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Communication for Learning and Well-Being:
A Reflective Story of Practice of an EFL

Teacher and Researcher

Mark L. W. Johnson, Kochi University, Japan
<m(dot)jonson (at) kochi-u(dot)ac(dot)jp>

This reflective story details the practice of an EFL teacher/researcher in Japan, whose focus on classroom well-
being was prompted by personal struggles following multiple losses and a subsequent depressive episode.
The study investigates how mandatory university English conversation courses can foster social connections
and learning among post-elementary students at a national university. The research involved implementing
theory-based pedagogical interventions, including metacognitive reflection through self- and peer-assessment
of speaking performance using video recordings and transcriptions, and peer interaction strategies. The
methodology included survey responses, student reflections, and follow-up interviews with five participants.
Reflexive thematic analysis identified four themes: making connections through English conversation; learning
collaboratively; social well-being around English conversation; and difference in learning focus. Findings show
the course successfully served as a vital means of social networking, enabling students to develop friendships
and collegial working relationships, especially since these courses were implicitly intended for first-year social
networking. Students commonly demonstrated an orientation toward kindness and concern for peers’ feelings
in their feedback, which led to positive emotions like confidence and motivation, and reduced the fear of
failure associated with L2 speaking. This emphasis on praise, though sometimes shallow in linguistic detail,
supported social and emotional well-being. The study highlights the tension between facilitating meaningful,
socially oriented communication and promoting linguistic risk-taking essential and critical feedback for L2
development. Ultimately, the teacher-researcher concludes that embracing diverse forms of feedback and
maintaining open dialogue are crucial for supporting both students’ development and their well-being.
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Sixteen years ago | moved from the United States to Japan. The year before | moved | lost
a close friend to suicide. The loss was not the reason | moved, but it may have been why |
stayed. In the time since then, | went from being a visiting foreigner doing some work while
exploring the country, to settling down and starting a family. During the last 16 years, while
living far from my home country and the friends | grew up with, | gradually lost more of
those friends to different causes. For a time, the losses, although they were people | had
been close to, still felt distant—an ocean and most of a continent away.
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More recently, | began teaching university English courses, and then my boss encouraged
me to pursue postgraduate studies in TESOL. Soon after beginning my studies | was faced
with a serious downturn in my own well-being. All of those losses finally caught up to
me. Learning to cope has become a newfound impetus for maintaining a well-being-
conscious classroom.

Well-being and Ill-being

Losing someone close is never easy, and loss can erode your sense of well-being. The news
alone can be overwhelming,

Whether a classmate, “Britney took her life.”

A soccer teammate, “Aaron took his family’s shotgun and used it to end his life.”

A college dormmate and clubmate, “It sounds like Stephen probably took his own life.”
A nextdoor neighbor and soccer teammate, “Nick’s heart stopped, but the doctors were
able to bring him back.”

The same friend, again, “In the end, Nick died from the cancer.”

A best friend, “Agee died in a car accident. It seems that he was driving tired.”

A student, “Yuto drowned after biking all the way to the river and trying to cross alone.”
Or an in-law, “Mark, Michiko is dead.”

This last shocking news of the death of my wife’s close relative must have reminded me of
all those earlier losses. Dealing with the loss along with anxiety surrounding the pandemic,
stress from work, study, and childcare responsibilities, and meeting my standard for a
decent lifestyle mounted into a depressive episode which resulted in sudden hearing loss,
permanent tinnitus, panic attacks, and considerable stress on my relationship with my wife.

It is unfortunate that many teachers, myself included, tend not to take action for our
well-being until after a major negative event has occurred (Oncevska Ager, 2024; Sulis et
al., 2024) when a proactive approach may be beneficial (Roffey, 2012). In my case, even
after reaching out for help, getting medicated, reducing my workload, and lowering my
standards, many stresses continue to present challenges for my physical and emotional
well-being. Fortunately, | have become aware of them as a result. In my experience, it
can be difficult to realize the enormity of the pressures we are facing until we buckle
beneath them. This is one of the reasons why | think the social aspect of well-being is so
important—our network can help us see what we cannot.

| am foregrounding the details of this downturn in my life to give context as to why well-
being is now similarly foregrounded in my teaching practice. Another reason is that much
of the literature on well-being has an overwhelming slant toward positivity from positive
psychology research. While | appreciate this approach, | also think that it is critical to take
time and space to share our difficulties and listen with respect to the sometimes haunting
lived experiences of members of our communities. Being open about such issues has
led to others in my professional community opening up about their own challenges and
our developing stronger relationships and support networks. If we can catch one friend,
teammate, or student before they fall, it is worth it.

My story explores my journey to understand the relationships between the wellbeing
of my students, myself, and our classes together, and also how we can develop social
connections for learning and being well. In what follows, | will first explain my teaching
context as | have grown to understand it. | will then discuss the triggering effect of the
pandemic on both wellbeing and my understanding of the class and learners. After sharing
how my approach to fostering learners’ English development formalized during my MA
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studies, | will introduce the results of that more formal inquiry through reflexive thematic
analysis. Before concluding, | will discuss how my understanding has changed and what the
results may imply for my own practice as well as more generally.

