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Notes from the Immediate Past President 
 
As we conclude the 44th Thailand TESOL International Conference 2025, the inspiring presentations, 
discussions, and workshops — and the dedication of all educators — will long be remembered. In my 
capacity as President of The Association of English Language Teachers in Thailand or Thailand TESOL, I 
extend my greetings through the pages of our Conference Proceedings. 
 
The conference was a notable event, gathering educators, scholars, and practitioners to engage in the 
shared pursuit of advancing English language teaching all around the world. I would also like to 
acknowledge the contributions of our sponsors, speakers, volunteers, advisors, and the organizing 
committee for their roles in delivering one of the successful conferences. 
 
On behalf of Thailand TESOL, I congratulate all the authors whose papers are included in the e-Proceedings 
of the 44th Thailand TESOL International Conference 2025, held under the theme "Exploring the New 
Frontiers of ELT for a Better Tomorrow: Innovative Curriculum, Pedagogy, and Assessment" from January 
24th to 25th, 2025. These papers underwent a thorough peer review, assessed by both local and 
international experts, ensuring they meet academic and research standards. The content covers 
important issues, presents discoveries, and offers theoretical and pedagogical insights relevant to English 
language teaching, with implications for educators, policymakers, and researchers worldwide. 
 
I would also like to recognize our editors: Assistant Professor Dr. Wutthiphong Laoriandee, Assistant 
Professor Thanis Tangkitjaroenkun, and Associate Professor Dr. Athip Thumvichit, Assistant Professor Dr. 
Denchai Prabjandee, Assistant Professor Dr. Pariwat Imsa-ard, and Ajarn Tatchakrit Matyakhan, for their 
expertise and effort in making this publication possible. For those interested in further dissemination, 
research papers can be submitted to our THAITESOL Journal, indexed by ERIC and TCI (Tier 2), which 
accepts high-quality submissions year-round. 
 
Looking ahead, our next conference - The 45th Thailand TESOL International Conference 2026 will take 
place in Bangkok from 30 – 31 January 2026. 
 
Thank you for your involvement in Thailand TESOL. We look forward to seeing you at future events. 
 
With warm regards, 
 
Thanakorn Thongprayoon, PhD, SFHEA  
Immediate Past President, Thailand TESOL  
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Notes from the Current President 
 
It gives me great pleasure to welcome you to the 44th Thailand TESOL International Conference 2025 
“Exploring the New Frontiers of ELT for a Better Tomorrow: Innovative Curriculum, Pedagogy, and 
Assessment,” held on 24–25 January 2025 at the Swissotel Bangkok Ratchada, Bangkok, Thailand.  
 
This conference marks a pivotal moment in our profession. As English language teaching in Thailand and 
across the region evolves in response to globalisation, digital disruption, multilingual realities and 21st-
century demands, so too must the ways in which we conceptualise curriculum, pedagogy and assessment. 
Our theme invites us to imagine the “new frontiers” of ELT—not only in terms of tools and technologies, 
but also in terms of mindset, inclusivity, innovation and educational impact. 
 
Over the years, the Thailand TESOL Association has been committed to strengthening English language 
education at all levels, furthering research in the teaching of English to speakers of other languages, and 
promoting professional dialogue and collaboration. This year’s proceedings draw together the 
contributions of teacher-researchers, curriculum designers, assessment specialists and policy makers 
whose work embodies this commitment. 
 
In these pages you will encounter a rich diversity of studies and reflections—on curriculum redesign 
aligned with learner-needs and national priorities, on pedagogical practices that harness collaboration, 
digital media and critical literacies, and on assessment approaches that go beyond the conventional to 
embrace task-based, formative, and technology-enhanced models. Such work is precisely what the 
“better tomorrow” in our theme envisions. 
 
As President of the Association, I would like to extend my heartfelt thanks to all the presenters, 
participants, and reviewers for their dedication, insight and generosity of spirit. I also express deep 
appreciation to the organising committee and our institutional partners for making this conference 
possible. Together, you help maintain Thailand TESOL’s role as a professional and non-political 
organisation dedicated to the advancement of English language education in our national and global 
contexts.  
 
May this collection of papers spark new ideas, foster new collaborations, and ultimately contribute to 
more effective, meaningful and equitable English language learning for our learners. As we turn the page 
to the next era of ELT, let us embrace innovation, reflect deeply on our practice, and continuously strive 
for teaching and assessment that empowers students in Thailand and beyond. 
 
 
Warmest regards, 
 
Assistant Professor Monthon Kanokpermpoon, PhD 
President, Thailand TESOL Association 
30 October 2025 
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Notes from Editors 
 
The Thailand TESOL Conference Proceedings 2025 represents the culmination of scholarly works 
presented at the 44th Thailand TESOL International Conference 2025, held in Bangkok, Thailand. This 
volume brings together 16 papers that span diverse areas of English language education, including English 
linguistics, materials development, intercultural communication, CLIL, online learning, and teacher 
identity. 
 
Despite their varied focuses, all contributions share a unifying commitment to enhancing the quality of 
English language education across Asian contexts. The papers feature research and pedagogical 
innovations from contributors based in Thailand, Japan, Korea, Vietnam, and China—reflecting the 
regional collaboration and cross-contextual applicability that Thailand TESOL has continually championed. 
 
As the editors of this volume, I take pride in witnessing the breadth and depth of scholarship represented 
in this collection. Each paper extends beyond the ephemeral discussions of the conference, offering 
enduring insights into English language teaching, learning, and assessment practices. It is my hope that 
this e-Proceedings will serve as a valuable reference for educators, researchers, administrators, and 
policymakers who seek to make informed decisions in advancing ELT practices—whether through 
curriculum design, materials development, pedagogical innovation, or educational policy. 
 

Best wishes, 

Pariwat Imsa-ard 
Denchai Prabjandee 
Tatchakrit Matyakhan 
 

Editors 
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Strategies for enhancing posi1ve impacts in online English tutorials:  

Insights from the Be:er English Project 

Sasikarn Howcha.urat 

Howcha'urut_s@su.ac.th 

Silpakorn University, Thailand 

 

Abstract 
 
Following the recent announcement from the Commission on Higher EducaCon in Thailand, 
undergraduate students must achieve a minimum English language proficiency level of B2 according to 
the CEFR framework. The Faculty of Management Science at Silpakorn University is commi'ed to helping 
students meet this requirement. Beyond standard English classes, we have implemented supporCve 
projects such as the Be'er English Project, which offers eight free tutorial sessions for first- to third-year 
students. This iniCaCve enhances basic English skills—grammar, reading, listening, and speaking—and 
test-taking strategies for relevant assessments. The tutorials, conducted online via MicrosoP Teams and 
Zoom, last an hour and a half, including pre-tests and post-tests. Former students lead each session with 
bachelor’s and master’s degrees in English. This study aims to assess the project’s impact by examining 
students’ percepCons, progress in English learning, and performance on the Silpakorn Test of English 
Proficiency (STEP). For the data collecCon, we employed observaCons and online quesConnaires. Results 
showed more parCcipaCon, with over a hundred students a'ending each session, than any previous 
online English iniCaCve. More importantly, the feedback was posiCve, indicaCng significant improvements 
in students’ English skills. The study highlights the project’s effecCveness, contribuCng valuable insights 
for enhancing English language learning opportuniCes for Thai undergraduates, including key 
characterisCcs contribuCng to its posiCve impact. 
 
Keywords: online tutoring, online English tutorials, English teaching strategies, blended learning, Thai 
undergraduate students, English language proficiency 
 

INTRODUCTION 
 
English language proficiency is increasingly crucial for university students in Thailand, driven by the 
Commission on Higher EducaCon’s mandate for undergraduates to achieve at least a B2 level under the 
Common European Framework of Reference for Languages. This requirement, coupled with the 
increasing globalizaCon of educaCon and employment markets, intensifies the need for effecCve English 
language instrucCon and support within Thai higher educaCon insCtuCons. Strong English skills are oPen 
a prerequisite for academic advancement, career opportuniCes, and accessing a broader range of global 
resources. 

While the importance of English proficiency for Thai university students is well-established, and 
various online language learning plaYorms exist, research specifically exploring the effecCveness of 
structured online tutorial programs, parCcularly within the Thai higher educaCon context, remains 
limited. ExisCng studies oPen focus on broader e-learning approaches or specific technological tools, 
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without delving into the nuanced pedagogical strategies and support systems essenCal for successful 
online language learning in this environment. 

This study addresses this gap by examining the Be'er English Project, a structured online tutorial 
program implemented by the Faculty of Management Science at Silpakorn University. Designed to 
enhance fundamental English skills—including grammar, reading, listening, and speaking—and provide 
test-taking strategies, the project offers eight free, 90-minute online sessions via MicrosoP Teams and 
Zoom, led by experienced alumni. The project’s structured approach, featuring pre-and post-tests, has 
demonstrated significant student engagement, with over one hundred parCcipants per session, 
surpassing previous iniCaCves. 

By invesCgaCng student percepCons, learning progress, and performance on the standardized 
Silpakorn Test of English Proficiency, this research aims to provide valuable insights into the design and 
implementaCon of effecCve online English language learning programs for Thai undergraduates. The 
study contributes to the broader discussion on opCmizing online English educaCon to meet insCtuConal 
objecCves and students’ specific needs. 

 
Research objecAves 
 

1. InvesCgate student percepCons of the Be'er English Project 
2. Assess student progress in English language learning 
3. Evaluate student performance on the standardized Silpakorn Test of English Proficiency (STEP). 

This involves comparing the current standardized Silpakorn Test of English Proficiency (STEP) 
results of students who parCcipated in the Be'er English Project with their standardized 
Silpakorn Test of English Proficiency (STEP) results aPer parCcipaCng in the project to idenCfy the 
impact on standardized test scores. 

4. IdenCfy key characterisCcs contribuCng to the project’s success.  
 
Research quesAons 
 

1. What are students’ opinions on the online tutorials, learning materials, and support systems 
provided within the project? 

2. To what extent does parCcipaCon in the Be'er English Project improve students’ English 
language proficiency as measured by pre-and post-tests? 

3. Does parCcipaCon in the Be'er English Project result in a staCsCcally significant difference in 
students’ scores on the Silpakorn Test of English Proficiency (STEP)? 

4. What are the key characterisCcs of project success? 
 

LITERATURE REVIEW 
 

This literature review examines the challenges of English language teaching in Thai higher educaCon and 
the role of online tutorial programs, drawing on studies of e-learning, blended learning, and language 
acquisiCon. It highlights key strategies and best pracCces for opCmizing effecCve online English learning. 
Finally, the review establishes the raConale and conceptual framework for this research, with a focus on 
online tutorial programs in the Be'er English Project. 
 
The challenges in English language teaching in Thai higher educaAon 
 
English proficiency is widely recognized as essenCal for Thai university students, yet challenges in 
achieving this goal remain persistent. TradiConal pedagogical approaches, limited exposure to authenCc 
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English environments, and heavy reliance on grammar-translaCon methods hinder communicaCve 
competence (Padermprach, 2017). ContribuCng factors such as large class sizes and insufficient teacher 
training have resulted in stagnaCon in proficiency levels despite substanCal investments in English 
educaCon (Fitzpatrick, 2011). As a result, universiCes face increasing responsibility to prepare graduates 
with the language skills needed for modern workplaces. 

Since 1996, the Ministry of EducaCon has revised English curricula to promote communicaCon, 
knowledge acquisiCon, and career readiness. However, low proficiency levels remain a concern. The 
policy requiring undergraduates to achieve at least a B2 level under the CEFR is parCcularly challenging, 
given students’ diverse educaConal backgrounds. This situaCon underscores the need for tailored 
support and student-centered approaches (Dunn et al., 2011). 

Prior studies indicate that many Thai undergraduates remain at beginner levels despite extensive 
instrucCon. Online tutorials offer potenCal to overcome large class sizes and limited engagement 
(Suwannoppharat & Chinokul, 2015). However, li'le research has explored specific pedagogical strategies 
within structured online tutorials that foster measurable gains in proficiency and learner saCsfacCon, 
thus a gap this study seeks to address. 
 
E-learning and blended learning in language acquisiAon 
 
The integraCon of e-learning and blended learning has reshaped language pedagogy by offering flexible 
and accessible opportuniCes for acquisiCon. In Thailand, teacher-centered instrucCon in tradiConal 
classrooms oPen fails to meet diverse learner needs, underscoring the importance of technology-
enhanced soluCons (Banditvilai, 2016). Globally, e-learning has grown due to its potenCal for 
personalizaCon and its ability to overcome geographical barriers. This shiP has fostered blended learning, 
which combines face-to-face teaching with online elements to opCmize outcomes and increase 
engagement (Banditvilai, 2016). While e-learning provides “anyCme-anywhere” flexibility and supports 
autonomy, limited direct interacCon can be a drawback (Banditvilai, 2016). Blended approaches address 
this by merging convenience with interpersonal exchange, reducing learner isolaCon (Banditvilai, 2016). 
With the rise of digital technologies providing access to authenCc input, it is essenCal to examine the 
effecCveness of structured online tutorial programs in Thai higher educaCon.  
 
Previous research focused on online English tutorials in Thai higher educaAon 
 
While e-learning and blended learning have expanded globally and in Thailand, most studies emphasize 
general applicaCons or discrete skills rather than comprehensive online tutorial programs (Dahlia et al., 
2018; Fischer & Yang, 2022). Research highlights digital resources for improving listening and reading, yet 
a gap persists regarding the influence of structured tutorials on overall proficiency and standardized 
performance (Banditvilai, 2016). With the rapid adopCon of video conferencing and virtual tutoring, 
systemaCc evaluaCon within formal frameworks is essenCal (Edelhauser et al., 2021). Although e-
learning’s potenCal for interacCve and individualized learning is acknowledged, few analyses address its 
integraCon into structured tutorial systems (Schulz, 2023), especially in Thai higher educaCon. Despite 
Thailand’s ICT Master Plan, evidence on the impact of structured online English tutorials on student 
proficiency and saCsfacCon remains limited (Banditvilai, 2016). Drawing on social learning theory, which 
views language acquisiCon as shaped by collaboraCon and cultural context (Phothongsunan, 2014), the 
Be'er English Project applied interacCve, learner-centered online sessions. Its framework emphasized 
culturally relevant content, personalized feedback, effecCve plaYorm use, moCvaCon, and pre-/post-
tesCng, as shown in Figure 1. 
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InteracAve methodologies 
 
AcCve parCcipaCon is central to effecCve online learning. CollaboraCve tasks, mulCmedia resources, and 
structured quesConing help sustain a'enCon and criCcal thinking (Janssen et al., 2021). CreaCng a 
supporCve atmosphere where learners feel safe to answer, even incorrectly, encourages confidence and 
conCnued engagement (Arlo'a, 2025). Thus, interacCve teaching was proposed in the Be'er English 
project. The teachers were encouraged to maintain interacCons with students by inviCng students to 
respond to their opinions, answer any related quesCons via the chat provided, or even send an emoCcon 
to show their responsiveness. This not only develops communicaCve competence but also nurtures 
confidence in using English. 
 
Culturally relevant content 
 
Culturally responsive pedagogy improves comprehension and moCvaCon by validaCng learners’ idenCCes 
(Arbour et al., 2015; Gay, 2018). In Thai higher educaCon, examples Ced to local contexts can bridge 
global and local perspecCves. Tutors with shared cultural backgrounds may also serve as relatable role 
models. However, cultural relevance extends beyond shared idenCty—it requires sensiCvity to diversity 
and adaptability in teaching. By embedding cultural resonance, the project also fostered belonging and 
reduced disengagement. 
 
Personalized feedback 
 
Feedback tailored to individual learner needs is a powerful driver of progress (Caruso et al., 2019). Online 
plaYorms enable immediate correcCons and private feedback channels. Since Thai learners may hesitate 
to speak up for fear of mistakes, offering one-on-one feedback opCons helps protect confidence 
(Guardado & Shi, 2007). Personalized guidance allows learners to view mistakes as opportuniCes rather 

Figure 1. The conceptual framework of research 
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than failures, enhancing persistence in language study. For this reason, the teacher teaching in the Be'er 
English Project also offered students personalized feedback throughout the project period. 
 
