

17
1-2-3-4-56

18
1-2-3-4-56

19
1-2-3-4-5-6

[#%(C37D]

1-2-3-4-5-6

—

—

[y

—

ey

—

—

1-

2-3-4-5-6

2-3-4-5-6

2-3-4-5-6

2-3-4-5-6

2-3-4-5-6

2-3-4-5-6

2-3-4-5-6

2-3-4-5-6

2-3-4-5-6

D 1—C)H)—()
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[ELHB]
2. Draw an ideal house with solar panels and something 20
necessary. 1-2-3-4-5-6
3. Next are explanations of solar systems in the 21
drawing in 2. Put the number (1-5) in the right place 1-2-3-4-5-6

Photons from the sun hit the solar panels.
This generates direct current (DC).

4. If your friend says "I will put solar panels on my roof " what advice will 22

you give him or her? 1-2-3-4-5-6
5. Complete the sentence and add several sentences. 23
A third thing you should know is that 1-2-3-4-5-6

6. Do you want to live in a house with solar panels? Talk with your partner 24
about it. You can use the following flow filling in the blanks. 1-2-3-4-5-6
If Yes
A: T want to live in a house with solar panels.

ESS

ASK 2 | Answer the questions below. ERIICERIREL), 25
1-2-3-4-5-6
1. Where is the Azraq camp?
Circle the most appropriate .

g 8 ' 216—2—3—4—5-6

2. You read the sentence: The new power
center uses hundreds of panels to collect
energy from the sun. Which photo below
(1-4) is the most related to the sentence?

27
1-2-3-4-5-6

3. You read the sentence: The solar power plant cost about $10 28
million to build. How much is $10 million in yen? 1-2-3-4-5-6

4. As for "more individual freedom,” talk with your partner about your 29
own freedom here in Japan. Then, complete the table below. You need  1-2-3-4-5-6
to write your own freedom and your partner’s freedom.

Farhan Nazzal You Your partner: ()
Summary He used to be
Details Now he can go to

[i:{tuvi)

1-2-3-4-5-6
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[FLHB] [i:{tuvisl
5. Give heart-warming comments to Farhan Nazzal and Anas 30
Ahmed. 1-2-3-4-5-6 1-2-3-4-5-6
| To Farhan Nazzal |
‘ To Anas Ahme ‘
6. Guess and list examples of “in many other ways." 31
1-2-3-4-5-6 1-2-3-4-5-6

7. Several sentences are supposed to be written after "Setting up the 32
power plant also provided jobs for about 50 refugees” Write the =~ 1-2-3-4-5-6 1-2-3-4-5-6
missing sentences to give the details about the jobs.

VII Writing & Speaking
1. Writing
ASK 1] What can you do to deploy solar power generation? Make up a 33

plan about what you can do at your school. 1-2-3-4-5-6 1-2-3-4-5-6
Z @ speaking
DIEEE D H

2

2. Speaking
You made a plan in the previous section TASK 1. What do 34
you want to do through the plan? Mind maps and then write a 1-2-3-4-5-6 1-2-3-4-5-6

paragraph based on it.
MIND-MAPPING

35
1-2-3-4-5-6 1-2-3-4-5-6
PARAGRAPH
36
1-2-3-4-5-6 1-2-3-4-5-6

Based on the paragraph you wrote in TASK2, speak about your 37

opihion about the plan. Listeners will evaluate using the evaluation 1-2-3-4-5-6 1-2-3-4-5-6
sheet below.
SPEAKER : ( ) TITLE
T s [~ Voo | Foir: 2 Good J Excallent &
ORAL Aspects — 1T Poor | Foie 2 Good 3 Excellent 4
h— ) Peoe: | Fow: 2 Good 3 Excellent. &
i T{3-32F Peor-1_Fair- 2 Goed 1 Excellent: 4
PHYSICAL Aspects. L VIAy— Poor: 1 Fair: 2 Good 3 Excellent: & |
| 13 Pooe. | Fow. 2 Good 3 Excellent 4. | 38
VISUAL Aspeets. b ;;;; Lo AN T X
L — L 7 ir- trond. Excellent: 1
| ORGANIZATIONAL Aspects. | A ] peor: | Foir ¢ Goo 3 Exoelent: & : 1-2-3-4-5-6 1-2-3-4-5-6
TOTAL SCORE.| A

COMMENTS.
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2020 FEiFHFA v F 7 A L A EKYE (COVID-19) OHRAAREEI LY, - bDED
LRHE - T N TICREREBELZ L LE L, FARTTY, SNEEEEAT 4T
22 (LET) BV SCHRAFIEEESRES 19 B2 PEE Y BITL, Z0O X ) ITERRICEHAN TR
WTWND Z &I, BIRENLOZE L TWET, 7, FEICTH W20, wREZRE,
HFHEDOTATITHL AR L EF 7m0 EBNET, 2ok 512, EHFRIGR N E4381T T
TOF, v )y A L A EGYES ORI TREBIE L, §i) &3 0 ICE 125 A
LT T2 Wi= B ok 0 ¢, JEF o LET B G 2eiE 8~ B his 21
D E VN LET, £, BPSCHESOREFEICHENRENT, 2O EDY
MNETZ ST-OTTN, T RTUCTEICZRZE, ZBHE52Wi=2uwWiz, Bl EEERoX
FEIESEA, 2 LTSGR OEFFRMELE, Eobbne ) T3 nE LK,

AIEn G, BINEF e IR T T D Z R £ L, 4513, Hlllan)og
NWARBGHEDR B H 5720, BB T 20 TIERWVNEBMEL TWE LR, 8iE
DISENH O F LT, iER EHHREORR, 6 MRS E LT, 2055 RS H
SHRAMFZE ) — BT »> TOET, FFZEmMSCET TR, AiFicsl &k, AxOHBFEE
BIC SN ORFFE ) — FRBEE N TS Z &4, LET BV ZETIeEk DM T
HHEEWET, aunHicBnTh, 20X ) RS - e — RS T 7
ZEERMEZERELLTHEDL LEWET, MEUBELTE SAOEREBRFHL L TVWE
RS

LET BHFE SCFE RIS 55 19 5 KV ET Vv — T 2 7e 0 & Ui, MREBLER DR
by, TUXNMFRICANLI2S2E5EE LT, MERES, NMEEZEASTHLY RVWE
T, ZOMMREGEZRIEL T ETnE WS BNERFF o TWWET, LET BECHESE
TR, IVEOFICAICLTWEREITAY vy —F L2 RIELETOT, gl &k,
ERROBNHNIRZAZWZEEET LI, EHFXLALIBEHNN W LET,

SERRBE AT 1 7 BVE S
XEhRERR REEAR

KA E

mEEE (54)

WHSEIE (LK) M o (B R

AR G EZERE) EALT GEERF)

KA B (BIERT)
HmiZEA (144)

SRR (RICK) WARET (B K)

R B (bR K R) RiBEM (JLBEERT)

TN ILEZE (B ERR R SN CRBRORERR)

LRSS CRERSMERERSS) FHATE (B EANTSFIL SRR - BS5R)
PRI (W HAMERE K SR) TRHASHE (2B K )

B E (MhE BRI 1K) RRHEEZE URERE)

INEE (LB SUbFEKE) EHRG— (FF KT

FHR 24)
UTRRESE  CRURRAMERE R ) RANENEL (A R%E)
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