Teaching Context and Background

| teach four sections of a mandatory English conversation course at a national university.
Class sizes are usually under thirty students. The students are mostly post-elementary level
English users. To illustrate this context, | describe below an imaginary student who is typical
of my classes.

Ryotaro has just begun university. He does not yet have strong relationships with his
peers. He is from outside of the prefecture, and has no local social network beyond school.
He has formally studied English for six years but has limited oral proficiency (also see Kikuchi
& Browne, 2009). He has experience studying English for standardized tests, which are a
recurring part of Japanese education (also see Yamanaka & Suzuki, 2020). He is disinclined
to volunteer answers to questions fielded to the class at large. On the other hand, he is
comfortable doing group work and consulting with his peers.

| began teaching university in spring of 2019, believing that students like Ryotaro primarily
needed practice with speaking and listening. So, | provided opportunities for speaking
and listening without much attention to form. | found that through a conversation-heavy,
topic-based syllabus they seemed to develop some confidence and fluency, but not much
in terms of grammatical accuracy. | also wondered what was actually happening in group
conversations, because often when | came to observe, the students would become tense
or quiet or shift to engage me in the conversation. These early reflections became part of
the impetus for more formal inquiry and pedagogical design described later.

COVID-19 Pandemic and Raised Awareness of Student Well-Being

Less than one year after | started teaching at university, the pandemic erupted. Institutional
responses varied around the world. Some programs responded with an explicit focus on
teacher well-being (Oncevska Ager, 2024). At my institution there was limited support for
instructors. We were given access to Moodle, started asynchronous online lessons, then
shifted to synchronous lessons when they became an option.

| later learned that online lessons may have had a significant negative impact on the
students’ socially situated well-being. Colleagues informed me that face-to-face English
conversation courses at my university were implicitly intended as a means of social
networking for first-year students. Accordingly, these courses were some of the first to return
to face-to-face format even before the measures to limit the spread of COVID-19 had been
lifted. Furthermore, many other courses have stayed online even after a general return to
campus life, potentially limiting students’ opportunities for developing peer relationships.

There were challenges for me too. Fear of contracting or spreading the virus,
maintaining understanding and congeniality with students despite masks muffling their
voice and hindering facial expression, and trying to avoid showing how scared | was that
any of us might be carrying the disease was hard. | regularly did mindfulness meditations
in my car before classes when we returned to face-to-face lessons. My anxiety did not fade
until after getting medicated for depression and experiencing (fortunately mild) COVID-19
multiple times myself.

For me, the pandemic served as an initial trigger for awareness and reflection on well-
being, following Sulis et al.'s (2024) understanding of teacher agency for well-being. The
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discussions with colleagues that | mentioned above only happened because of the concern
that many of us had for our students. Teaching online, we could not see, hear, or check in
on them unless they decided to turn on their cameras and mics or contacted us first. Still, |
wanted to know how they were doing.

Reflective Teaching While Studying

| began studying for a master’'s degree in TESOL in 2023. This coincided with the events
that led to my depressive episode. Reflecting critically on my teaching was an aspect of
my studies and became a part of my course planning process. Consideration for my own
stress was part of that, and concern for students’ well-being emerged as a factor as well.

During the pandemic | had used audio-video recordings to review and assess their
speaking performances. Initially, | was giving individualized corrective feedback to all of
my nearly 100 students. This was an unsustainable practice. Besides the time and energy
required, | found myself repeatedly giving similar feedback.

Through my studies | learned of teaching approaches that might address this and
other issues | had encountered such as gaining a perspective into group interaction.
These included focus-on-form and tasked-based language teaching (Skehan, 1996; Willis,
1996/2023), metacognitive reflection through self-assessment (Butler, 2023; Hosseini &
Nimehchisalem, 2021; Huang, 2016) and peer-assessment (De Grez et al., 2012; Little et
al., 2025; Patri, 2002), and instruction of language learning strategies (Oxford, 2017) and
grammar learning strategies (Pawlak, 2020) in particular.

In the fall of 2023, | recorded student performances again, but as a means for formative
self- and peer-assessment rather than reviewing them myself. | also integrated language
learning strategy instruction in reflective prompts and began to shift some of the responsibility
of finding areas for improvement onto the learners themselves, as in “Write 3 mistakes or
things you can do better” from Extract 1.

Extract 1. Fall 2023 Self- and Peer-Assessment Prompts

Self-assessment Watch the video recording of your performance.
prompts Use comments in Microsoft teams.

Write 3 points about what you did well.

Write 3 mistakes or things you can do better.

Peer-assessment/ | Watch some of your classmates video recordings.

feedback prompts | Use comments in Microsoft teams.

Give them feedback about their English, especially positive feedback!
Comment about the content too!

| felt justified in using theory-based pedagogy to simultaneously encourage learners’
development and reduce my workload. These activities required students to review the
recordings and engage with the language they produced by fixing automatic software
transcriptions. (For pedagogic discussions about using speech transcriptions, see Cooke,
2013; Cowie, 2018; Huang, 2008; Lynch, 2001, 2007; Stillwell et al., 2010; York, 2020.) Through
such close review of their speech, | hoped they would identify specific errors or concrete
areas for improvement. Unfortunately, their reflections were very general and shallow, such
as “my pronunciation was poor” or “bad sentences,” and did not demonstrate the level of
engagement | hoped to encourage.