EffecAve Use of Online PlaRorms 
 
Digital tools such as Zoom and MicrosoP Teams offer breakout rooms, interacCve whiteboards, chat 
funcCons, and recording features. These can replicate classroom dynamics and support varied learning 
styles when applied intenConally (Janssen et al., 2021). However, technology alone does not guarantee 
success; strategic design is required to create meaningful interacCon (Salmon & Barrera, 2021), thus the 
teachers teaching in the Be'er English Project were also encouraged to use the funcCons available on 
the plaYorm they preferred to maximize engagement when teaching. 
 
MoAvaAon and engagement 
 
MoCvaCon is sustained through both intrinsic interest and external recogniCon. CerCficates and 
acknowledgments can boost short-term engagement (Levy et al., 2017; Semenova, 2022), though long-
term success requires culCvaCng genuine interest (Richter et al., 2015). In Thailand, visible achievements 
oPen encourage parCcipaCon, but integraCng meaningful acCviCes that foster personal growth will 
ensure deeper engagement. In this regard, students who acCvely parCcipated in the Be'er English 
Project were offered the official electronic cerCficate to cerCfy their achievements. 
 
Pre-test and post-test assessment 
 
DiagnosCc assessments help tailor instrucCon, while post-tests measure outcomes and highlight areas 
for improvement (Malik & Alam, 2019; Semkins & Allen, 2000). For learners, evidence of progress 
enhances self-confidence and persistence. In the Thai academic context, pre-/post-tests also provide 
credible measures of program effecCveness while emphasizing improvement over judgment. This 
pracCce was employed in the Be'er English Project in all sessions. This is the way to help students see 
their progress in each session that they have parCcipated in.   

To address all the research quesCons outlined in Figure 1, the following secCon outlines the brief 
research methodology employed in this study.   
 

METHODOLOGY 
 
Research design 
 
This research used a mixed-methods approach involving quanCtaCve and qualitaCve elements. The 
mixed-methods approach was chosen to leverage the strengths of both quanCtaCve and qualitaCve 
methods. The quanCtaCve data enabled the researchers to measure the staCsCcal significance of the 
learning gains. In contrast, the qualitaCve data offered more profound insights into the nuances of the 
learners’ experiences and the contextual factors that influenced the effecCveness of the online tutorials. 
The mixed-method approach applied in this study was introduced by Creswell and Creswell in 2014 
(Creswell & Creswell, 2014). A sequenCal mixed-methods design was uClized, with quanCtaCve data 
collected first, followed by qualitaCve data collecCon to provide a more in-depth understanding of the 
phenomenon (Creswell & Creswell, 2014). Thus, the combinaCon of both quanCtaCve and qualitaCve 
methods provided a more comprehensive and robust invesCgaCon of the research problem. 

The quanCtaCve component in this study consisted of pre- and post-tests to assess the impact of 
the online tutorials on the English language proficiency of Thai undergraduate students. Pre- and post-
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tests allowed for a systemaCc evaluaCon of the learning outcomes and the effecCveness of the 
instrucConal strategies employed. A quasi-experimental pretest-pos'est control group design was 
specifically employed to assess the impact of integrated movie-based mobile learning instrucCons on 
student performance (Chaya & Inpin, 2020). Thus, this design facilitated the isolaCon of variables and 
precise measurement of learning gains, thereby enhancing the internal validity of the study  

The qualitaCve component, on the other hand, involved surveys and semi-structured interviews 
with students and instructors to gather in-depth insights into their percepCons, experiences, and 
challenges encountered during the online learning process. This comprehensive approach enabled a 
holisCc understanding of the online tutorial program’s efficacy, incorporaCng both measurable proficiency 
gains and subjecCve user experiences (Sondakh et al., 2023). This methodological triangulaCon 
strengthens the validity of the findings by corroboraCng quanCtaCve data with rich qualitaCve narraCves. 
In this research, the qualitaCve aspect of the study involved collecCng feedback and percepCons from 
students through open-ended quesConnaires and observaCons. The results provided valuable insights 
into the learners’ experiences, preferences, and artudes towards the online tutorials, complemenCng 
the quanCtaCve data and offering a more comprehensive understanding of the phenomenon. 
 
ParAcipants 
 
The target populaCon for this study consisted of Thai undergraduate students enrolled in a university-
level English language course. The parCcipants in this study were undergraduate students from the 
Faculty of Management Science at Silpakorn University. These students voluntarily parCcipated in the 
Be'er English Project, which offered eight online tutorial sessions to improve English proficiency. 
ParCcipaCon in the project was open to first- to third-year students, and the sessions were scheduled in 
the evening, likely aPer students’ aPernoon classes, to accommodate their availability. Each tutorial 
session a'racted over a hundred students, a turnout that exceeded previous online English iniCaCves, 
highlighCng the students’ interest and commitment to improving their English skills.  

Students in the third year across various academic majors with the Faculty of Management 
Science were invited to parCcipate in the project, which was promoted. They agreed to sign the consent 
form when they registered for the project. However, to analyze the accurate staCsCcal data, a purposive 
sampling technique was used to select research parCcipants for the quanCtaCve data collecCon and 
analysis. In the end, 100 students who parCcipated in all eight English tutorial sessions and responded to 
all quesConnaires provided were selected to parCcipate in this research. As the parCcipaCon in this 
research was iniCally open for students to be volunteers, parCcipants came from diverse academic 
backgrounds, including business administraCon, accounCng, and markeCng, and their English proficiency 
levels ranged from A1 to C2 based on the CEFR.  
 
Data collecAon and instruments 
 
The data instruments of this study are divided into two main categories as follows.  
 
The quan5ta5ve data collec5on and instruments for this study included: 

Pre-test: An online mulCple-choice standardized English language proficiency test aligned with 
the CEFR framework and topic offered in each session was administered (e.g., grammar, vocabulary, 
reading comprehension, speaking, and listening tests) at the beginning of the study to assess the 
students’ baseline English skills.  

Post-test: At the end of the online tutorial sessions, the same standardized English language 
proficiency test was administered to measure the students’ progress and the effecCveness of the online 
instrucConal strategies. 
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Student saAsfacAon quesAonnaire: A survey was developed to gather feedback from the 
parCcipants on their percepCons of the online tutorials, including their level of engagement, perceived 
usefulness, and overall saCsfacCon.  

To ensure the reliability and validity of the instruments, the researchers consulted with subject 
ma'er experts in English language educaCon and online learning to refine the content and structure of 
the tests and quesConnaires. The pre- and post-tests were carefully aligned with the learning objecCves 
and content covered in the online tutorials.  
 
The qualita5ve data collec5on methods included: 

Classroom observaAons: The researchers conducted observaCons during the online tutorial 
sessions to gather insights into the students’ engagement, parCcipaCon, and interacCons with the 
learning materials and instructors. 

Open-ended quesAonnaires: At the end of the study, students were asked to provide wri'en 
feedback on their experiences, challenges, and suggesCons for improving the online tutorials. 

The researchers used quanCtaCve and qualitaCve data collecCon methods to triangulate the 
findings and understand the effecCveness of online English tutorials for Thai undergraduate students. 
 
Procedure 
 
The research was conducted throughout eight sessions within two months. At the beginning of each 
session, the parCcipants completed an online pre-test to assess their baseline English language 
proficiency related to the topic. At the end of each session, they completed an online post-test to 
evaluate their knowledge of the English language and the topic covered. The online English language 
tutorials were delivered across eight weekly sessions, each lasCng one hour. These tutorials were 
conducted synchronously via a video conferencing plaYorm, enabling real-Cme interacCon between the 
instructor and the students. The instrucConal strategies employed in the online tutorials were carefully 
designed to engage the students and address their specific learning needs. 
 
Online tutorial sessions schedule 
 
The Be'er English Project consisted of eight tutorial sessions, each lasCng 90 minutes. These sessions 
were held on the following dates and were divided between two instructors: 
 
Tutor 1 
Tutor 1, an alumnus of the Business Management and Languages program at Silpakorn University, holds 
a master’s degree in linguisCcs from a university in the U.K. With 10 years of teaching experience focused 
on academic English and business communicaCon, he currently works as an English lecturer at a 
university in Thailand. Tutor 1’s online English sessions were conducted via MS Teams from 6:30 p.m. to 
7:30 p.m. on the following days.  

1. Session 1 (August 7, 2024): “ไวยากรณ์ภาษาองักฤษ ใชผ้ดิชวีติเปลี:ยน” (English grammar: Wrong usage 
can change your life) 

2. Session 2 (August 8, 2024):  ”ขอ้สอบไวยากรณ์งา่ยนิดเดยีว” (Easy grammar tests) 
3. Session 3 (August 14, 2024): “อา่นภาษาองักฤษยงัไงให ้Get ไวสดุๆ” (How to scan English) 
4. Session 4 (August 15, 2024): “เทคนิคการทาํขอ้สอบ Reading แบบตวัทอ็ป” (Top techniques for reading 

tests) 
 
  



Thailand TESOL Conference Proceedings 2025 
 

8 

Tutor 2  
This tutor, an alumna of the Business Management and Languages program at Silpakorn University, holds 
a master’s degree in human resources management from a university in the U.K. She currently works as 
an officer for a government organizaCon in Thailand and has 8 years of tutoring experience, specializing 
in academic English and business communicaCon. Her online English sessions were held via the Zoom 
MeeCng plaYorm from 7:00 p.m. to 8:00 p.m. on the scheduled days. 

1. Session 5 (September 11, 2024): “ภาษาองักฤษ ฟังปุ๊ บ เขา้ใจปั 3บ” (Listening skills: Understand immediately) 
2. Session 6 (September 12, 2024): “เทคนิคการทําขอ้สอบ Listening แบบหูไม่ดบั” (Listening test strategies: 

Never miss a beat) 
3. Session 7 (September 17, 2024): “I can speak English! ฉนัพดูภาษาองักฤษไดจ้า้” (I can speak English! Yes, 

I can!) 
4. Session 8 (September 18, 2024): “เทคนิคการทําขอ้สอบ Speaking สอบทไีร ไดค้ะแนนเตม็ทุกท”ี (Speaking test 

strategies: Always scoring full marks) 
 

Students joined weekly sessions covering grammar, reading, listening, and speaking. Each session 
began with an online pre-test and concluded with a post-test, enabling immediate assessment of 
learning. PlaYorms such as MS Teams and Zoom supported real-Cme interacCon and collaboraCon 
between tutors and students. At the end of each session, parCcipants completed saCsfacCon 
quesConnaires, while researchers conducted classroom observaCons to capture engagement and 
interacCon. APer several weeks, some students took the Silpakorn Test of English Proficiency (STEP). 
Their new scores were compared with previous ones to evaluate the effecCveness of the tutorials in 
improving English language proficiency. 
 
Data Analysis 
 
This secCon presents the quanCtaCve and qualitaCve data analysis as follows.  
 
Quan5ta5ve data analysis 
 
The quanCtaCve data from the pre-test, post-test, and saCsfacCon quesConnaire were analyzed using 
staCsCcal soPware, SPSS 30.0.0. The researchers conducted paired t-tests to examine the significance of 
the difference between the pre-test and post-test scores and the previous and current STEP scores, 
indicaCng the effecCveness of the online English tutorials in improving the students’ English language 
proficiency.  

DescripCve staCsCcs, such as means and standard deviaCons, were calculated to analyze the 
students’ percepCons and saCsfacCon with online tutorials. In addiCon, mulCple regression analysis was 
performed to invesCgate the factors that influenced the students’ saCsfacCon with the online tutorials, 
such as interacCve methods, culturally relevant content, personalized feedback, effecCve use of the 
online plaYorm, moCvaCon and engagement, the inclusion of pre-tests and post-tests, and the teaching 
ability of each tutor.  
 
Qualita5ve Data Analysis 
 
The qualitaCve data from the classroom observaCons and open-ended quesConnaires were analyzed 
using themaCc analysis. The researchers reviewed the observaCon notes and student feedback from 
quesConnaires to idenCfy recurring themes, pa'erns, and insights that could provide a deeper 
understanding of the students’ experiences and percepCons of the online tutorials. The literature review 
findings were also used to analyze recurring themes.  
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The results of qualitaCve data analysis were then integrated with the quanCtaCve data analysis 
to provide a comprehensive understanding of online English tutorials for Thai undergraduate students. 
The combinaCon of quanCtaCve and qualitaCve data analysis allowed the researchers to enrich the 
findings and draw well-rounded conclusions about the effecCveness of online English tutorials for Thai 
undergraduate students. 
 

ETHICAL CONSIDERATION 
 
The research study was conducted based on awareness of ethics in human research, as the researchers 
have been cerCfied by the InsCtuConal Review Board AssociaCon of Legal and PoliCcal, Thailand. They 
parCcipated in the Ethics in Human Research training on February 12, 2024. Thus, all parCcipants were 
fully informed about the project details, their rights as parCcipants, and the use of the data collected. 
The parCcipants’ anonymity and confidenCality were strictly maintained, and no personally idenCfiable 
informaCon was disclosed. 
 

RESULTS AND DISCUSSION 
 
This secCon presents the key findings from the study and discusses their implicaCons for the effecCveness 
of online English tutorials for Thai undergraduate students based on the following research quesCons.  
 
Demographic data of parAcipants 
 
The study included 100 Thai undergraduate students from different programs (e.g., Business 
Management and Languages, Business InnovaCon Management, MarkeCng, InternaConal LogisCcs 
Management, and so on). Most were in their second or third year, and their average age was 20. The 
majority of the parCcipants had prior experience with online learning, though their level of English 
proficiency varied, as shown in the tables below. 

Table 1 presents the gender distribuCon of the 100 Thai undergraduate student parCcipants. A 
majority of the parCcipants (69%) idenCfied as female. 

 
Table 1. 
Gender of Par5cipant 
Gender N % 
Female 69 69.0% 
Male 19 19.0% 
LGBTQ+ 10 10.0% 
Prefer not to say 2 2.0% 

 
Table 2 displays the distribuCon of parCcipants by year of study. Almost half of the parCcipants 

(47%) were second-year students, followed closely by third-year students (46%). First-year students 
represented a smaller porCon (7%) of the sample.  Possible explanaCons include scheduling conflicts, 
lack of awareness about the project, or differing English language learning needs among first-year 
students compared to their upper-year counterparts. 
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Table 2. 
Year of Study  
Year N % 
Year 1 7 7.0% 
Year 2 47 47.0% 
Year 3 46 46.0% 

 
Table 3 provides a breakdown of parCcipants by their program of study. Business InnovaCon 

Management was the most represented program (37%), followed by InternaConal LogisCcs Management 
(21%) and Business Management and Languages (20%). This distribuCon highlights the diverse academic 
backgrounds of the parCcipants and suggests that the project a'racted students from a range of 
business-related disciplines.  

 
Table 3.  
Program of Study  
Program N % 
Business InnovaCon Management 37 37.0% 
MarkeCng 7 7.0% 
InternaConal LogisCcs Management 21 21.0% 
Business Management and Languages 20 20.0% 
Accountancy 8 8.0% 
Public AdministraCon 3 3.0% 
ExhibiCon and Events Management 2 2.0% 
Tourism Management 1 1.0% 
Community Management 1 1.0% 
 
What are students’ opinions on the online tutorials, learning materials, and support systems provided 
within the project? 
 
This secCon presents the results and discussion of the quanCtaCve and qualitaCve data analysis to 
address the first research quesCon. The quanCtaCve data from the student percepCon survey revealed 
several key findings concerning effecCve strategies for enhancing the online English tutorials in the Be'er 
English Project. The Likert scale items included in the survey were rated by respondents using a five-point 
scale, with each quesCon ranging from 1 to 5. To analyze the data from these Likert scale items, an 
interval class formula was used to determine the range of values within each saCsfacCon level (Huang, 
2016). The formula for calculaCng the interval class is as follows:  
 
Interval class   =          Range (Max value – Min value) 
                                                Number of intervals 
                                                =         (5-1) 
                                                                5 
                                                =          0.80 
 
The categorizaCon of average scores is as follows: 

Average scores between 4.22 and 5.00 correspond to ‘Extremely SaCsfied’ 
Average scores between 3.43 and 4.21 correspond to ‘Very SaCsfied’ 
Average scores between 2.62 and 3.42 correspond to ‘SaCsfied.’ 
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Average scores between 1.81 and 2.61 correspond to ‘Partly SaCsfied’ 
Average scores between 1.00 and 1.80 correspond to ‘Not at all SaCsfied.’  

 
Table 4 displays the means and standard deviaCons of Thai undergraduate students’ percepCons 

of online English tutorials. Students rated their saCsfacCon with the following elements: InteracCve 
methodologies (Mean = 4.40, SD = 0.79), Culturally relevant content (Mean = 4.41, SD = 0.73), 
Personalized feedback (Mean = 4.49, SD = 0.81), MS Teams (Mean = 4.47, SD = 0.81), Zoom MeeCng 
(Mean = 4.47, SD = 0.81), MoCvaCon & Engagement (Mean = 4.48, SD = 0.81), inclusion of pre-tests and 
post-tests (Mean = 4.53, SD = 0.69), teaching of tutor 1 (Mean = 4.65, SD = 0.73), teaching of tutor 2 
(Mean = 4.63, SD = 0.76), Schedule (Mean = 4.29, SD = 0.87), and Overall SaCsfacCon (Mean = 4.48, SD = 
0.78). Given the provided scale, these results indicate that students were generally “Extremely SaCsfied” 
or “Very SaCsfied” with all aspects. The highest saCsfacCon levels were with the teaching of both tutors 
and the inclusion of pre- and post-tests. The lowest saCsfacCon was with the schedule. 
 
Table 4. 
Descrip5ve Sta5s5cs of Students’ Perceived Sa5sfac5on with Online English Tutorials  
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N Valid 100 100 100 100 100 100 100 100 100 100 100 
Mean 4.40 4.41 4.49 4.47 4.47 4.48 4.53 4.65 4.63 4.29 4.48 
SD .79 .72 .81 .80 .80 .81 .69 .73 .76 .87 .78 
 

Table 4 demonstrates consistently high saCsfacCon levels among students across all dimensions 
of the online English tutorials. Mean scores above four on a 5-point scale indicate that parCcipants were 
generally “Very SaCsfied” or “Extremely SaCsfied,” reflecCng the project’s overall effecCveness in 
addressing criCcal aspects of online learning. The highest raCngs were for Teaching of Tutor 1 (4.65) and 
Teaching of Tutor 2 (4.63), underscoring the pivotal role of instructor quality in fostering saCsfacCon and 
engagement. Similarly, the strong score for Inclusion of pre-tests and post-tests (4.53) highlights students’ 
appreciaCon of structured learning and assessment. High raCngs for InteracCve methodologies (4.40) 
and culturally relevant content (4.41) further emphasize the importance of engaging pedagogy and 
contextually meaningful materials. 

A l t h o u g h  s a C s f a c C o n  w i t h  p l a Y o r m s  ( M S  Te a m s  a n d  Z o o m ,  b o t h  4 . 4 7 )  a n d 
moCvaCon/engagement (4.48) was also strong, the relaCvely lower score for Schedule (4.29) suggests 
challenges in Cming or flexibility. 
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QualitaCve data reinforced these findings. ThemaCc analysis revealed four key themes: (1) 
effecCve instrucConal strategies, including mulCmedia, Q&A, and gamificaCon; (2) personalized feedback 
and support, fostering moCvaCon; (3) culturally relevant content, making lessons meaningful; and (4) 
flexibility and accessibility, allowing students to adapt learning to their schedules. Thus, these insights 
confirm the effecCveness of the strategies employed in the Be'er English Project. 
 
To what extent does parAcipaAon in the Be.er English Project improve students’ English language 
proficiency as measured by pre- and post-tests? 
 
This secCon aims to answer the second research quesCon. The quesCon was included to assess students’ 
progress through the implementaCon of pre- and post-tests on the online English tutorials. In this regard, 
standardized test scores were used to measure changes in student English proficiency.  

The results presented in Table 5 were obtained through paired-sample t-tests conducted using 
SPSS soPware. These analyses compared the students’ pre-test and post-test scores, revealing a 
staCsCcally significant improvement in English language proficiency across all six tests. 
 
StaCsCcally significant improvement: All six tests showed staCsCcally significant improvements in post-
test scores compared to pre-test scores (p < .001, one-sided). This confirms that parCcipaCon in the 
online tutorials had a measurable posiCve effect on students’ performance. Overall, the findings 
demonstrate that parCcipaCon in the Be'er English Project significantly enhanced students’ English 
proficiency, with the most substanCal impact in areas of lower iniCal performance. 

The results presented in Table 5 provide strong evidence of the effecCveness of the Be'er English 
Project in enhancing students’ English language proficiency. The paired-samples t-tests demonstrated 
staCsCcally significant improvements (p < .001, one-sided) across all six test areas following the 
intervenCon. These findings suggest that the online tutorials had a posiCve impact on students’ learning 
outcomes across mulCple dimensions of English language development. 

Although all tests revealed improvement, the magnitude of the gains varied. Test 1 produced the 
most substanCal improvement (M diff = 1.60), whereas Test 6 showed the smallest increase (M diff = 
0.44). This variaCon may reflect the different skills or knowledge domains targeted by each test. Future 
analyses should invesCgate the specific content of each test to understand be'er why certain language 
skills appeared to benefit more from the tutorials than others. 
 
Table 5. 
Results of Paired Samples Test of Pre-Test and Post-Test Scores   

    95% Confidence 
Interval of the 

Difference 

   

 Mean SD Std. Error Mean Lower Upper t df One-Sided p 
Pair 1 Post_Test1 - 

Pre_Test1 
1.60 1.69 .17 1.26 1.93 9.44 99 

Pair 2 Post_Test2 - 
Pre_Test2 

.64 1.73 .17 .29 .98 3.69 99 

Pair 3 Post_Test3 - 
Pre_Test3 

.61 1.28 .13 .35 .86 4.74 99 

Pair 4 Post_Test4 - 
Pre_Test4 

.64 1.50 .15 .34 .93 4.24 99 
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Pair 5 Post_Test5 - 
Pre_Test5 

.53 1.18 .12 .29 .77 4.50 99 

Pair 6 Post_Test6 - 
Pre_Test6 

.44 1.25 .12 .19 .68 3.50 99 

 
Does parAcipaAon in the Be.er English Project result in a staAsAcally significant difference in students’ 
scores on the Silpakorn Test of English Proficiency (STEP)? 
 
This secCon examines the third research quesCon. To examine this quesCon, the research team 
conducted a paired-samples t-test comparing the STEP scores of students before and aPer their 
parCcipaCon in the Be'er English Project. At this stage, only 40 out of the 60 parCcipants agreed to 
provide their STEP test data. The results of this analysis are presented in Table 6. 

The results in Table 6 indicate that parCcipaCon in the Be'er English Project did not produce a 
staCsCcally significant difference in students’ STEP scores. With a two-sided p-value of .421, the observed 
mean difference of 0.05 between pre- and post-STEP scores was not staCsCcally significant, t(39) = 0.81, 
p = .421. This finding suggests that although the project was beneficial in other areas of English 
proficiency, it did not translate into measurable changes on this standardized assessment. Crucially, the 
analysis is limited by the smaller sample size of 40 students compared to the larger sample used in the 
internal tutorial tests, potenCally impacCng the generalizability of these specific results. 

Four possible factors may explain this result. First, the STEP exam may emphasize formal 
academic English, advanced reading, or specific grammaCcal structures that were not the primary focus 
of the online tutorials. A second significant factor could be the relaCvely short duraCon of the project, 
which may have been insufficient to produce measurable changes on a standardized test designed to 
assess a wide range of language skills developed over a more extended period. Third, the specific design 
of the online tutorials may not have aligned with the psychometric properCes and construct validity of 
the STEP exam, which oPen measures a broader spectrum of language competencies. Addi5onally, the 
observed ceiling effects in some of the internal assessments may indicate that the tutorials effecCvely 
addressed specific gaps in proficiency but were not robust enough to elevate overall competency as 
measured by a comprehensive standardized instrument like the STEP. In conclusion, while the analysis 
did not reveal a staCsCcally significant improvement in students’ performance on the Silpakorn Test of 
English Proficiency, the Be'er English Project demonstrated notable posiCve effects on various internal 
measures of English proficiency and posiCve percepCon of students who parCcipated in the project. This 
is essenCal to emphasize. 
 
Table 6. 
Results of Paired Samples T-Test for STEP Scores 

 

Paired Differences 

t df 

Significance 

Mean SD 
Std. Error 
Mean 

95% Confidence Interval 
of the Difference One-

Sided p 
Two-

Sided p Lower Upper 
Pair 
1 

STEP_APer - 
STEP_Before 

.05 .39 .06 -.07 .17 .81 39 .21 .42 

 
What are the key characterisAcs of project success? 
 
This secCon presents the results in responding to the fourth research quesCon. As this research combined 
both quanCtaCve and qualitaCve analyses, drawing on students’ percepCons from quesConnaires and 
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interviews to provide a comprehensive understanding, the results and discussion are discussed as 
follows.  
 
Quan-ta-ve findings on English proficiency gains 
The quanCtaCve results presented earlier indicate that the Be'er English Project contributed to 
measurable improvements in English proficiency, parCcularly in listening, speaking, reading, and 
vocabulary. To further explore the underlying factors contribuCng to this success, the research team 
employed mulCple regression analysis using SPSS. The aim was to idenCfy which strategies or factors 
implemented in the project influenced students’ progress in English. 

Table 7 summarizes the regression results, examining the relaConship between project-related 
factors and the average mean difference between pre- and post-test scores (dependent variable). 

 
• The model’s R Square value of 0.099 indicates that only 9.9% of the variance in test score 

improvement is explained by the predictors. 
• None of the predictors reached staCsCcal significance at the convenConal p < .05 level. 
• The factor “Culturally Relevant Content” had a p-value of 0.070, which, while not significant, 

suggests a potenCal posiCve associaCon with test score improvement that warrants further 
exploraCon. 

 
Therefore, the regression analysis did not idenCfy any staCsCcally significant predictors of test score 

improvement, though culturally relevant content emerged as a promising area for further invesCgaCon.  
Regarding the stated findings, it is essenCal to note that, although the current regression model did 

not yield staCsCcally significant predictors for test score improvement, the observed trend for “Culturally 
Relevant Content” with a p-value of 0.070 suggests its potenCal influence on objecCve academic gains. 
This indicates that pedagogical approaches incorporaCng culturally relevant materials may foster deeper 
cogniCve engagement, ulCmately translaCng into measurable improvements in language proficiency 
(Rong & Nair, 2021). Consequently, English lessons incorporaCng culturally relevant content could be 
instrumental in enhancing learning outcomes, parCcularly for diverse student populaCons where such 
content resonates with their lived experiences and cultural backgrounds, aligning with research 
advocaCng for student-centered approaches and acCvity-based learning to promote creaCvity and 
analyCcal skills in language acquisiCon. 
 
Table 7. 
The Results of Mul5ple Regression Analysis between Factors Influencing the Students’ Progress in the 
BeQer English Project  

Model 
Unstandardized Coefficients 

Standardized 
Coefficients 

t Sig. B Std. Error Beta 
1 (Constant) .300 .667  .450 .654 

Teaching of Tutor 1 -.217 .174 -.277 -1.250 .214 
Teaching of Tutor 2 -.083 .165 -.110 -.503 .616 
Schedule .062 .105 .094 .591 .556 
InteracCve methodologies .142 .138 .197 1.028 .307 
Culturally Relevant Content .197 .107 .250 1.835 .070 
Personalized feedback .264 .618 .374 .428 .670 
MS Teams -.031 .075 -.044 -.412 .682 
Zoom MeeCng .015 .105 .021 .142 .888 
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MoCvaCon & Engagement -.133 .618 -.188 -.215 .831 
The inclusion of pre-tests & 
and post-tests 

-.096 .111 -.116 -.863 .390 

Note: Dependent Variable = Average Mean Difference of Pre-Tests and Post-Tests 
F=.980, R Square=0.099 
 
Quan-ta-ve findings on student sa-sfac-on 
In addiCon to proficiency outcomes, a second regression analysis was conducted to idenCfy factors 
influencing students’ saCsfacCon with the project (Table 8). The model achieved an R Square of 0.738, 
indicaCng that the predictors explained 73.8% of the variance in saCsfacCon—a relaCvely strong level of 
explanatory power. 
 

Four factors emerged as staCsCcally significant: 
o Teaching of Tutor 2 (p < .001): A strong posiCve predictor of saCsfacCon. Higher raCngs 

of Tutor 2’s teaching were associated with greater overall saCsfacCon. 
o Schedule (p = .004): A posiCve predictor, suggesCng that saCsfacCon with the Cmetable 

contributed meaningfully to overall saCsfacCon. 
o Personalized Feedback (p = .026): A negaCve predictor, indicaCng that lower saCsfacCon 

with feedback was paradoxically associated with higher overall saCsfacCon. This 
counterintuiCve finding may reflect differences in student expectaCons or the way 
feedback was delivered, and it warrants further invesCgaCon. 

o MoCvaCon and Engagement (p = .013): A posiCve predictor, showing that higher 
moCvaCon and engagement were linked to greater overall saCsfacCon. 

 
Although not staCsCcally significant, the “Teaching of Tutor 1” factor (p = .123) suggested a 

possible posiCve trend that may become significant with a larger sample size. The “Teaching of Tutor 2” 
and “Schedule” significantly predicted student saCsfacCon, with “Personalized feedback” showing a 
negaCve correlaCon. “MoCvaCon and Engagement” also boosted saCsfacCon, aligning with theories on 
intrinsic drive (Srisermbhok, 2017). These findings suggest that instructor quality and program logisCcs 
are more crucial to student saCsfacCon than direct academic progress. This aligns with research 
highlighCng teacher quality and a supporCve environment as crucial for language learning saCsfacCon 
(Phothongsunan, 2014). AddiConally, “student-centeredness,” “campus climate,” and “instrucConal 
effecCveness” posiCvely impact overall saCsfacCon in higher educaCon. UlCmately, these insights 
underscore the mulCfaceted nature of educaConal success, where both measurable academic progress 
and subjecCve student saCsfacCon contribute to a holisCc evaluaCon of program effecCveness.   
 
Table 8. 
Results of Mul5ple Regression Analysis on Factors Influencing Students’ Sa5sfac5on with the BeQer 
English Project 

Model 

Unstandardized 
Coefficients 

Standardized 
Coefficients 

t Sig. B Std. Error Beta 
1 (Constant) .563 .493  1.142 .257 

Teaching of Tutor 1 -.200 .128 -.186 -1.556 .123 
Teaching of Tutor 2 .546 .122 .530 4.475 <.001 
Schedule .227 .078 .252 2.925 .004 
InteracCve methodologies .138 .102 .139 1.345 .182 
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Culturally Relevant Content -.083 .079 -.077 -1.046 .298 
Personalized feedback -1.034 .457 -1.067 -2.261 .026 
MS Teams -.042 .055 -.043 -.751 .454 
Zoom MeeCng .059 .078 .061 .761 .449 
MoCvaCon & Engagement 1.163 .457 1.201 2.545 .013 
The inclusion of pre-tests and post-
tests 

.099 .082 .087 1.207 .231 

Note: Dependent variable = Average Mean of Overall SaCsfacCon of Students  
F=25.059, R Square=0.738 
 

Comparing the results and discussion in this secCon with previous studies, it is evident that 
teacher quality, logisCcal convenience of the learning schedule, and fostering intrinsic moCvaCon and 
engagement are crucial determinants of student saCsfacCon in English language learning iniCaCves 
(Harnash-GIezer & Meyer, 1991). These findings highlight the varied impact of different project elements 
on disCnct outcome measures, with factors like perceived teaching quality or schedule convenience 
significantly influencing overall student saCsfacCon and conCnued engagement. As detailed in secCon 
7.5.2, instructor quality (parCcularly Tutor 2), schedule convenience, and moCvaCon/engagement were 
found to be significant posiCve predictors of student saCsfacCon in the Be'er English Project. Thus, the 
results align with established literature emphasizing the importance of pedagogical effecCveness and 
student-centric logisCcal planning in enhancing educaConal experiences. 