So, in the spring of 2024, | modified reflective prompts to highlight common errors and
difficulties my learners face, with directions to identify specific errors from the transcriptions
(see Appendix A). | had hoped that these prompts would scaffold learner awareness which
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they could then apply not only to their own performance, but also that of their peers. This
did not go as well as | had hoped.

Many students were unable to effectively use the grammar guidance integrated in the
reflective prompts. The complexity of the prompts was likely one hurdle (compare Extract 1
and Appendix A). This was true for self-assessment and peer feedback. The peer feedback
that was shared was primarily praise with little constructive criticism.

Reflecting on these problems, | simplified as many processes as possible and aligned
the self- and peer-assessments directly to the final summative assessment rubric (Nunn,
2000) (compare Appendices B and Q). | also implemented peer interaction interventions
based on research by Masatoshi Sato and his co-researchers (Sato, 2011, 2013; Sato &
Ballinger, 2012; Sato & Perry, 2011; Sato & Lyster, 2012) to draw attention to the value of
collaborative learning and encourage learners to see errors as learning opportunities
and classmates as potential sources of correction and assistance. By the end of the
semester | was pleased with what | saw as improvement in oral performance and use of
communication strategies.

| also began to ask students about their experiences. Volunteers participating in my
research during the spring of 2024 answered survey questions throughout the semester.
Their responses served as a pilot study, based on which | modified the surveys and
prepared interview questions (Appendix D). During the fall of 2024 | adapted my data
collection method to an opt-out for recording data and reflective activities, and an opt-in
for follow-up interviews. Five participants volunteered for interviews. All data from those
who opted out have been removed from the following analysis.

Thematic Analysis of Student Reflections and Interviews

The questions | asked in interviews (Appendix D) sought to understand the peer relationships
and how those might impact their learning in the class. With a consideration for how these
relationships impacted social aspects of well-being, | made meaning of student reflections and
interview data using reflexive thematic analysis (Braun & Clarke, 2021). This involved phases
of familiarization through careful reading and re-reading, coding the data, comparing and
modifying those codes, identifying salient themes, and writing them up for presentation.

| will present the themes and address how these reflect my own changing understanding
of my students, our well-being, and the collaborative learning opportunities emerging

in my courses. The four themes identified were (a) making connections through English
conversation, (b) learning collaboratively, (c) social well-being around English conversation,
and (d) difference in learning focus.

Making Connections Through English Conversation

Since the English conversation course had been implicated as a means of social networking
for students, this was one of the propositions | explored through the surveys and interviews.
The students’ responses painted an interesting and complex picture of how the course
served this purpose. Through taking the course, many students made both friendships and
collegial working relationships, not all of which overlapped. Interviewees described a variety
of social networks developed both on and off campus. For some, English conversation was
one of a few spaces on campus to develop their social network. This was afforded primarily
by opportunities to communicate with each other through conversation activities and other
collaborative classwork. Some students said they wanted to or appreciated the chance

to talk to as many classmates as possible. The autobiographical content of conversation
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activities in particular led to students connecting with each other on the basis of their
backgrounds and shared interests.

In inquiring as to the actual status of friendships among class members, of those who
answered, most reported having made just two, three, or four friends in the course.
Answers, such as the following from a follow-up interview, suggested that in some cases
this was sufficient.

Aoma'": Actually, I don't want to make new friends.
Me: Oh, really?

Aoma: Because | want to stay now. Now's point.

Aoma made a few good friendships and was not looking for more. Another interview
response led me to realize how | facilitated this networking through my role as a teacher.

Me: What helped you to make new friends with your classmates?

Airi: In [English conversation]? 2 class? You said to make new friends in group. So, | can
make new friends to talk.

The wording | used when directing students to change groups during class was, “Change
groups, make new friends.” It seems that, although my intent was to clarify my directions
through elaboration, this student took my words literally, leading her to developing a new
friendship. It seems that in facilitating collaborative learning, teachers may become social
matchmakers without intending to do so.

Learning Collaboratively

Students' reflections gave considerable insight into the quality and impact of such collaborative
classroom work, peer-feedback, and peer-assessment. On the whole, a large portion of the
students reported feeling classmate relations helped their English development. (Specific
collaborative learning results are substantial and may be addressed in a future publication.)
The qualities that interviewees reported desiring in their groupmates varied from person to
person, but included empathy, proactivity, communicativeness, and motivation.

When assessing each other’s speaking performances, many students expressed a clear
concern for each other’s feelings, even when feedback was anonymous.

Kei: | felt like a teacher to tell other person’s [sic] scores. But... ZATKDHEWNELSICTED
IF#E LU [Itis difficult to be impartial because | want to consider their feelings].

This was realized in a tendency towards leniency in the scores or comments that they
offered each other, and summarized succinctly by the following interviewee.

Asato: Student is kind, but s [scores] up.