 
LIMITATIONS 

 
The study on the Be'er English Project faced two main limitaCons. Firstly, the limited sample size and 
varying session a'endance made it difficult to control group dynamics and impacted generalizability, as 
the small overall sample restricts wider applicaCon of findings. Secondly, the limited duraCon of the 
intervenCon, comprising only eight sessions, might have been insufficient for observing substanCal, long-
term improvements in English proficiency. A longer study would be needed to assess the sustained 
impact fully. These factors suggest the need for future research with a more robust design and extended 
duraCon to confirm the project’s efficacy and broader applicability. 

 
CONCLUSION AND RESEARCH RECOMMENDATIONS 

 
The Be'er English Project demonstrates a successful model for English language educaCon in Thai higher 
educaCon by balancing academic outcomes with high student saCsfacCon and engagement. The project 
highlights six key strategies contribuCng to its success. Firstly, culturally relevant content shows promise 
as a driver for academic gains. Though not staCsCcally significant in this study, embedding materials that 
resonate with students’ experiences appears to deepen cogniCve engagement and align with student-
centered learning approaches. Secondly, instructor quality is paramount for student saCsfacCon. The 
teaching of Tutor 2, in parCcular, was a strong and significant predictor of overall saCsfacCon, 
underscoring the crucial role of a tutor’s competence, style, and rapport. Thirdly, effecCve program 
logisCcs and structural support, parCcularly a well-managed schedule, significantly influenced student 
saCsfacCon. Accessible and flexible Cmetabling reduces student stress and enhances the percepCon of 
program quality. Fourthly, moCvaCon and engagement emerged as significant contributors to student 
saCsfacCon. Fostering interacCve and parCcipatory environments where learners feel personally invested 
is crucial for their conCnued involvement and posiCve experience. FiPhly, personalized feedback 
presented a complex finding, showing a negaCve correlaCon with saCsfacCon. This suggests potenCal 
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mismatched expectaCons or a need to refine feedback delivery to ensure it is perceived as supporCve 
rather than criCcal. 

Finally, the study advocates for a holisCc view of success. While direct improvements on 
standardized external tests were not always staCsCcally significant, the project’s overall effecCveness 
stems from a mulCfaceted interacCon between culturally relevant pedagogy, high-quality instrucCon, 
supporCve logisCcs, and strong learner engagement. Student saCsfacCon is therefore a crucial indicator 
of impact, complemenCng measurable academic progress. Future research should thus explore how 
specific elements, such as culturally relevant content and instructor pedagogical strategies, can be 
opCmized to concurrently enhance both objecCve proficiency gains and subjecCve student saCsfacCon, 
potenCally through longitudinal studies or experimental designs that isolate variables more effecCvely. 
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Abstract 
 
Online English language tutoring has become increasingly popular among Thai learners seeking to 
enhance their language skills. Therefore, it is essenAal to understand how English language experts 
construct and present their idenAAes in online seDngs to establish themselves in a compeAAve 
marketplace. This study aims to invesAgate the online idenAty of English language tutors in Thailand by 
analyzing content from three prominent Facebook pages: Perfect English with Teacher Ann, English 
AIerNoonz, and KruDew English. Using Netnography and the Discourse-Historical Approach (DHA) as 
methodological frameworks, the researcher examined 168 posts over a four-week period. In addiAon to 
analyzing the content of the posts, online engagement through like counts, share counts and comment 
counts were observed to understand how followers engage with the content produced by tutors. Findings 
reveal that English tutors in Thailand construct their online idenAAes not only as language teachers but 
also as influencers, entrepreneurs, news commentators, and English-language tutors in the digital era. 
These varied roles reflect a complex approach to digital tutoring that extends beyond tradiAonal teaching 
pracAces. This study provides insights into the relaAonship between online idenAty construcAon and 
digital pedagogical pracAces, which may contribute to a beVer understanding of how English language 
tutoring evolves within digital plaWorms, parAcularly in the Thai context. 
 
Keywords: idenAty, English tutoring, social media, ELT, online tutoring 
 

INTRODUCTION 
 
Over the past decades, language tutoring has greatly expanded. This can reflect the percepAon of 
learners and parents that there are problems in formal educaAon and that what has been provided in 
school does not meet the needs of learners in a highly compeAAve society. For instance, Bray and 
Kobakhidze (2014) indicate that the demand for tutoring reflects the forces of broader social compeAAon. 
However, supplementary tutoring or coaching can also be a perceived need for most of the learners. In 
other words, learners and their parents may think that supplementary schooling services are necessary 
even though it may not be their real need (Bray & Kobakhidze, 2014). This might be the result of effecAve 
markeAng, capitalism, social compeAAon, etc.  

Nowadays, language tutoring does not only involve aVending onsite classrooms aIer school, but 
it is also happening online, parAcularly on social media, which means that the pracAces of language 
tutoring are adapAng to the media field. In Thailand, there is an increase in English language teaching on 
social media in the form of influencers rather than only teachers. This reflects the fact that social media 
has become an important tool in daily life and has changed the way learners of English acquire their 
target language as well. Therefore, learners can study language without siDng in a physical classroom, 
not only from textbooks but also from a variety of other materials. They can acquire language through 
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videos on social media, video games, blog posts, or any kind of informaAon in English on the Internet 
that they find suitable and enjoyable for them.  

Since the use of the Internet has expanded on a daily basis, we become part of online 
communiAes in which we build our idenAty by the way we post, type, and react. Online idenAty is a 
representaAon of oneself in online spaces that can be created individually according to the digital 
pracAces of account owners (Russell & Stutzman, 2007). Like other users of social media, language 
experts or tutors can also create their online idenAty while passing knowledge online. They express who 
they are through choices of profile informaAon, including their experiences, profile pictures, and personal 
informaAon. In addiAon, experts can generate their idenAAes through the content they create in the 
form of videos and/or texts on their pages. English language tutors can therefore represent themselves 
online not just as teachers but as a combinaAon of several idenAAes, e.g., influencers, entrepreneurs, life 
coaches, etc. 

Given the rapid growth of informal online educaAon and the increasing popularity of using social 
media as a learning plaWorm, there is a need to invesAgate how online tutors construct their online 
idenAAes in social media plaWorms that blend educaAon, markeAng and digital influence. While Thai 
learners turn to social media plaWorms for English language support in addiAon to their formal 
insAtuAons, online tutors must construct appealing online idenAAes to aVract various group of learners. 
This means that there is a need to invesAgate how online tutors construct their idenAAes in the digital 
plaWorms. Without such research, there would be missed opportuniAes for improving digital literacy in 
creaAng effecAve online content that is relevant to Thai learners and online contexts in Thailand.  

There are several studies invesAgaAng the idenAAes of English language teachers (e.g., Koh, 
2016; Xiong et al., 2022; Yung & Yuan, 2020). However, there is sAll a limited number of studies on online 
idenAty of English language tutors who posiAon themselves as teachers, and no study has been done in 
the Thai context. Moreover, most of the studies on online language tutoring focused on the percepAons 
and outcomes of the learners (e.g., Lee & Lee, 2021; Lee & Sylvén, 2021). Therefore, this study 
invesAgates the online idenAty of Thai English language tutors through their content created on three 
English tutoring Facebook pages: Perfect English กบัครูพี)แอน (Perfect English with Teacher Ann), นุ่น -

English AIerNoonz (English AIerNoonz), KruDew English ติวองักฤษออนไลน์ (KruDew English). These 
Facebook pages created by popular Thai English language tutors have more than 700,000 followers on 
Facebook at the Ame of wriAng. Based on the aim to gain beVer understanding about online idenAty of 
English-language tutors in the Thai context and the exisAng gap, I aim to answer the following research 
quesAon: How do three Facebook-based online English tutors construct their iden7ty through posts? 
 

LITERATURE REVIEW 
 

Discourse and Online IdenCty 
 
According to Varghese et al. (2005), there are two main ways to view language teacher idenAty: idenAty-
in-pracAce and idenAty-in-discourse. This study focuses on idenAty-in-discourse where idenAty is shaped 
through teachers’ language and criAcal reflexivity including the way they talk, think and reflect on 
themselves and their roles. As can be seen on social media, English language experts represent 
themselves and construct online idenAty in several ways though the content created online by using 
discourse in relevant context. The term Discourse refers to the ways people use languages to make 
meanings in order to achieve certain purposes in any situaAons. It includes the way people think, say, or 
write (Jones et al., 2015, p. 3). Discourse involves using language and other semioAc resources (e.g. 
images) as a tool to perform social pracAces. The language people use, or the way people respond to 
certain situaAons no maVer by texts, can indicate their idenAty in parAcular contexts (Bamberg et al., 
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2011, p. 178). IdenAty simply means what and who ones are. The choices of language use and the change 
of choices over Ame show people’s idenAty and their search for social roles (LePage & Tabouret-Keller, 
1985, p. 14). It is not necessary that one person can only have one idenAty since idenAty is socially 
constructed as we express ourselves differently according to social situaAons. 

In this study, however, the main focus is on online idenAty. Since the Internet has expanded on 
our daily basis, there are online communiAes in which we build our idenAty by the way we post, type, 
react in those digital communiAes whether they are Facebook, X (formerly known as TwiVer), Instagram 
or other social networking sites. English language experts also use social media as a way to express 
themselves and to pass English language knowledge to their online communiAes in several ways. They 
express who they are by puDng profile informaAon including their experiences, profile pictures, personal 
informaAon. In addiAon, the experts can generate their idenAty through online contents they created in 
forms of videos and/or texts through their pages. Discourse is related to idenAty due to the fact that the 
idenAty we try to create affects the way we communicate (Georgalou, 2017). Therefore, the researcher 
adapted Netnography and Discourse-Historical Approach to gain a beVer understanding of idenAAes in 
online tutoring on the three Facebook pages. 
 
Netnography 
 
Netnography is a research approach like tradiAonal ethnography adapted to the computer-mediated 
environment where researchers get themselves into a parAcular community and observe and study 
cultures in the selected online community in today's social worlds (Kozinets, 2010). However, 
Netnography is different in a way that it takes place in digital spaces. The focus is to study cyberculture in 
parAcular online plaWorms. Netnography requires a certain amount of Ame to do a systemaAc 
observaAon and field notes to help systemize the collected data. It involves quesAonnaires or interviews 
to collect some insighWul informaAon from the individual's perspecAve of parAcipants (Kozinets, 2010; 
DelliPaoli & D’Auria, 2021). In short, Netnography focuses on culture and what is going on in digital 
spaces in general. 
 
Discourse-Historical Approach (DHA) to CriCcal Discourse Analysis 
 
CriAcal Discourse Analysis (CDA) is a way of looking closely at how the language is used in contexts to 
shape our thoughts, beliefs, acAons and how it reflects norms and values of the society. In this study, it 
was combined with Netnography to get a full picture of the online discourse around parAcular English 
tutors and the interacAons on the three Facebook pages between the tutors and thier followers.  

According to Wodak and Reisigl (2016), the Discourse-Historical Approach (DHA) is an approach 
to CDA. It is a way of studying how language is used in society to understand and shape social, cultural, 
and historical contexts. It looks at both wriVen and spoken communicaAon, exploring how different 
groups use language to express ideas, influence others, and maintain or challenge power dynamics. DHA 
involves considering the historical development of discourses over Ame and analyzing them in relaAon to 
social structures and ideologies. It aims to uncover how language contributes to shaping the way people 
think and how socieAes funcAon. 
 
Previous studies 
 
Chao (2022) invesAgated how two language teachers construct their professional idenAAes on YouTube. 
NarraAves and video works on YouTube channels were analyzed. In-depth interviews with both online 
teachers were conducted. Findings reveal that one of the teachers posiAons themself as a knowledgeable 
peer and another one as a teacher. Visibility and parAcipatory culture are considered as the core features 
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of YouTube language teaching. Ho (2023) also explored how YouTube teachers construct their idenAAes 
within language ideologies. The researcher analyzed 70 banner images, 70 biographies from 70 YouTube 
channels, and interviews of five online teachers from four different channels in order to answer these 
two research quesAons: (1) How do online teachers discursively construct their online idenAAes? (2) How 
do the portrayed online teacher idenAAes interact with the ideologies of English language learning? It 
drew upon concepts such as language teacher professional idenAty, social media micro-celebrity persona, 
linguisAc entrepreneurship, and raciolinguisAc ideologies. The research put emphasis on how technology 
both enables and challenges these ideologies, emphasizing the importance of acknowledging the idenAty 
work that online teachers undertake to establish their teaching idenAty. Findings revealed that online 
teachers strategically posiAon themselves in different idenAty posiAons such as professional English 
language teachers, social media micro-celebriAes, and entrepreneurs. The researcher finally emphasized 
that “online teacher idenAty is mulA-layered and complex, and researchers cannot adopt a ‘divide-and-
analyse’ posiAon”.  

Due to the affordances of social media that can make online tutors become brands, 
microcelebrity persona and self-branding discourses have also been studied. Aslan (2024) studied how 
Turkish micro-celebrity English teachers apply different modes and communicaAve resources to created 
English language content on 10 Instagram accounts with at least 100,000 followers. The researcher 
analyzed data sources including Instagram reels from teacher’s public accounts and Netnographic 
fieldwork notes. The findings showed that the teachers created English language teaching content by 
using creaAve relaAonships between words, contexts, and situaAons. The teachers offered followers 
chances to engage in basic conversaAons, acquire vocabulary within specific situaAons, and recognize 
subtle differences in pronouncing difficult words. The findings showed how useful social media can 
facilitate in learning and teaching English with mulAmodal communicaAon including texts, gestures, 
speaking, pictures, etc.  Curran and Jenks (2022) used self-branding theories to understand how English 
tutors market themselves in online tutoring plaWorms. The researchers analyzed 50 profiles of naAve 
speaking teachers and another 50 profiles of non-naAve speaking teachers. Findings reveal that teacher 
profiles sell their brands by using 4 self-branding discourses: 1) the professional teacher, 2) the 
cosmopolitan teacher, 3) the authenAc teacher and (4) the mulAlingual teacher.  
 

METHODOLOGY 
 
Data collecCon  
 
In order to answer the research quesAon menAoned earlier, this study adopted Netnography and 
Discourse-Historical Approach (DHA). The data from the Facebook pages was collected online by using 
Netnographic observaAon in order to study cultures and interacAons in the selected online communiAes. 
Content posted on the three Facebook pages over a period of 30 days, including like, share and comment 
counts, was saved as a file containing links to each post. The researcher used the tool called ‘Facebook 
Page Scrapers’ to extract all the posts during the period of Ame menAoned.  
 
Data sources  
 
(1) Perfect English with Teacher Ann is an online English tutoring Facebook page generally created to be a 
plaWorm where English language content can be posted. At the Ame of wriAng, there are 1.5 million 
followers and 1 million likes on the page. It was created by Warinthorn Uavasinthorn (Ann), a founder of 
Learnovate online language insAtute. The page proclaims to represent English language content in 
simplified ways that emphasize how to apply the language in daily life. 
 



Thailand TESOL Conference Proceedings 2025 
 

24 

(2) English A?erNoonz is a Facebook page created by Natchanan Liengaroonwong (Noon), a professional 
Thai stage host who also provides a number of online English courses on her website, 
englishaIernoonz.com. The page proclaims to be an “English Space” from several situaAons in Noon’s 
daily life. There are 1 million followers on the page at the Ame of wriAng.  
 
(3) KruDew English is a Facebook page that claims to create English language content related to TOEIC 
test and basic grammar. There are 930,000 followers and 538,000 likes on the Facebook page at the Ame 
of wriAng. It was created by Chaitawat Manochaicharoenkul (Dew), one of the main English language 
tutors from OpenDurian, a Thai EdTech startup.  
 
Data analysis 
 
The data was analyzed by the Discourse-Historical Analysis suggested by Wodak and Reisigl (2016) in two 
out of three levels as follows: 

1. Macro-level Analysis: contents or topics of a specific discourse was idenAfied based on 
different funcAons of discourse that are used on the Facebook pages. 

2. Meso-level Analysis: Five discourse strategies were used to invesAgate how each content and 
topic is menAoned in specific ways, such as nominaAon, predicaAon, argumentaAon, 
perspecAvizaAon, and intensificaAon (Wodak & Reisigl, 2016). 

3. Micro-level Analysis: LinguisAc realizaAons were examined by the use of specific words, 
phrases, structures, etc. 

 
All 168 posts during the four-week period were extracted from the Facebook Page Scrapers and 

exported to excel sheets. The data extracted from each post includes capAons, reacAons, share counts, 
like counts, comment counts and a URL link to the post. AdapAng from the DHA as an analysis approach, 
this study conducted two levels of analysis which are macro-level analysis and micro-level analysis. The 
focus was on analysing topics/themes (macro-level analysis) and the use of language/linguisAcs 
realizaAon (micro-level analysis). The categorized data was analyzed in order to find the relaAon between 
how the tutors represent themselves as their online idenAty and how the followers perceive the idenAty 
created through the pages by observing online engagements extracted by Facebook Page Scraper. To 
ensure the validity of research findings, the research conAnuously discussed and redefined the data 
analysis with an academic advisor. This process allows the researcher to receive criAcal feedback and 
insighWul analysis of interpretaAons. MulAple data sources including the analysis of tutors’ idenAAes 
through their online posts and audience engagement as shown in the excel sheets were used to enable 
cross-verificaAon of emerging themes and to provide more comprehensive understanding of how online 
English tutors’ idenAAes were conducted and perceived.  
 

FINDINGS 
 
Findings reveal that each tutor construct their idenAAes in similar ways even though with different use of 
techniques in content creaAon (Table 1). The hybridizaAon of idenAAes also occurs as the tutors sAll keep 
their idenAty as an English teacher in order to pass the language knowledge by adopAng creaAvity in 
several contexts in their teaching.  
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Table 1. 
Online Iden7ty of the Three English-Language Tutors 

IdenCty English 
ASerNoonz 

Perfect 
English 

KruDew 
English 

Influencers Product Reviews P O O 
Personal PercepAon P P P 

Entrepreneurs P P P 

News commentators P P P 

English teachers in the 
digital era 

Live tutoring O P P 
Infographic P P P 
Short videos P P P 

 
English tutors as influencers 
 
One of the main findings emerging from Netnographic observaAon was that the English tutors extend 
their roles beyond being simply English tutors. There are several posts where the tutors post product 
reviews (Figure 1) or focus on their personal percepAons about parAcular topics that are not quite 
common in a tradiAonal classroom seDng.  
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
[TranslaAon]:  
Today, I got to try out the real vivo V30 Pro 5G. I have to say that no maPer how many shots I take, it's 
amazing. No maPer how you take them, they'll look like a pro! 

✨

I like how great ZEISS's portrait lens is. 
No maPer what angle you think it won't work, no maPer how bad the light is, it can handle it. A?er 
taking a photo, you can post it right away without edi7ng. It really adds a professional touch to the 
photo. Play Life Like a Pro. I'm really impressed.#GQTalkxvivoV30Series5G #PLAYLifeLikeaPRO 
#PortraitSoPro#GQThailand" 
 

Figure 1. A Post of Product Review (English A?erNoonz) 
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In addiAon, there is also the expression of the tutors' points of view toward certain issues in 
Thailand or related to Thai people. The expression of insighWul perspecAve can keep the followers 
engaged with the tutors and help followers to get to know more about the tutors' ways of thinking. The 
tutors use their Facebook pages as a plaWorm to express their beliefs. For example, there is a post on 
Perfect English with Teacher Ann where the tutor emphasizes the importance of language learning in 
many aspects, including educaAon, career and social interacAon (Figure 2). 
 
 
 
 
 
 
 
 
 
 
 
[TranslaAon]: 
Nowadays, English is not a special ability but a skill that everyone should have. I can confirm that 
language really does have an impact on life. If we don't count entrance exams, studying in universi7es, 
and then moving on to work, most people who can speak the language are always in demand first. So, I 
really want to remind all students to prac7ce a liPle bit each day to improve yourself every day. At least 
when the opportunity comes, we will be able to grab it. We don't have to let it slip away, which would be 
a pity. #TeacherAnn 
 
English tutors as language entrepreneurs 
 
As all three tutors have their own products being sold online, there is the use of promoAonal and 
adverAsing language in their posts. The products include online courses and English language books. The 
examples are presented below in Figures 3, 4, 5. 

 
Figure 3. Book Adver7sement (KruDew English) 

Figure 2. A Post of Personal Belief (Perfect English with Teacher Ann) 
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 [TranslaAon]: 🎉  6.6 TikTok Birthday Sale 🎉  

📌  hPps://snssdk1180.onelink.me/BAuo/exa2xo8i 
Great discount code up to 30%. Don't forget to go shopping. 
🛒  Have fun shopping with Teacher Dew! 
- New book ‘Read N' Joy: American Life’ 
- Learn English while enjoying bilingual novels!  
A reliable companion for those who love reading and want to be good at English! With five short stories 
full of fun and a unique learning experience  
Come enhance your English skills through engaging stories and beau7ful illustra7ons! TikTok Shop: 
hPps://snssdk1180.onelink.me/BAuo/exa2xo8i  
From today - 9 June 2024 only. #KruDew #TikTok #TikTokShop #TikTokShop 

 
 
 
 
 
 
 
 
 
 
 
 

 
 
 
 

The three examples of adverAsements above (Figures 3,4,5) show the use of clear and concise 
language in promoAonal posts. The language used in the posts is not too formal and the tutors 
strategically use hashtags in order to gain more visibility of the posts in public. The use of exclamaAon 
marks and colourful emojis, as can be seen above, is supposed to aVract and excite followers. There is 
also the use of keywords and numbers such as 6.6 (the sixth of June), a sign of one of the shopping days 
in Thailand. As can be seen in many online shopping plaWorms (e.g., Shopee, Lazada), online sellers 
always use keywords like 11.11, 12.12, and 10.10 to indicate that these are the shopping days and there 
are a number of discount coupons and vouchers to buy their products on the dates menAoned. This 
means that the strategy aligns the tutors with online sales. However, this type of post does not receive as 
many share counts, like counts and comment counts as other types of posts. While other types of posts 
receive like counts up to 66,000 likes, this type of adverAsing posts receive like counts on average less 
than 20 likes and share counts are less than 10. Compared with the number of followers on each page, 
followers' engagement with the adverAsing posts is considered quite low. Since the affordances of 
Facebook and other online plaWorms make tutors become brands, online tutors need adopt 
entrepreneurial strategies to sustain their career as online tutors. They have to consider the financial 
factors for running their online plaWorms (Ho, 2023). This means that producing sales-driven posts is not 
an opAon but a crucial thing to do in order to become successful language entrepreneurs even though 
their followers might not like this type of content.  
 
 

Figure 4. Book Adver7sement 
(Perfect English with Teacher Ann) 

Figure 5. Course Adver7sement (English 
A?erNoonz) 
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English tutors as news commentators  
 
Due to the fact that the data collecAon was conducted in June also known as a ‘Pride Month’, it was also 
the Ame that Thai government passed the Marriage Equality Act, also known as the same-sex marriage 
law. All the three Facebook pages posted about the situaAon at the moment and expressed their 
graAtude towards the change in Thai society (Figure 6).  
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
[TranslaAon]:  
“I’m so glad! Thailand officially becomes the first country in Southeast Asia to legalize same-sex marriage. 
Today, I would like to let everyone celebrate the first step of the same-sex marriage law. I'm very happy to 
be a part of it. Today, congratula7ons to everyone. Love wins!”  
 

The posts can someAmes go beyond simply reporAng and expressing opinions about the news. 
For example, on the page Perfect English with Teacher Ann, a number of English words that can be used 
to congratulate in the context of legalizing same-sex marriage are menAoned on the post with 
pronunciaAon (each English word spelt in Thai) and meanings in the Thai language. This means that the 
tutor is hybridizing the roles of a teacher and a news commentator.  
 
English-language tutors in the digital era 
 
Another idenAty that is constructed on the three Facebook pages is English-language tutors in the digital 
era. By saying this, the researcher found the use of live tutoring, infographics and short videos, which are 
teaching techniques that can be done online. The learners can access to the language knowledge from 
anywhere at any Ame. Findings reveal that two out of three pages use live tutoring to teach followers 
how to do English-language exams, while also adverAse their books during the live tutoring. The live 
tutoring usually lasts up to 1 hour on average. Followers can study, buy books, answer quesAons, and ask 
the tutors in the comment secAon in real-Ame (Figure 7). 

Figure 6. A Reel Commen7ng on Thailand Legalizing 
Same-Sex Marriage (English A?erNoonz) 
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Figure 7.  Live Tutoring (Perfect English with Teacher Ann) 
 

In addiAon, all three tutors use infographics and short videos to teach vocabulary and grammar 
points. For example, a tutor lists 10 words that have the same meaning 'Thank you' in English, such as 
Thank you so much, Thanks a million, I'm truly grateful, I really appreciate it and introduces all those 
words in a short video with different forms of a wai (a Thai greeAng posture) to show how different level 
of appreciaAon each word conveys (Figure 8). The tutors also use infographics to conclude the knowledge 
of English grammar and useful words in one picture, which is easy to save onto electronic devices and 
share with others on social media (Figure 9).  
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
    
 
 
 
 
  

Figure 8. A Short Video Teaching Words 
Meaning 'Thank You' (English A?erNoonz) 

Figure 9. An Infographic Teaching English Words 
(KruDew English) 
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DISCUSSION 
 
Based on the above findings, it can be observed that English language teaching is changing based on the 
affordances of technology and the fact that online tutors adopt mulAple roles. They are not only online 
educators but also influencers and language entrepreneurs. This change shows that success now does 
not only depend on tradiAonal teaching methods but also depends on online engagement, follower 
growth and financial sustainability. Tutors must create a variety of content to appeal to different 
audiences and maintain their online brands, even though core learners may sAll place the most value on 
educaAonal posts. In contrast to tradiAonal teachers, online educators must balance instrucAonal quality 
with personal branding and business strategies. This means blending teaching with influence and 
entrepreneurship in this digital age.  

In a broader sense, the findings also show an ongoing change in teacher professional idenAty. 
Online tutors may feel like teachers because of their role as educators who constantly deliver teaching 
content through social media. They also socially recognized as language teachers by their followers, 
despite the fact that they do not perform this role in a tradiAonal way (e.g. at school). The tutors’ sense 
of idenAty as a teacher can be understood by the concept of insAtuAonal and networked models (Lee & 
Li, 2025). In contrast to the insAtuAonal model where trust is derived from formal insAtuAonal 
credenAals, and where a teacher is someone who acquires formal training and works at an official 
educaAonal insAtuAon, the networked model of TESOL allow tutors to assume a self-professed idenAty 
as teachers through their ability to gain social recogniAon and online engagement. Therefore, online 
tutors can represent themselves as educators by their self-claimed experAse validated by likes, shares 
and subscripAons rather than degree or cerAficaAons.  

The use of personal insights and non-academic content can gain more relatability, making tutors 
more appealing to a broad audience. The idenAty of tutors as influencers aligns with Ho (2023), who 
found the use of micro-celebrity in order to increase engagement in a digital plaWorm. Another important 
aspect is that the low engagement rates on entrepreneurial acAvity posts, such as promoAng online 
courses, books, tutoring services, and discount promoAons, suggest that learners have the least 
preference for direct adverAsement posts. This suggests that effecAve online tutoring should prioriAze 
the creaAon of content that can create meaningful reacAon rather than promoAonal acAvity. This study 
also found that the engagement in societal issues and discussions as news commentators can posiAon 
the tutors as socially aware educators which can also aVracts several kinds of audiences. Moreover, this 
study emphasizes the uAlizaAon of live sessions, infographics and short-form videos to enhance learning 
experiences. This finding is consistent with Lee and Sylven (2021) who found that an informal digital 
learning environment can help learners gain accessibility to language knowledge. Live tutoring sessions 
can help student engage with the learning environment by providing learners with real-Ame interacAon 
as if they are in the classroom. Therefore, live tutoring can be considered as a method that can facilitate 
flexible and student-centered learning experience. Lastly, infographics on the pages are created not only 
to teach linguisAc knowledge (e.g., grammar and vocabulary) but also contain some non-academic 
content that help learners relate themselves to the topics while pracAcing the language.  
 

CONCLUSION 
 
In conclusion, this study invesAgated how Facebook-based online English tutors construct their idenAAes 
through posts on their Facebook pages. The findings revealed that the tutors have constructed their 
idenAAes as influencers, entrepreneurs, news commentators, and English-language teachers in the digital 
era. These varied roles reflect a mulAfaceted approach to digital tutoring that extends beyond tradiAonal 
pedagogical pracAces. The types of language use and posts, revealed in the findings, could help online 
English teachers gain more engagement. They could also provide some techniques to the teachers to 
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create teaching materials or online content that would facilitate the learners of the English language. 
However, this study is limited to three Facebook pages. Several more Facebook pages sAll need further 
analysis in order to find some shared idenAAes that Thai online tutors construct through online content 
to gain more followers and engagement in the English language learning journey. Moving forward, 
further research should explore tutors’ acAviAes on another online plaWorm. The invesAgaAon of types 
of language used in creaAng online content can also be done in order to find out the types of language 
that are able to gain most of followers’ engagement and most effecAve in online English language 
teaching. 
 
ImplicaCons 
 
To effecAvely engage in the digital era, educators are encouraged to value digital literacy in their teaching. 
For instance, integraAng video ediAng skills in their pedagogical pracAces help educators create 
informaAve yet aVracAve teaching content for learners. TESOL teacher educaAon programs should equip 
educators with digital literacy especially content creaAon tools. While the demands of online learning are 
high, creaAve videos and visual contents are crucial not only for online educators but also tradiAonal 
teachers in schools and universiAes. The importance of digital literacy can be seen from the COVID-19 
pandemic situaAon where school staffs needed to adjust themselves to teach online. Teachers with 
strong foundaAon in digital literacy are likely to experience smoother transiAon from onsite to online 
teaching. Therefore, digital literacy is crucial to both onsite and online educators to create effecAve 
teaching materials for their learners. AddiAonally, self-branding strategies play an important role in 
language tutoring. While the affordances of social media allow online tutors to represent themselves 
through different types of media i.e. texts, infographics, pictures and videos, English tutors should make 
the most out of them to reach various groups of audience with authenAc, creaAve and informaAve online 
content to gain trust and interest from learners (followers).  
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Abstract 
 
This study invesDgates the effects of Story-Listening (SL) on vocabulary acquisiDon among Thai university 
students, examining whether carefully designed input alone—referred to as Pure OpDmal Input (POI)—
can support measurable language learning. Twenty first-year non-English majors parDcipated in a SL 
session, followed by immediate and delayed post-tests three weeks later. Vocabulary acquisiDon rates 
averaged 0.25 words per minute, aligning with prior studies of Japanese learners, and forgeVng rates 
indicated a 38% loss over three weeks, highlighDng the importance of regular exposure. While the small 
sample does not allow definiDve verificaDon of the strong version of the Input Hypothesis, these findings 
demonstrate that SL and POI principles can be applied successfully in Thai classrooms and support 
further invesDgaDon with larger, more diverse populaDons. Results also suggest pracDcal implicaDons for 
scheduling SL sessions to maximize retenDon, emphasizing both efficiency and fairness in language 
instrucDon. 
 