On the receiving end there were those who mentioned that more critical feedback might
be more useful. Some noticed and tried to offer detailed feedback where they could, as
seen in the following extract.

Airi: Many people [give the] same [score] so different | | want different score ®- &ffin<
[more detailed].

1. All student names are pseudonyms.
2. Bracketed text has been changed or removed for contextual reasons.
3. The students’ comments in Japanese have been translated by the author.
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It seems that my observation about the limited extent to which peer feedback offered
constructive criticisms was echoed in the students’ reflections. However, the data also
showed how this kindness and concern for feelings were valuable for the class in terms
of social and emotional well-being. Following these observations, | would like to move
forward by bringing all of the students into a discussion of the importance of balancing
kind and caring comments with constructive criticism and thus raising their awareness
while still giving them the agency to give feedback as they think best.

Social Well-Being Around English Conversation

In response to “What kinds of feedback did you give your classmates throughout this unit?”,
two responses in particular were representative of this orientation toward encouraging
praise as feedback:

good things to make happy

CNDBREICH L TREBHICANSESIEDABEDORVRZALDHELEDIFEDH DT
BaEiE->To. [| gave feedback with the intention of finding more good things about the
person than others could so that they would become more proactive towards English.]

The overall student focus on peer praise is perhaps unsurprising considering the threat

to face involved in presenting publicly in a second language. In unit-end reflections
immediately following those presentations and peer feedback, students often reported
positive emotions such as happiness, relief, satisfaction, fun, confidence, and motivation.
These reports of confidence and motivation were heartening for me as a teacher. Though
fewer in number, negative emotions were also expressed. A few, such as boredom, tiredness,
worry, and nervousness were among those mentioned. It seems from the point of view of
many of the students these presentations were valuable growth experiences, and perhaps
aided by the support of encouraging peers. One comment reflected this positive impact of
peer interaction quite clearly,

KL THDEDON B WD KB ERNZWESICH>T, [They didn't laugh at me even when |
failed, so I'm not afraid of failing anymore.]

Other student reflections suggested failures in establishing collaborative relationships due
to communication difficulty or awkwardness. One student reported having been left out of
a three-person group. Whether they meant they were sitting alone instead of in a group,
or they were unable to engage with their group members is impossible to determine in
retrospect, but it does suggest the importance of finding ways to keep dialog open between
the students and the instructor, such that these issues could be prevented or mitigated.
These reflective reports are one, albeit tardy and insufficient, means of doing so.

Concerns about peer relationships were also present in the reflections. The following
student expresses concern regarding the social chemistry, acknowledging that just meeting
people alone is not sufficient for developing social relationships.

BBAICELMNT B D KRB BELH 5D FRHUE, [Being proactive in talking is
important, but it's also necessary to be careful of how we get along.]

The following student expressed anxiety about over-reliance on their peers.

HEDLLBONTVRWVWEBSBEIDLSICRAICBATE > TVWADON B TL®, [I dont
think they thought very well of me. The reason being that | asked my friends what was
said almost every time.]
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These voices of concern and negative experiences are welcome. | am encouraged that
the students felt open in sharing them. | feel sure that other students had similar or
other problems but did not voice them. This variability in voice and sharing connects to
the final theme.

Difference in Learning Focus

In reviewing the reflections, it became clear to me that learners’ focus throughout the
course was highly variable and depended upon the learner’s individual experience with
the task, content, and peer learning context. This aligns with the pedagogical principle that
students do not necessarily learn what is presented to them, but instead learning takes
place according to their own stage of development (Ellis et al., 2019, p. 155).

The rubrics used for self-, peer-, and instructor assessments (Appendix B) broadly
addressed five areas—vocabulary, grammar, content, pronunciation, and conversation
management. The most common linguistic focus in reflections was on vocabulary, followed
by grammar, content, and then pronunciation. A large number of reflections focused instead
on aspects of public speaking and presentation skills such as physical behavior, vocal quality,
and speaking speed. It became clear that for some of those who avoided giving feedback on
the linguistic aspects, it was due to a lack of confidence in their own L2 knowledge:

BRESOEDNELWAESNESZTDODODSBVD T EDOARIEPRB FFEIARRLICOVTEL
oo [l didn't know for sure whether the grammar was correct or not, so | wrote about
volume of voice, expression, and the content of the speech.]

Concrete linguistic feedback from peers was seen as extremely valuable, but rare:
TIARA DD T4 — RNy I THICBRIFC SO REOBEWVRED T — RN\ IZENT
EEFETHRICII TN EDERR T+ — RN\ 73D ot [It was really useful when | got

feedback from classmates on new expressions or things like grammar and pronunciation
mistakes, but there wasn't much of that kind of feedback.]

This provides a segue into the difference between the students’ focus and my own as an
instructor, interested in both ensuring students’ well-being and learning. As a language
teacher, | was primarily interested in fostering my students’ English development in terms
of contextual appropriateness and lexico-grammatical complexity, accuracy, and fluency.
In the past | was frustrated by shallow, public-speaking oriented peer feedback because of
the intentions mentioned above. However, from this study | have grown to appreciate the
reason for it.