Keywords: story-listening, vocabulary acquisiDon, Thai EFL learners, opDmal input hypothesis, 
acquisiDon/forgeVng rates 
 

INTRODUCTION 
 
Two Different Approaches to Vocabulary Development 

 
Vocabulary development is a fundamental part of language acquisiDon. Many students rely on tradiDonal 
techniques such as rote memorizaDon, wriDng words down, or using mnemonic devices (Mason, Ae, & 
Krashen, 2022). These methods are oden inefficient and Dme-consuming, and learners frequently forget 
much of what they study. For instance, McQuillan (2019) found that even with 10–20 minutes of daily 
academic vocabulary instrucDon over a 180-day school year, students learned only about 10 words per 
year, with an efficiency of just 0.005 words per minute. Most classrooms devote even less Dme to 
vocabulary, making tradiDonal methods insufficient for meaningful growth. 

In contrast, Story-Listening (SL) provides a far more efficient alternaDve. Vocabulary acquisiDon 
through SL ranges from 0.18 to 0.25 words per minute ader five weeks of input—more than 30 Dmes 
faster than tradiDonal methods. This efficiency comes from input that meets four key characterisDcs—
comprehensible, compelling, rich, and abundant—delivered without any forced learning acDviDes. This is 
referred to as pure opDmal input (POI). “Pure” indicates that instrucDon excludes conscious learning 
acDviDes before, during, or ader the SL session. 

Some educators may doubt that fairy tales used in Story-Listening can teach academic vocabulary. 
However, Walter (2020) found that students who listened to 50 Grimm’s fairy tales and read the rewrimen 
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texts encountered 7.5 Dmes more words than peers using a standard textbook (27,410 vs. 3,622 words), 
including many low-frequency words. Similarly, Hsieh, Wang, & Lee (2011) reported that children in 
Taiwan exposed to 65 picture books over four years encountered two to three Dmes more unique content 
words than children using textbooks. By the fidh year, these children became independent English 
readers. These findings suggest that extensive, coherent, and engaging story-based input bemer prepares 
learners for higher stages of English learning, such as junior high school. 

The Story-Listening approach is based on the Pure OpDmal Input (POI) framework (Krashen, 
1982; Krashen & Mason, 2020), which posits that language acquisiDon occurs when learners receive 
input that is not only comprehensible and engaging but also rich, abundant, and devoid of supplemental 
output acDviDes. 
 

THEORETICAL FRAMEWORK 
 

Language acquisiDon differs fundamentally from conscious language learning (Krashen, 1981) and occurs 
primarily through comprehensible input (Krashen, 1982, 1985, 2003). However, “not all comprehensible 
input is of equal value” (Krashen, 2020; Krashen & Mason, 2020). Research shows that opDmal input—
input that is comprehensible, compelling, rich, and abundant—promotes faster and deeper acquisiDon. 
Input should also avoid acDviDes that increase cogniDve load or require students to compensate for 
classroom lessons at home. 

Story-Listening (SL) operaDonalizes these principles by providing POI through Comprehension-
Aiding SupplementaDon (CAS), which includes both linguisDc and non-linguisDc techniques to support 
comprehension (Krashen, Mason, & Smith, 2018). Occasional translaDon may be used for beginners, but 
delivering SL enDrely in the target language is generally more effecDve. SL facilitates natural vocabulary 
acquisiDon through contextual understanding (Mason, 2014; Mason & Krashen, 2020, 2022; Krashen & 
Mason, 2022; Krashen, 2024). 

Unlike tradiDonal storytelling in language classrooms, SL avoids pre-, mid-, and post-acDviDes. It 
excludes immature forced output and comprehension quesDons (Krashen & Mason, 2019a, 2019b), 
creaDng a pure input-only framework. SL was operaDonalized to test the strong version of the Input 
Hypothesis, evaluaDng the effecDveness of non-targeted input compared to eclecDc methods that 
incorporate output acDviDes or grammaDcal syllabi (Krashen, 2013). 

Although POI asserts that input alone is sufficient for acquisiDon, alternaDve perspecDves exist. 
The Output Hypothesis(Swain, 1985) emphasizes language producDon; the InteracDon Hypothesis (Long, 
1996) highlights negoDaDon of meaning during communicaDon; and Task-Based Learning (Ellis, 2003) 
centers on compleDng meaningful tasks. These perspecDves are acknowledged to situate POI within the 
broader literature, but they are not the focus of this study. Research shows that carefully designed, 
opDmal input alone can lead to measurable acquisiDon, even without forced output, interacDon, or 
explicit tasks (Krashen, 2011; Mason, 2013, 2018). 

The broader Pure OpDmal Unified Input (POUI) framework unifies SL with reading (Guided Self-
Selected Reading, GSSR) to create a complete input-only approach. While this study focuses only on SL 
(POI), it contributes to the ongoing invesDgaDon of POUI’s generalizability across languages and learner 
populaDons. 
 
Empirical Support for Input-Only Approaches 
 
Decades of research on POI and POUI provide strong evidence that carefully designed input accelerates 
language acquisiDon. While much of this research comes from our studies, there are no other published 
invesDgaDons that systemaDcally evaluate methods based specifically on pure opDmal input principles. 
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Prior Evidence Across Learner Groups 
 
Previous studies have shown that vocabulary acquisiDon rates range from 0.10 to 0.25 words per minute 
across diverse populaDons when a delayed posmest was administered one to seven weeks later. These 
include: 

• American high school students learning Japanese (Mason & Krashen, 2018) 
• Japanese university students learning German (Mason, Vanata, Jander, Borsch, & Krashen, 

2009) 
• Japanese university students (Mason & Krashen, 2004) 
• Junior college English majors (Clarke, 2019, 2020) 
• Beginning-level Japanese junior high students (Mason & Ae, 2021, 2023, 2024) 
• Students from five Asian countries (Mason, Smith, & Krashen, 2020) 
 
In comparison, tradiDonal textbook-based vocabulary learning only produces about 0.005 words 

per minute (McQuillan, 2019). These results demonstrate that learners whose first language is not closely 
related to English—such as Japanese and other Asian learners—can acquire vocabulary efficiently 
through amenDve listening alone. 
 
Extension to Thai Learners 
 
While most prior studies focused on Japanese learners, the current study examines Thai students. Like 
Japanese, Thai is not closely related to English. DemonstraDng the effecDveness of SL for Thai learners 
could support its adaptability for students in neighboring Asian countries and further validate the 
broader applicability of Pure OpDmal Input principles.  
 
Key Empirical Findings 
 

1. General language competence, wriDng fluency, and accuracy develop more effecDvely 
through reading than tradiDonal methods (Mason & Krashen, 1997; Mason, 2004). 

2. MoDvaDon to read in English can be fostered by engaging with comprehensible and 
interesDng books (Krashen & Mason, 1997). 

3. TOEFL and TOEIC scores increase significantly with input alone (ConstanDno, 1995; Mason, 
2006, 2011, 2013a, 2013b). 

4. Daily pure opDmal unified input accelerates language progress compared to weekly or 
intermiment input (Mason, Smith, & Krashen, 2020; Smith, Mason, & Krashen, 2021). 

5. Form-focused vocabulary instrucDon does not produce worthwhile gains (Mason & Krashen, 
2004; Clarke, 2019, 2020). 

6. Story-Listening is more efficient than memorizaDon-based approaches for increasing 
vocabulary size among junior high students; advanced learners conDnue to benefit more 
from SL/GSSR than output-based approaches (Mason & Ae, 2024; Mason, 2011, 2021). 

7. EliminaDng tradiDonal pracDces—such as forced output, grammar drills, comprehension 
quesDons, memorizaDon, tesDng, and homework—enhances learning efficiency (Mason & 
Ae, 2023). 

8. Self-Selected Reading (SSR) produces consistent gains; readers improve ~0.6 points on the 
TOEIC per hour. Over three years (~1,095 hours) of relaxed, self-selected reading, learners 
can progress from Elementary to near-InternaDonal proficiency. Pleasure reading alone also 
leads to proficiency without formal test preparaDon (Krashen & Mason, 2017; Mason, 2017). 
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9. Story-Listening produces stronger vocabulary retenDon than list-learning methods (Mason & 
Ae, 2025). 

10. Input-based methods create independent readers who conDnue reading long-term (Mason, 
2017, 2025). 

11. Immersion-based approaches may not be as effecDve as the POUI approach (Mason & 
Krashen, 2019, 2020). 

 
Why Ask Whether the Strong Version of the Input Hypothesis is Correct 
 
In scienDfic theorizing, a hypothesis can oden be framed in either a strong or weak form. The Input 
Hypothesis—the claim that language acquisiDon occurs only when learners receive comprehensible 
input—cannot accommodate a weak form without contradicDng its foundaDon. Some scholars claim to 
support the Input Hypothesis while also asserDng that other factors, such as interacDon, negoDaDon of 
meaning, or output, are necessary for acquisiDon. These modificaDons, however, abandon the Input 
Hypothesis. The original claim is that comprehensible input is both necessary and sufficient for 
acquisiDon. If acquisiDon depends on anything other than input, the theory ceases to be the Input 
Hypothesis and becomes something else. AccepDng a “weak” version—suggesDng that input is important 
but not sufficient—would therefore undermine the hypothesis itself. 

InvesDgaDng whether the Input Hypothesis is correct is necessary to determine reality. ScienDfic 
inquiry is not about loyalty to a theory; it is about discovering reality, even when that reality challenges 
long-standing pracDces. If the strong version of the Input Hypothesis is correct, it demonstrates that 
much of tradiDonal language teaching—emphasizing conscious learning, output, error correcDon, and 
eclecDc methods—has been misguided. Acknowledging this error is the first step toward creaDng bemer 
condiDons for language acquisiDon, designing more effecDve learning experiences, and improving 
educaDonal systems. Verifying the strong version of the Input Hypothesis is an act of intellectual 
responsibility and of fairness toward learners, ensuring that educaDonal pracDces respect their Dme, 
cogniDve load, and potenDal for language acquisiDon. 

Krashen emphasized that scienDfic progress depends on clarity in theoreDcal foundaDons. 
AccepDng eclecDc approaches, which blend incompaDble ideas, makes it impossible to accurately test or 
apply the theory. Combining pracDces based on opposing assumpDons does not allow us to study 
language acquisiDon itself; it merely compares different amounts of input under tradiDonal methods. 
With this theoreDcal and empirical background, we now turn to the specifics of the study, beginning with 
its purpose. 
 
Purpose of the Study 
 
This study invesDgates the vocabulary acquisiDon rate of Thai university students using the Story-
Listening (SL) method. It also examines the forgeVng rate associated with SL and aims to explore the 
opDmal frequency of SL sessions for efficient vocabulary acquisiDon in formal educaDon. 

The study replicates prior research conducted with different learner groups and in different 
countries to determine whether the success of SL—observed in earlier studies—can be generalized to 
Thai university students. Previous research in Indonesia demonstrated that SL was effecDve for Asian 
students at an intermediate level of English proficiency (Mason, Smith, & Krashen, 2020), suggesDng 
similar outcomes might be expected for Thai learners. InvesDgaDng the forgeVng rate provides addiDonal 
insight into how long the interval between SL sessions can be before effects begin to diminish, informing 
pracDcal recommendaDons for classroom scheduling. 

The key research quesDons guiding this study are: 
1. Does the evidence from this study support the strong version of the Input Hypothesis? 
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2. What is the vocabulary acquisiDon rate through SL ader three weeks? 
3. What is the forgeVng rate following SL ader three weeks? 

 
Note: This study involves a small sample of 20 parDcipants and cannot conclusively verify the strong 
version of the Input Hypothesis on its own. However, it serves as a replicaDon and extension of prior 
research, providing valuable data to examine whether the effects of SL can be observed in a new learner 
populaDon. This approach contributes to the broader empirical evidence supporDng the hypothesis. 

 
METHODOLOGY 

 
ParUcipants 
 
The parDcipants in this study were 20 first-year university students (aged 18–19) from Walailak University 
in Thailand. They were non-English majors enrolled in the Schools of Pharmacy, Medicine, Nursing, and 
Medical Technology. According to the department head (the second author), although the students had 
received 12 years of English educaDon prior to university, their proficiency remained at the CEFR A2 level. 
At the Dme of the experiment, they had completed 35 hours of university-level English instrucDon. 

While this study involves a small sample, it is designed as a replicaDon and extension of prior 
research. The strong version of the Input Hypothesis has been invesDgated extensively over the past 35 
years through studies of Story-Listening, Guided Self-Selected Reading, and Extensive Reading across 
mulDple age groups, proficiency levels, and contexts (Krashen, 2003, 2004, 2011, 2024). The current 
study contributes addiDonal evidence to this larger body of research, illustraDng that carefully designed 
input alone can support measurable acquisiDon, even in learners whose first language is not closely 
related to English. By situaDng this invesDgaDon within the broader empirical context, the findings help 
explore the generalizability of the strong version of the Input Hypothesis to Thai university students.  
 
Methods 

Story-Listening (SL) is a Pure Optimal Input (POI) method developed specifically to test the strong version 
of the Input Hypothesis. It is designed to provide learners with optimal input: language that is 
comprehensible, compelling, rich, and abundant, while excluding conscious learning activities such as pre-
teaching vocabulary or comprehension questions (Krashen & Mason, 2019a, 2019b). 

In an SL session, the storyteller presents a carefully selected narrative and supports 
comprehension through both linguistic and non-linguistic supplementation. This creates conditions that 
closely mirror the natural process of first language acquisition, maximizing opportunities for subconscious 
language growth. 

For this experiment, the storyteller (the first author), who had no prior contact with the students, 
presented The Wonder Tree using the SL method. Although the first author did not know the students’ 
individual proficiency levels in detail, information from the department head allowed her to adjust Story-
Listening strategies and select test items appropriate for learners at the CEFR A2 level, consistent with 
students in previous SL studies. 

To ensure the story was both engaging and comprehensible, the storyteller selected a narrative 
likely to capture the students’ interest and prepared a “Prompter,” a teaching aid designed to support 
clear and fluent delivery. For the vocabulary test, 20 words from the story were chosen: 10 words that 
the storyteller anticipated the students would already know, and 10 words expected to be unfamiliar. 
Including both familiar and unfamiliar words helped avoid discouragement from testing only unknown 
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items. Additionally, because students’ exact “i” level could not be known in advance, some words 
presumed to be familiar might turn out to be new for certain learners. 

Measurement and Procedure 
 
A pre-test was administered before students heard the story, followed by an immediate post-test ader the 
Story-Listening (SL) session. A delayed post-test was conducted three weeks later to assess vocabulary 
retenDon. In each test, students were asked to provide Thai translaDons for each English word. 

The students’ regular instructor was a naDve English speaker from England. While students were 
accustomed to hearing English through story-based conversaDonal acDviDes, they had not previously 
experienced extended storytelling using complete sentences and structured narraDves with 
comprehension-aiding supplementaDon. 

To minimize cogniDve load for students encountering SL for the very first Dme by a stranger, the 
Story-Listening session was kept under 20 minutes, and the vocabulary test included only 20 items. The 
session length was verified using a recorded video of the SL session. The regular instructor was 
instructed not to use any of the target vocabulary words during the three-week interval unDl the delayed 
post-test. 

To ensure reliability, two Thai teachers independently graded the students’ responses. Any 
discrepancies were resolved through discussion unDl a consensus was reached, and consistent word-
scoring methods were applied across all tests by both raters. 

Research Compliance and Study Ethics 
 
Written consent was obtained from all participants to include their performance in oral and written 
reports. The study adhered to established ethical standards, ensuring the confidentiality and 
anonymity of all participants’ personal information throughout the research process. The research 
protocol was reviewed and approved by the Walailak University Ethics Committee prior to the 
commencement of the study. 

  
FINDINGS 

 
The results revealed a vocabulary acquisiDon rate of 0.25 words per minute (wpm) ader three weeks. 
This rate aligns closely with acquisiDon rates observed in previous studies involving Japanese learners 
(Tables 1 and 2), confirming that Thai students can also benefit from listening to stories for vocabulary 
acquisiDon.  
 
Table 1. 
Remembering Rate by A2-Level Thai College Students 

Dates of the test 8/21 8/21 9/11 
 Pre-test Post-test Delayed 

Mean (SD) 10.1 (3.35) 18.05 (1.39) 15.01 (2.81) 
Gain - 7.95 4.91 

Remembering rate - 0.40wpm 0.25 wpm 
t-test (p-level)   9.02 (0.0001) 

Note: k=20; Dme spent telling the story 20 min; delayed post-test=3 weeks later 
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Despite being their first experience with Story-Listening (SL), parDcipants achieved a rate of 0.25 wpm. 
Based on this rate, it can be projected that students might acquire approximately 1,000 words with just 
4,000 minutes (about 67 hours) of SL sessions. 

However, forgeVng must also be considered. In previous studies, delayed post-tests were 
conducted at intervals ranging from one to seven weeks ader the iniDal post-test. AcquisiDon rates 
naturally slow as the delay increases. To contextualize the current results, forgeVng rates from prior 
experiments were calculated. Table 2 presents the relevant data, including the forgeVng rates, with the 
most recent data highlighted in bold. 
 
Forge`ng Rates 
 
As Ebbinghaus demonstrated with “nonsense words,” vocabulary knowledge decays over Dme unless 
reinforced. For learners whose first language (e.g., Thai or Japanese) is typologically distant from English, 
many new English words may feel like “nonsense words” and therefore may be more prone to forgeVng. 
Consequently, any esDmate of long-term vocabulary growth must consider both the acquisiDon rate and 
the retenDon of newly learned words. 

We calculated forgeVng rates for each study using Thalheimer’s formula and compared them 
with the current findings (see Table 2). The data show that Story-Listening (SL) can maintain relaDvely 
high retenDon rates over several weeks, though forgeVng sDll occurs. Specifically, the forgeVng rate 
reaches about 40% by the three-week mark. 

Table 2 demonstrates that SL consistently produces high retenDon rates, even ader five weeks. 
For example, ader one week, only 6% of newly learned vocabulary was forgomen, but ader three weeks, 
the loss increased to nearly 40%. Awareness of these forgeVng rates is crucial for maximizing the 
benefits of SL. Except for two studies involving junior high students, all parDcipants in studies invesDgaDng 
SL for vocabulary acquisiDon were college or university students. 

• Lowest ForgeVng Rate (6%): Observed in The Juniper Tree study, with a delayed post-test 
conducted ader one week. 

• Highest ForgeVng Rates (58–79%): Found in studies with extended intervals between 
instrucDon and delayed post-tests (4–7 weeks), demonstraDng that less frequent SL sessions 
lead to greater vocabulary loss over Dme. 

Regular SL sessions, conducted at least weekly, significantly reduce vocabulary loss. For instance, 
The Juniper Tree showed only a 6% loss, while sessions spaced three weeks apart, as in The Wonder Tree, 
resulted in a 38% forgeVng rate. 

• Ader two weeks, forgeVng triples (6% → 19%) 
• Ader three weeks, forgeVng increases sixfold (6% → 38%) 
• Ader four weeks, forgeVng rises tenfold (6% → 61%) 

 
Frequency Impact 
 
Table 2.  
Forge=ng Rates of all the SL Studies 

Story Title N Students Level Remembering 
Rate (wpm) 

Number of 
Words on test 

Forge`ng 
Rate (%) 

1) The Juniper Tree 
(Mason, et al. 2020) 

11 Asian College 
Students 

0.24 31 6% 
(ader 1 wk) 

2) Lazy Jack (Mason & 
Ae, 2022) 

30 7th graders 0.20 35 19% 
(ader 2 wks) 
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3) The Wonder Tree 
(Current Study) 

20 Walailak 
University 

0.25 20 38% 
(afer 3 wks) 

4) Carpenter and the 
Cat (Mason & 
Krashen, 2018) 

21 American High 
school students 

learning 
Japanese 

0.17 38 68% 
(ader 4 wks) 

5) The Three Limle Pigs 
(Mason & Ae, 2022) 

36 7th graders 0.21 35 61% 
(ader 4 wks) 

6) The Three Limle Pigs 
(Mason & Krashen, 
2004) 

27 University 
1st year 

0.25 20 58% 
(ader 5 wks) 

7) The Frog Prince 
(Clarke, 2019) 

8 Junior college 0.19 26 68% 
(ader 5 wks) 

8) The Frog Prince 
(Clarke, 2020) 

15 Junior College 0.18 30 68% 
(ader 5 wks) 

9) A long German 
story in three secDons 
(Mason, et al, 2009) 

7 University 
German as a 

second foreign 
language 

0.10 103 66% 
(ader 7 wks) 

10) 3 short German 
Stories (Mason, et al, 
2009) 

7 University 
German as a 

second foreign 
language 

0.10 60 79% 
(ader 7 wks) 

 
 

 
Figure 1. illustrates the forgeVng rates (%) across ten SL studies  

conducted with different stories and student groups 
 

ForgeVng rates were calculated as the proporDon of newly learned words no longer recalled at 
delayed post-test (see Appendices A and B for a worked example and detailed tables). 
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IMPLICATIONS FOR PRACTICE 
 
Previous research (e.g., Mason & Ae, 2024) showed that conscious memorizaDon can produce vocabulary 
gains, but it requires sustained effort and extra Dme for students to retain new words. Story-Listening 
(SL), in contrast, reduces this burden. By presenDng engaging stories with universal themes regularly —
even daily—SL lowers cogniDve load, supports comprehension, and encourages long-term engagement 
in English acquisiDon. 

While even occasional SL sessions produce measurable vocabulary growth, the natural recycling 
of words across stories indicates that daily or near-daily sessions would maximize long-term retenDon. 
Frequent exposure reinforces previously encountered words before they are forgomen and provides 
opportuniDes to acquire new words at each student’s “i+1” level. 

The benefits of SL are observed even when sessions are not daily: weekly sessions can sDll 
significantly minimize forgeVng. Importantly, SL does not depend on high levels of moDvaDon or self-
discipline; it supports all students, including both highly moDvated learners and those who are more 
reluctant. The results from Thai learners suggest that SL could also be effecDve in neighboring Asian 
countries with similar linguisDc contexts. 

Finally, while providing daily SL sessions may present challenges for teachers in sourcing and 
delivering materials, the approach’s demonstrated impact on student proficiency provides a strong 
raDonale for its adopDon in formal educaDon seVngs. 
 

CONCLUSION 
 
This study examined the effects of Story-Listening (SL) and Pure OpDmal Input (POI) on vocabulary 
acquisiDon among a small sample of Thai university students. Here, POI refers to the theoreDcal 
framework that underpins SL, describing input that is comprehensible, compelling, rich in quality, 
abundant in quanDty, and free from instrucDonal interference. In pracDce, Story-Listening (SL) is a 
primary method for delivering POI in the classroom. Consistent with prior research, the findings suggest 
that such input can support measurable language acquisiDon, even for learners whose first language is 
not closely related to English. 

While the current study is limited by its small sample size and focus on a single university 
program, these results align with decades of research across mulDple contexts, age groups, and 
proficiency levels. Previous studies have shown that input-only instrucDon through SL and Guided Self-
Selected Reading can improve grammaDcal accuracy without correcDon, raise standardized test scores, 
accelerate progress through daily input, enhance retenDon compared to tradiDonal list-learning, and 
foster lifelong reading habits. 

Although this study cannot conclusively confirm the strong version of the Input Hypothesis, it 
provides evidence on the vocabulary acquisiDon rate and forgeVng pamerns through SL, demonstraDng 
the applicability of SL and POUI principles in Thai classrooms and supporDng further invesDgaDon with 
larger, more diverse samples. The forgeVng rate data suggest that SL sessions should ideally be provided 
at least weekly to maintain vocabulary retenDon, with more frequent exposure likely further enhancing 
learning. 

Moreover, invesDgaDng POI/SL emphasizes fairness and equitable learning, showing that 
carefully designed input can provide all learners a pracDcal, accessible, and efficient path to meaningful 
language acquisiDon. 
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Notes: 
• Note on the Story: The Wonder Tree is an Indonesian folktale from Asian-Pacific Folktales 

and Legends (ed. Jeaneme Faurot). Due to copyright restricDons, the full text is not provided 
here. Readers are encouraged to consult the original publicaDon 

• The 20 words on the test were orphan, parents, field, harvest, December, cage, lay, 
frequently, steaming hot, daily, uncooked rice, uncle, borrow, lend, whisper, bone, bury, silk, 
and jewel. 

• ForgeVng Rate: In this report, the percentage of forgeVng was calculated following 
Thalheimer’s method: (% Correct on IniDal Test minus % Correct on Subsequent Test) divided 
by % Correct on IniDal Test. More succinctly, if A = % Correct on the IniDal Test and B = % 
Correct on the Subsequent Test, then ForgeVng = (A – B) / A. 

• Story-Listening Webpage: hmps://www.story-listening.net 
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Appendix A 
Example of Forgetting Rate Calculation (Thalheimer’s Method) 

For clarity, the forgetting rate was calculated following Thalheimer’s method:  
• Forgetting Rate = %Correct on Initial Test− %Correct on Subsequent Test %Correct on Initial 

Test × 100 
• Forgetting Rate = =%Correct on Initial Test %Correct on Initial Test − %Correct on 

Subsequent Test×100 

Worked Example using A2-Level Thai College Students Data: 
• Pretest (Prior Knowledge): 10.1 words 
• Posttest (Initial Test): 18.05 words 

o Gain: 18.05 – 10.1 = 7.95 words 
• Delayed Post-test (3 weeks later): 15.01 words 

o Retained Gain: 15.01 – 10.1 = 4.91 words 

ForgeVng Rate=7.95−4.917.95×100≈38.2% 
ForgeVng Rate=7.957.95−4.91×100≈38.2% 

Interpretation: Students retained approximately 61.8% of the newly acquired vocabulary over the 3-
week interval. 

Additional Notes: 
• Time spent telling the story: 20 minutes 
• Number of participants: 20 
• Delayed post-test administered 3 weeks after the post-test 

Appendix B 
Worked Example Table – Forgetting Rate for Thai A2-Level Students 

Test Date Pretest 
(words) 

Pos/est 
(words) 

Delayed 
(words) 

Gain (Pos/est – 
Pretest) 

Retained Gain 
(Delayed – Pretest) 

Forge9ng Rate 
(%) 

8/21 (Ini*al) 10.1 18.05 – 7.95 – – 
9/11 (3 weeks 
later) – – 15.01 – 4.91 38.2 

Notes: 

1. Gain = number of newly learned words at posttest relative to pretest. 
2. Retained Gain = number of words still remembered at delayed post-test relative to pretest. 
3. Forgetting Rate = (Gain – Retained Gain) ÷ Gain × 100 (Thalheimer, 2006). 
4. N = 20 participants; Time spent telling the story = 20 minutes. 
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Abstract 
 
Wri=ng academic texts in a second language (L2) is a complex, dynamic process that requires aEen=on 
not only to linguis=c features, but cogni=ve, socio-cultural, and genre-related factors during the wri=ng 
process (Han & Hiver, 2018; Huang & Zhang, 2022; Sárdi, 2023). Learning to generate L2 academic texts 
requires significant =me on task and repeated prac=ce of the recursive stages of wri=ng. As such, it can 
be a difficult subject to teach (Amalia et al., 2021; Hidaya=, 2018; Muamaroh et al., 2020) and is oXen 
neglected due to the perceived =me and effort necessary for instruc=on and assessment (Bulqiyah et al., 
2021; Hirose & Harwood, 2019; Pham & Bui, 2021). However, proficient wri=ng skills are vital for 
students’ academic careers, and as such, this paper will introduce six pedagogical principles for 
facilita=ng the development of proficient L2 English writers based on the findings of Author (2024). The 
study focused on categorizing errors of advanced EFL academic writers in English-centered university 
programs, sugges=ng ways to support their development. From these findings, in conjunc=on with recent 
wri=ng research and pedagogy, six principles for suppor=ng and facilita=ng EFL academic wri=ng 
development are introduced. The principles include: factoring in the influence of the L1; supplemen=ng 
sample text reading with explicit instruc=on; prac=cing the recursive steps of wri=ng; u=lizing instruc=on 
techniques from process- and genre-based approaches; incorpora=ng peer feedback in the wri=ng 
classroom; and focusing on different types of linguis=c and structural errors at specific phases of the 
wri=ng process when providing teacher feedback. 
 
Keywords: academic wri=ng, EFL wri=ng, L2 wri=ng instruc=on 
 

INTRODUCTION 
 
Wri=ng academic texts in a foreign language is cogni=vely-demanding process that requires simultaneous 
focus on cogni=ve, linguis=c, and socio-cultural factors while genera=ng wriEen output in a second 
language (L2) (Han & Hiver, 2018; Huang & Zhang, 2022; Sárdi, 2023). A writer’s experience is also 
impacted by their cultural background, proficiency in the L2, and their previous experiences with wri=ng 
(Sárdi, 2023). 

Since producing academic texts is a complex process, it can be considered a difficult subject to 
teach and evaluate (Amalia et al., 2021; Hidaya=, 2018; Muamaroh et al., 2020) and is oXen neglected in 
favor of other skills development in an English as a foreign language (EFL) context (Abas & Aziz, 2018; 
Bulqiyah et al., 2021; Hirose & Harwood, 2019; Pham & Bui, 2021). The rising availability of AI-supported 
wri=ng tools has also called into ques=on the necessity for prac=cing and developing academic wri=ng 
skills, as students are growing increasingly dependent on external tools to perform their assignments 
(Sweeney, 2023; Tris & Yuan, 2025). However, the ability to express individual opinions, organize 
arguments, and deliver ideas effec=vely through wri=ng remains an important skill, valida=ng the “cri=cal 
role of tradi=onal academic wri=ng courses” (Aljuaid, 2024, p. 39).  Given the con=nued importance of 
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effec=ve wri=ng skills in EFL contexts and the perceived difficul=es of promo=ng these skills in language 
classrooms, this paper aims to propose six principles for facilita=ng the development of proficient L2 
English writers based on the findings of Author (2024).  

The study focused on categorizing the error types of advanced EFL academic writers in English-
centered undergraduate and graduate-level university programs, determining ways to support remaining 
areas of difficulty. Based on the analysis of student-researcher conferencing, interviews, the joint edi=ng 
and analyzing of texts, and researcher feedback, the following list of factors for suppor=ng EFL wri=ng 
development was generated: consider the influence that the L1 can have on student writer output; 
consider that reading sample texts does not guarantee understanding and salience of text elements; 
prac=ce the recursive stages of wri=ng, including planning, draXing, edi=ng and revising; u=lize 
instruc=onal elements from both process- and genre-based approaches to wri=ng pedagogy; include 
peer feedback for linguis=c development; and focus on different types of gramma=cal, linguis=c, and 
structural errors at specific phases of the wri=ng process when providing teacher feedback.  
 
Consider the influence of the L1  
 
The first principle which is paramount to wri=ng instruc=on is the awareness of the influence that EFL 
student writers’ L1s can have on their understanding of what and how they write in English. A writer’s 
ability to produce texts in an L2 is heavily shaped by their L1, which provides their framework of the 
objec=ves and purposes for wri=ng, as well as their knowledge of genre and literary conven=ons (Munoz-
Luna, 2015). Different languages u=lize various structural, linguis=c and narra=ve constructs that 
influence how EFL writers organize and deliver their ideas in English (Kuntjara, 2005). As such, different 
L1s can have unique impacts on L2 produc=on, especially in wri=ng – for example, influencing the type 
and likelihood of certain gramma=cal, structural and linguis=c errors (Kazazoglu, 2020). When language 
learners have limited proficiency in wri=ng in their L2, they use their knowledge of wri=ng in their L1 and 
adhere to the literary conven=ons and parameters of that language to complete their wriEen tasks – 
which can lead to lexical, gramma=cal, or structural errors in the text (Malip & Aziz, 2022). In addi=on, 
rhetoric shaped by L1 parameters can disorient, frustrate, or confuse readers of L2 texts when they do 
not adhere to L2 genre conven=ons or literary expecta=ons (Bradley, 2012).  
         Contras=ve rhetoric, or the “view that the rhetorical features of L2 texts may reflect different 
wri=ng conven=ons learned in the L1 culture and the cross-cultural study of these differences” (Hyland, 
2006) purports the importance of the L1’s influence on L2 wri=ng output. Recent studies have 
demonstrated how an increased awareness of L1 and L2 linguis=c and literary differences can lead to 
improved wri=ng proficiency, metacogni=on and wri=ng confidence in EFL students (Author, 2024; 
Negrep & Kuteeva, 2011; Wei & Zhang, 2020). In these studies, cri=cal awareness of genre and linguis=c 
differences between similar texts in their respec=ve L1s (Japanese, Swedish, and Chinese) and English 
were shown to posi=vely correlate with stronger, more effec=ve wri=ng.     