Now, realizing more fully the value of diverse types of peer feedback, | would like to
legitimize the varied types of feedback that students give. The motivational “make them
happy” feedback seems to play an important part in creating a supportive classroom
climate where people can overcome socially challenging, face-threatening speaking tasks
(Gregersen, 2023; Horwitz et al., 1986). The reports of success, satisfaction, and confidence
offer some evidence that the peer feedback was related to positive experiences of success.
Further, reports of growth, learning, and raised awareness support the value of peer
feedback throughout the course. | personally cannot provide intensive comprehensive
feedback for all students throughout all tasks, but | can try to create situations and tasks
where students are more confident in providing the feedback they are able and perhaps
suggest more effective forms of praise that may contribute more to growth (Zarrinabadi et
al., 2023). With more hands on deck, we can cast a wider net catching both more non-target
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like language products and unhelpful social situations and then reel them in to see what
that net caught, and talk about it together.

Further Discussion and Areas for Future Research

| approached this study from a place of wanting to know how my students were doing in
this context and to what extent | should be concerned about their well-being. Having seen
what can happen when our network fails us, | wanted to evaluate that which my students
were developing. Thus, it is deeply grounded in this context and therefore limited in the
degree to which the findings might be generalized. Having said that, there are several
tensions apparent in the data, my observations, and the literature that may be relevant
beyond my local context.

First, students show a strong desire to communicate with each other, partly because the
class serves as one of few such opportunities on campus. However, this communication is
sometimes prioritized over content learning, meaning learners employ various face-saving
and communication strategies including avoidance as opposed to taking risks with using
English. Trying new structures and playing with language is important for L2 development
(Cook, 2000). So, | want to explore ways of respecting this need for meaningful socially
oriented communication and at the same time fostering learners’ desire and willingness to
experiment and play with spoken English both individually and socially.

| believe that the peer interaction interventions did contribute to a positive collaborative
mindset as suggested by Sato (2017). | also think that regular use of self- and peer-assessment
that was aligned with instructor assessment encouraged students’ monitoring of their own
output and metalinguistic awareness. Considering the positive results of similar practices
for encouraging L2 production (Murakami et al., 2012), it would be worthwhile to investigate
the results of this implementation of assessment more rigorously. Challenges that remain
include reducing the hurdles for learners to approach me with questions about language or
concerns about the (collaborative) learning situation in the course. As it is, students rarely
approach me on their own accord except to ask about homework details or deadlines, so
asking them through surveys and reflection prompts was critical.

Several new questions have also arisen for me. Where does the line between friendship
and effective group member overlap and where does it conflict? Can this tension be managed
organizationally by varying group composition? | can speculate that very close friends may
make less constructive learning relationships, in part because so much is already shared
between them. Having room to explore connections through communication may be part of
the benefit of less developed relationships. Also, based on the students’ comments, | wonder
if alternatives should be offered for students who find group work categorically off-putting.
Further, what might that look like? | find it hard to imagine a face-to-face communication-
based class without direct oral communication, but digital media might afford a feasible
alternative through recording and publishing, especially since these are tasks my students
already perform.

Asking questions has improved my awareness of the social situation in my course and
how it interacts with student well-being and development. Answering those questions
may also have increased the students’ awareness as well. | would like to continue to ask
these types of questions and involve students more, as they are willing, such that they
might become more engaged in creating a positive learning environment for themselves
and their peers. Such participatory research may also motivate students to share valuable
information which can help me as a teacher-researcher to understand and take action to
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serve their needs. Ultimately, | think the most important take-away from this has been a
focus on keeping the dialog open.

Conclusion

| want to bring the story back to me now at the end of this article. One reviewer suggested
about an earlier draft of this article that | was oversharing and that readers may be worried
about my well-being. | want to firmly push back against this suggestion to refrain and hold
back from sharing. Sharing is what allows us to become aware of each other’s needs and
abilities, this very much arose in the students’ voices in this study. Worry and concern are
part of social relations, an important part.

Four years before Britney chose to end her life, she told me that she had been thinking
about it. | knew that was serious, even then as a high schooler. However, | did not know
what to do. | tried my best to support her alongside our mutual friends. What | know now
is that | should have asked for professional help. One of the hardest parts about loss is
wondering if there wasn’'t something more you could have done. If | had worried more and
forged a stronger network of connections with some of the people that | lost, | might have
helped them to find the help they needed, whether from me or some more capable other. |
am happy to say that | feel well supported by my network now, but that was not always the
case. It was by sharing and connecting that | forged those supportive relationships.
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Appendix A. Spring 2024 Reflection Prompts

Self-assessment
prompts

C. Next, review the video recording and transcript of your performance. Find and
write three things that you did well.

1 e _
2. f _
3.4 _

D. Next, think about how you could have improved your performance. Do any

of the following apply? Read the prompts. Find three (or more) that match your
thoughts about your performance. Finish them by filling in the blanks. You can use
the same prompt again with different details. Feel free to copy and paste.

“l was very concerned about ____ ”
a. Remembering what to say.
b. Using correct grammar.
c. Using good pronunciation
d. My posture, body language, or eye contact.
e.Other____
“l [sometimes / often] forgottouse ______
f. Sequence words [EFZ %9 a] (first, next then, after that, etc.)
g. Articles [/E57] (a/an/the)
h. Counters [l X5 7- % D%45d] (a bowl of, a piece of, etc.)
i. Plural forms [#8#(#] (cats, children)
j- Subject pronouns [FFED %] (1, he, you, they)
k. Subject/Verb agreement [= B3R D Is)] (He likes cheese)
l.Other[ftt] ____
“l used the [expression /word] ___ too much. | could have also said
m. “very” / “really”, “pretty”, “quite”
n. “maybe” / “I think ~”, “might (be)”, “could (be)”
0. “[I/he/she] like(s)” / “~is interested in ...”, “~isinto ...”, “~ prefers ..

“l used the wrong [word/expression]. | said , but I should have said

“This sentence was very short: _____ .1 could have also added
L fa _

2. f _
3.4

»
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Peer-assessment / | Watch your classmates’ performances. Give them feedback about their English,
feedback prompts | especially positive feedback! Comment about the content too!

C. Write things that they did well.
D. How could they have improved the performance. Do any of the following apply?
Use the prompts to give constructive feedback. Feel free to copy and paste.
“They seemed concerned about ”

Remembering what to say.

Using correct grammar.

Using good pronunciation

Posture, body language, or eye contact.
“They [sometimes / often] forgottouse ______

Sequence words [J[EFFZ 39 9] (first, next, then after that, etc.)

Articles [7E57] (a/an/the)

Counters [#1 X 3 7= D% 5] (a bowl of, a piece of, etc.)

Plural forms [#8%%#] (cats, children)

Subject pronouns [EFED %] (1, he, you, they)

Subject/Verb agreement [= B3R Ds]] (He likes cheese)

Other [f] ____
“They used the [expression / word]

too much. They could have also said

» o« » o«

“very” [ “really”, “pretty”, “quite”

o« o«

“maybe” / “I think ~”, “might (be)”, “could (be)”

“[I/he/she] like(s)” / “~ is interested in ---”, “~isinto ---”, “~ prefers ---”
Other___
“They forgot to put clauses after the words they modify [ B1&&i% =7z, for
example______
“They used the wrong [word/expression]. I said ______ , but | should have said

Appendix B. Self-assessment rating scales (English and Japanese)

Self-Assessment Criteria: Rating Scales

Keeping Going: Turn-taking and Initiative

0-1 | Did notjoin in a conversation or discussion with others.

2-3 | Could not keep the conversation going at all. Needed help all the time. The conversation stopped
many times.

4-5 | Rarely started a new topic or question. Responded minimally to other speakers. Sometimes
supported other speakers. Communication sometimes stopped.

6-7 | Responded fully to other speakers. Supported other speakers. Sometimes started new topics or
questions. Communication almost never broke down.

8-9 | Took initiative. Started new topics or questions when appropriate. Helped others to join in.
Interrupted politely when appropriate.

10 | Did not hesitate to engage, start new topics, or yield turns when appropriate. Could hold ground
even when others attempted to dominate the conversation.
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Keeping Going: Negotiation

0-1

2-3

4-5

6-7

8-9

10

Did not join in a conversation or discussion with others.

Could not keep the conversation going at all. Needed help all the time. The conversation
always stopped.

Negotiated rarely. Used only a very limited repertoire of conversational techniques.
Communication sometimes stopped.

Used a few different techniques for negotiation. Communication almost never broke down.
Could negotiate whenever necessary. Used a wide repertoire of expressions and techniques.

Could negotiate with appropriate techniques and expressions to match any situation that
came up.

Content: Information

0-1
2-3
4-5
6-7
8-9
10

Did not attempt to share information.

Could not communicate basic information such as age, price, etc.
Could only communicate very basic information.

Could communicate information on a reasonable range of topics.

Good ability to communicate information on a variety of topics.

Could communicate information on any general topic without trouble.

Content: Ideas and Opinions

0-1
2-3
4-5
6-7
8-9
10

Did not attempt to express ideas or opinions.

Could not even express basic likes or dislikes.

Could only express ideas or feelings about the most basic everyday topics.

Could express opinions, feelings and ideas to a certain degree on a limited range of topics.

Good ability to express feelings, opinions, and ideas on a variety of topics.

Can express feelings, opinions, and ideas on any general topic without trouble.

Intelligibility: Pronunciation of Individual Sounds

0-1
2-3
4-5

6-7

8-9

10

Did not speak.
Voice is too quiet or unclear for listeners to hear.

Poor pronunciation of individual sounds. Compensated for pronunciation problems with
gestures, other language, or other means.

A reasonable pronunciation of individual sounds. Some pronunciation problems with wrong
sounds.

Accurate pronunciation of individual sounds. Very few pronunciation errors with wrong
sounds.

Native-like pronunciation of individual sounds. No errors stood out.
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Intelligibility: Pronunciation of Stress/Prominence

0-1
2-3
4-5

6-7

8-9

10

Did not speak.
Voice is too quiet or unclear for listeners to hear.

Not enough use of stress/prominence. Compensated for stress/prominence with gestures,
other language, or other means.

Tried to make important syllables prominent. Some problems with missing or misplaced
stress/prominence.

Good use of stress/prominence. Very few pronunciation problems with missing or misplaced
stress/prominence.

Native-like stress/prominence. No errors stood out.

Intelligibility: Grammar

0-1
2-3
4-5

6-7
8-9
10

Did not speak.
Poor grammatical structure.

Grammatical structure has problems. Compensated for structural problems with gestures,
other language, or other means.

Grammatical structure is mostly appropriate for the task. Some errors. Errors are not major.
Good use of grammatical structure. Very few errors. Errors are minor.

Native-like use of grammatical structure. No errors stood out.

Intelligibility: Vocabulary

0-1
2-3
4-5

6-7
8-9
10

Did not speak.
Not enough vocabulary. Inappropriate use of vocabulary.

Limited vocabulary. Compensated for lack of vocabulary with gestures, other language, or
other means.

Vocabulary is mostly enough for the task. Some errors. Errors are not major.
Good use of vocabulary. Very few errors. Errors are minor.

Native-like use of vocabulary. No errors stood out.
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Keeping Going: Turn-taking and Initiative
0-1 | fbDAEDREPEMRICNDSEH 0T,
2-3 | REDEEIN B o BICBHT U E L ofco REMMAE DR YIN T,
4-5 | IFEACHLLEBEPERZIRD BH oTc. DR ENDRIGIFRNRIE ol tDFEE Y R— 5T
EBHofco AT —2a>h R IEE D,
6-7 |MOFEEICH L THRICRIGLIc.MDFEEZ Y R— LI HLVWEEPERZIa0H 3 e H o7 I3
AT =23 hEYINS CCIFIF LA TE D DT,
89 | BMEHICKES LI BYRBE FLVEECEMZRO IS D ADSMZMIF 1o B BB EICISALE
J—.EL/<|:F|I*,H—L/TCO
10 | BUBRIBEICIEBMLIED FILWEEZRO IO BB ZESICD T B e 5D T D AL
BRI LIS ELTH EDHFZEFTBENTE
Keeping Going: Negotiation
0-1 | fDALDRERERICIMDSEH T,
2-3 | RENEEDED ST BICBTAREB L oTce WOBRENEFoTUVV,
45 | FEAER B LD oTce CKBRONTcR@ET /v I DLN—R)—LMEDL AN > fce S22 —
VN RIEFESTLE DS,
67 | BDTDIBIEBDT U =y I % EoTco 1T —>av @3 LidIF LA L b o Tz,
89 | BETHNIEVWDTHRS TEILBLEVWRECT Iy IDL/N— M) —ZE>T
10 | EDEXSBRRICHBYRT I Zy I ERREFEOTRSTDI D TE

Content: Information

0-1
2-3
4-5
6-7
8-9
10

BERzHB LIS Lah o

Fiip AR EOEANBBER R SNEH T
CLERNRIBRLIMEASNBD T
ENGODDOEEDFEBICOVWTUERZEA DN TS,
BRABEEBICDOVWTURRZIGR B8N H B,

— MR BEEE THNIE BERBEREIGEIS N TE

Content: Ideas and Opinions

0-1
2-3
4-5
6-7
8-9
10

TATT7PERERRLLS LD 0T
BEARNBFSHOEIRE TSN o7,
ROEXNLGABEDFEEICDOVTLNZEZPRIBEZXRIFTETBH ol
RoSNTEEDFERICOVT. HEIREERRRB.ZEXEBNBILHTES,
BRARBERBICOVWTRBPER. ZEXZRIRITZ8IDH 3,
CABR—RIVBEERICOVWTH HEBCRIBPER . EXZXRRTES,
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Intelligibility: Pronunciation of Individual Sounds

0-1
2-3
4-5
6-7
8-9
10

EEAh o7,

BEAVNE T ELD AR TEIEDICL,

BEL2OBOREHNBV. DI AFv— MO EE. COMDFETHEEOBBZ/M o7
BEL2DEORENZ L THD.KEEICEEN HD.

B2 DEDREHNER BESTCRENIFEALL,
BL2DEDREHNLAT1TITIE WV B o/ BB LMEA L,

Intelligibility: Pronunciation of Stress/Prominence

0-1
2-3
4-5
6-7
8-9
10

EEAh o7,

BEAVNE T ELD AR TEIEDICL,

BIGDEVDITHR+7. VTR Fv— MO FFE. FIclIMMDOFERTHI>T.
BEEREHZBIUICELSELIRIEDEVD T ICREPREI AN H B,
BEFDFEVDITHDS XV B RAEVICLZREDORBIZIFEA LR,
FATATDESERE BIL 5T I XIF7R LN,

Intelligibility: Grammar

0-1
2-3
4-5
6-7
8-9
10

ELRcRAVA Ny ot

SOEBEDEL,

NEBEICEEDN HZ.BE L DOMEZ ST AFv— D EE. COMDFE THoT.
SOEBEIER RIS LTEIFE 2D DRD D B B RDIF R IR,

MEBIEZ D FEOTWVB.RDIFIFEA LR VERDIZNT L,

FAT1 75 LWSCEBEDER B o7c5R2 D13 %A,

Intelligibility: Vocabulary

0-1
2-3
4-5
6-7
8-9
10

ELRcRAY oY el

EENTT9 FEYREROFER.

EENRSNTVS DI XFv— MO EFE. FIFMOFERTERDOREZ /T
ERIFFEBICHLTUZIFTD.ZDDROD D B.58DIFKEL7LN,
FBEEZLEDIRDIFIFLEA LT VERDIZNT U,

FAT1T5LVEBEDE WG B o720 A,
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Appendix C. Self-Assessment Form

Name:
Student Number:
Performance:
Self- .
Area Sub-area score Evidence
Turn-taking and Initiative
Keep Going
Negotiation
Information
Content
Ideas and Opinions
Individual Sounds
Intelligibility of
Pronunciation
Stress/Prominence
o Grammar
Intelligibility of
Grammar/
Vocabular
y Vocabulary
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Appendix D. Interview Protocol

1.

10.

Thanks for coming today. How are you?

15 BIFRUNTHBONES. TR TIN?

I’m going to interview you in English and record the interview. If you have any questions, please
ask. This isn’t a test! We can use some Japanese to support understanding.
2NMDBRFTTIVREI— L EELETTBEDDNISEVWTLIETV. CNUIT AR TIEH D FEA!
BREZBNTBIcOICEREZESIEDHTEET,

What’s your name?

3BBAENF?

How old are you?

AfAI TIH?

Where are you from?

S5HBIFETTIN?

Did you have a social network (friends, family, or other support) in Kochi when you came to KU?

a. Doyou have such asocial network in Kochi now?

6 KUIZRTceE BRIV — 2wl b T—2 (RA R EDMD T R—R) IEHOXLIH?
AaREBHICEDESIBRY —2vILRXY b T—=DEHDEITH?

You wrote that you made about ~ friends through our English conversation course. Was that from

this semester or last semester or both?

a. How does this number compare with the number of friends you made through:

i.  othercoursesyou were taking,
ii.  clubsororganizations you participate in, and
iii.  extracurricular activities like part time work?

b. (Did they?) What helped you to make new friends with classmates in our course?

c. What has helped make those relationships stronger?

d. Hasanythingin our course caused trouble for those relationships?
TRRFEI-RAT~ADRENTSLEEVWTVWE TN TNIESFMTIN ENECHFFATIN? £
NUIFSZHATINBIBATINN ENCHEATIN?

a DU RDESBRIEZBLTTETRIZEOHELARTESTID
i. o I—X
ii. BBRIHBMLTVWE IS TRRIK.ZELT
iii. ZILNA R R EDBRENEB T TS IEREOHELERTESTIH?
b CHDIA-RTISAX—hEFHLVWEKEZEZDICRIISTCC EIIRITIH?
C T DL O BBIMRZE L DR T B DRI EIFRTIH?
dAIEBEDIA—XDH T ZDLSBABBERICEEZE T LOBI LD HODILIH?
Are the kinds of relationships you made through our English conversation course similar or differ-
ent from those you made through other courses and activities? In what ways?
8 HARFEI—RA TRV ABRERIF MO I —XRFEF TRV CABRERELTVEINGEVETH?
EDELSBRTTIN?
What kind of person makes a good friend, in your opinion?
9 EDESBANRVWRELLEBVWETH?
What kind of person makes a good class partner or group member?
10 EDEDBADRWVWIZADIN—bF =T IL—=FDXYN—IZEDETH?
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11. Does working with your classmates help you learn?
a. Ifyes,in what ways?
b. If no, why not?
11 5RAAX—=h B ITBR NI BRICDFEBICHIIEETH?
allFLVIDHZE EDLSBRTRILBEITH?
bW\ IDIHE. ZDEHIFETIH?
12. What did you think about the (score-based/comment-based) peer feedback about the self-intro-
duction performance?
a. Did thisimpact the way you think about your speaking? How?
b. Did it impact your confidence in your English?
c. Did it help you notice anything about your speaking or English?
d. Do youremember how you felt when you read the feedback?
e. Would you rather get (score-based/comment-based) peer feedback?
12 BEBNONTF—IVRICETE (RBR—R /DAY IR=ZD) LIS DT+ — RNy TIZDW
TESBWELIH?
A TNIBBIDRE—F I TBRIEXAICKEZSZ LN ?EDLSICTIN?
bBHDREICHTBEEICKELILIDL?
CEBDRE—FVIRERFEICOVTRANR IS oMFICHEDELIEN?
d 74— RNV I ZFHATEDRLIEDEZITVWEITH?
e RBIN—R/AXVIR=ZD)MET1—RN\YIDHHVNTIH?
13. Did getting peer feedback impact how you give feedback to other students?
1B3ET7 74— NI %ZZ2F B G MODERAD T — NI DHEHICHELILIH?
14. What do you think would make English conversation class a more socially comfortable space to
learn English?
14 REFED VIR IDHBBICRERBRREBFEDIZICTBICIFESLIESVVWEBWETH?

Interview protocol translations by DeeplL, reviewed and edited by the author.
DeepL.com (#E&§IhR) TEIERL £ L7,
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