Contras=ve rhetoric has faced cri=cism for over-simplifying intertextual differences between 
languages and cultures, presen=ng overly-generalized and limited representa=ons of differing literary 
styles and structures across languages (Ismail, 2025; McKinley, 2013; Noor, 2001). However, Aberi (2024) 
argues that having an awareness of poten=al differing literary expecta=ons and contras=ve rhetoric 
across languages can be a tool for wri=ng educators and learners alike. This knowledge can serve as a 
star=ng point for addressing linguis=c and rhetorical challenges that writers face when trying to write 
texts in the L2 within the framework of their L1’s linguis=c parameters.  
         Fostering an awareness of the linguis=c, literary, and structural differences between EFL students’ 
L1s and English is a fundamental element of promo=ng competent academic wri=ng skills, and should be 
encouraged and reinforced in the wri=ng classroom (Author, 2024; Malip & Aziz, 2022). Knowledge of the 
similari=es and dispari=es between the L1s and English, paired with repeated prac=ce genera=ng texts 
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that comply with reader expecta=ons, can help student writers develop competence and confidence in 
their abili=es. 
 
Reading is not enough for learning to occur  
 
As reading and wri=ng are reciprocal skills, encouraging the reading of sample texts in a wri=ng course is 
widely acknowledged to benefit learners (Anaktototy, 2023; Bai & Wang, 2020; Habibi et al., 2015). 
Reading sample texts is helpful for writer development, as these texts can serve as models for EFL writers 
to emulate themselves and provide comprehensible input. Studies have demonstrated that increased 
reading opportuni=es can lead to greater gramma=cal accuracy and overall performance in wri=ng as 
well (Alqadi & Alkadi, 2013; Chuenchaichon, 2011).   
         However, reading without supplemental study of text elements and features is not enough to 
bring salience to the linguis=c and structural features of academic wri=ng, even for advanced learners 
(Author, 2024). Instead, =me and aEen=on need to be paid to deliberately analyze and study the different 
elements of academic texts in order to make the features salient for learners, who can then apply that 
awareness to their own composi=ons.  
         Even advanced EFL learners can be unaware of the structures and purposes of different 
components of texts like academic research papers or expository essays, and focused study and aEen=on 
is necessary to make those elements salient for learners (Author, 2024; Pham & Bui, 2021). Tseng (2019) 
similarly notes that explicit wri=ng instruc=on beEer facilitates student writers’ understanding of text 
objec=ves and the process of wri=ng, and argues that features should be deliberately taught and 
explained. As such, reading sample texts needs to be supported with analysis and prac=ce, so that 
student writers are able to apply that growing awareness to their own work (Author, 2024).  
  One classroom task which can help center learner aEen=on on the structure and purpose of each 
element in an academic text is a graphic organizer-style ac=vity called a “mind map.” Mind mapping is 
oXen used to help learners brainstorm and outline their own ideas before wri=ng their own essays, 
serving as a crea=ve visual tool to aid in the genera=ng and organizing of ideas through color coding, 
lines, symbols, and unique paEerns of design (Bukhari, 2016; Buzan, 2002). Mind mapping has been 
shown to be a facilita=ve pre-wri=ng task that helps organiza=on, leads to stronger, more connected 
ideas, and benefits overall wri=ng (Bukhari, 2016).  

In addi=on to being a helpful pre-wri=ng ac=vity, however, mind maps can also serve as a useful 
tool to help students decode and understand academic texts. Analy=cal mind maps challenge students to 
siX through texts, find the main arguments, and decode the structure, then asks them to re-produce the 
content in whatever unique style that helps them visualize the work. Working in pairs or small groups, 
students can collaborate to find the most important points of each sec=on of an academic text and 
present the informa=on using unique graphics, symbols, colors, and structures, thereby crea=ng a visual 
representa=on of the text to beEer process its content, style, and structure. If =me allows, having groups 
share their work with other teams can also be advantageous, as they can compare and cri=que their 
respec=ve representa=ons of the text.   
 
PracFce the recursive steps of planning, draJing, and ediFng  
 
As men=oned previously, wri=ng is a complex and cogni=vely taxing process that requires simultaneous 
focus on different skill sets as well as linguis=c, narra=ve, and structural features in order to produce 
wriEen output (Huang & Zhang, 2022; Sárdi, 2023). In an L2, the difficulty is compounded, with the 
addi=onal factors of gramma=cal and linguis=c differences, as well as genre conven=ons and reader 
expecta=ons (Malip & Aziz, 2022). One way to scaffold the process and support learners as they navigate 
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these dynamic challenges is to separate the wri=ng experience across the different recursive stages of 
planning, draXing, edi=ng, and rewri=ng.  
         Munoz-Luna (2015) purports that planning and organizing ideas before wri=ng, and edi=ng and 
revising aXer wri=ng, are cri=cal steps for writers at any level, but par=cularly for L2 academic writers. 
Successful strategy use, including brainstorming and planning, wri=ng draXs, rereading for mistakes and 
revising, have been shown to increase wri=ng competence, and are all behaviors demonstrated by 
proficient academic writers (Author, 2024; Munoz-Luna, 2015).  
 Working through these stages lightens the cogni=ve burden that wri=ng in an L2 can induce by 
allowing students to focus on fewer elements at a =me (Abas & Aziz, 2018; Ferris & Hedgcock, 2014). 
Research has demonstrated that using wri=ng strategies is posi=vely correlated with an increase in 
wri=ng performance (Zhang & Zhang, 2024) as well as students’ abili=es to self-regulate, posi=vely 
impac=ng the quality of their overall composi=ons (Gong & Pang, 2025).  
 One poten=al concern about prac=cing the recursive stages of wri=ng in the classroom are the 
limita=ons on =me available during the course. Providing adequate =me to help students plan, organize, 
draX, edit and revise during class =me, when many other assignments and course objec=ves also need to 
be considered, can be difficult for instructors to balance. However, helping students learn these steps 
and prac=cing them with teacher support in class during the beginning of a term, and, as the term 
progresses, shiXing the responsibility to the learners to complete the steps on their own outside of class, 
=me can significantly improve their autonomous wri=ng skills and abili=es. Prac=cing the recursive stages 
of wri=ng can train EFL writers in the process of producing successful composi=ons, which reinforces 
good wri=ng habits which they can then draw on in the future, as their wri=ng projects become longer 
and more complex during their academic career (Sárdi, 2023; Gong & Pang, 2025; Zhang & Zhang, 2024).  
 
Combine process- and genre-based approaches to wriFng instrucFon  
 
Following in the tradi=on of teaching L1 English wri=ng, L2 EFL wri=ng instruc=on has u=lized several 
pedagogical approaches, including process and genre-based approaches (Ferris & Hedgcock, 2014). The 
process approach emphasizes the importance of prac=cing the different stages of wri=ng, receiving 
feedback from peers and their teacher, and presents wri=ng as a tool for the expression of individuality 
and one's own ideas (Ferris & Hedgcock, 2014; Williams, 2003). The genre-based approach to teaching 
wri=ng emphasizes the dis=nct features of various text types, drawing focus to differences in literary 
conven=ons and discourse features among varying types of composi=ons in English (Ferris & Hedgcock, 
2014). Student writers analyze elements of different types of wri=ng, and then aEempt to incorporate 
these features in their own wri=ng based on the expected structures, language, and objec=ves of each 
text type (Paltridge, 2013). 

Each approach offers poten=al benefits for student development, but also comes with several 
limita=ons. Recent studies (Author, 2024) have found that even advanced EFL academic writers struggle 
with errors that are addressed by either the process- or genre-based approaches to wri=ng instruc=on, 
and that learners’ wri=ng abili=es are posi=vely affected by instruc=on that includes both process and 
genre-focused study (Behdani & Moghaddam, 2024; Galegane & Ntereke, 2022). A recent trend in wri=ng 
instruc=on, therefore, has been to combine both pedagogies, leading to the process-genre approach 
(Babalola, 2012; Peungcharoenkun & Waluyo, 2023). 

With the process-genre approach, students prac=ce the recursive stages of wri=ng, including 
brainstorming, draXing, edi=ng, and revising, while also learning about the context and objec=ves of the 
text type they are crea=ng (Nordin, 2017; Peungcharoenkun & Waluyo, 2023). By integra=ng beneficial 
elements of both approaches, learners are beEer able to iden=fy and apply appropriate language, 
structural features, social contexts, and the purpose of the type of composi=on they are genera=ng, and 
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are beEer able to self-regulate the stages of the wri=ng process (Behdani & Moghaddam, 2024; 
Peungcharoenkun & Waluyo, 2023; Truong, 2022; Zhang & Zhang, 2024). 

U=lizing a process-genre approach has been shown to posi=vely impact the quality of EFL writers’ 
composi=ons when compared with those who only learned through process or genre-focused studies 
only (Galegane & Ntereke, 2022). Students who learn via a process-genre approach demonstrate a higher 
awareness of the organiza=on and individual components of academic essays, as well as improved 
sentence structures, vocabulary usage, and overall performance and accuracy (Behdani & Moghaddam, 
2024; Galegane & Ntereke, 2022; Kitajroonchai et al., 2022). The explicit instruc=on of the stages of 
wri=ng through the process-genre approach has been shown to increase strategy usage, metacogni=on, 
and writer confidence as well (Galegane & Ntereke, 2022; Truong, 2022). The opportunity to collaborate 
with peers to evaluate, discuss and edit their wriEen work as promoted by the process aspect of process-
genre learning has also been shown to posi=vely impact students, leading to higher metacogni=on and 
improved wriEen output (Galegane & Ntereke, 2022).  

By engaging the advantageous features of both the genre-based and process-based wri=ng 
pedagogies, the areas of difficulty that EFL student writers face can be mediated and addressed. Through 
the process approach’s benefits, students can prac=ce the recursive stages of wri=ng, have the cogni=ve 
burden of wri=ng lessened as they work through each step, develop their analy=cal skills, and collaborate 
with peers to evaluate and edit their draXs, leading to beEer metacogni=on, strategy use, and overall 
success in wri=ng. Through the benefits of the genre-based approach, student writers can have their 
aEen=on brought to the unique linguis=c and structural elements of each type of text they work on, 
allowing them to then know when and how to employ which type of wri=ng to suit their objec=ves and 
complete the assignment. 
 
Include peer feedback  
 
Peer feedback, which involves students collabora=ng to analyze, cri=que and offer ideas for revision on 
their fellow writers’ composi=ons (Liu & Edwards, 2018), is widely seen as an essen=al element to wri=ng 
educa=on (Cao et al., 2022; Nguyen, 2016).  

In some contexts, peer feedback is disregarded in favor of teacher feedback, with some 
purpor=ng that student writers lack the language proficiency, task training, or willingness to engage in 
cri=quing and giving adequate feedback (Wakabayashi, 2008). As such, some argue that students may 
offer each other detrimental feedback, thereby compounding gramma=cal, content-based, or spelling 
errors in their texts. 

However, when used in conjunc=on with teacher feedback, implemen=ng opportuni=es for peer 
review has been shown to result in significant improvement in wri=ng ability, cri=cal reading and thinking 
skills, and learners’ individual ability to edit their own output (Cao et al., 2022; Choi, 2013; Wakabayashi, 
2008; Wu et al., 2022). By analyzing each others’ texts, writers gain more feedback than they would from 
the teacher alone, are able to develop awareness of the audience they are wri=ng for, as well as cri=cal 
and analy=cal skills that they can then apply to their own work in the future (Nguyen, 2016; Wakabayashi, 
2008).  

The process of no=cing and ar=cula=ng errors during peer review also promotes metacogni=on 
regarding the stages of wri=ng, what one writes, and why and how one writes it, all while providing 
comprehensible input and different models for content, organiza=on and wri=ng structure (Galegane & 
Ntereke, 2022; Nguyen, 2016). Collabora=on between peers to evaluate, discuss and edit wriEen work 
during revisions can facilitate social and affec=ve strategies and facilitate coopera=on for greater 
understanding of text structures and objec=ves, which in turn can promote more effec=ve use of wri=ng 
strategies, self-regula=on, and overall wri=ng success (Choi, 2013; Galegane & Ntereke, 2022).  
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         For these reasons, including peer feedback opportuni=es in the wri=ng classroom is an important 
feature for suppor=ng student writers. However, in order to ensure the quality of the feedback is 
noteworthy, training students in how to give effec=ve feedback to their peers is recommended (Min, 
2005; Wakabayashi, 2008). Min (2005; 2016) demonstrates that guiding student writers through a four-
step training procedure (clarifying writers’ inten=ons, iden=fying problems, explaining the nature of 
problems, and making specific sugges=ons) over a three-week span facilitated significant progress in 
learners’ abili=es to provide specific and effec=ve feedback that improved their peers’ composi=ons.  
Different types of peer feedback have also been noted to be more beneficial than others, and bringing 
learner aEen=on to these methods can strengthen the quality of their comments. These include feedback 
with clear, concrete recommenda=ons (van der Pol et al., 2008) feedback that indicates errors in the text 
(Gao et al., 2019) and feedback that is related to improving the text (Wu and Schunn, 2020). With proper 
training and guidance in how to no=ce errors and discuss revisions with their peers, student writers can 
improve a variety of skill sets and their overall wri=ng abili=es through prac=cing peer feedback.  
 
Provide teacher feedback strategically 
 
Along with peer feedback, teacher feedback is of incredible importance for developing L2 wri=ng 
proficiency. In addi=on to the fact that students find teacher feedback desireable and valuable (Pan, 
2010; Straub, 1997), studies have shown that error correc=on and other forms of teacher feedback to be 
valuable for improving wri=ng quality and self regula=on (Yang et al., 2023; Wu et al., 2022). 

However, providing students with extensive feedback that contains all of the errors present in 
the early stages of their composi=ons can be overwhelming, confusing and possibly demo=va=ng (Azizi 
& Nema=, 2018). In this case, students oXen ignore or disregard teacher feedback, con=nuing to make 
the same mistakes in future itera=ons (Azizi & Nema=, 2018; La=f, 2019). 

One way to avoid overwhelming and demo=va=ng students with too many corec=ons could be 
to focus on different types of errors at different stages in the wri=ng process. For instance, in early stages 
of planning and wri=ng first draXs, more aEen=on could be paid to giving feedback regarding structural 
or content-based errors before much =me or effort has been spent wri=ng in depth. Further along in the 
wri=ng process, towards the revising and edi=ng stages, providing more feedback about local, sentence-
specific gramma=cal or spelling errors might be more helpful. By focusing feedback and error correc=on 
at different stages of wri=ng as students develop their composi=ons, teachers can avoid providing 
students with too many cri=ques about mistakes at one =me, which could in turn overwhelm, discourage, 
and demo=vate them. 

Providing this feedback orally through student-teacher conferencing can benefit student writers 
in a variety of ways (Alfalagg, 2020; Yang, 2022). During conferences, teachers have =me to focus on each 
individual students’ par=cular needs, giving more focused feedback on their wri=ng styles, processes, 
specific errors, and areas of difficulty, as well as discussing their experiences in the class (Alfalagg, 2020; 
Yang, 2022). Conferencing also provides an opportunity for students to ask ques=ons, get clarifica=on on 
teachers’ wriEen comments, and receive support on revisions (Yang, 2022).  

Despite these benefits, conferencing can require a significant amount of =me to prepare for and 
conduct, and may not be possible for all wri=ng teachers. In cases where =me is not available to schedule 
individual student-teacher conferencing, providing specific coded feedback may be a beneficial 
alterna=ve. Coded correc=ve feedback, where the teacher writes a symbol to indicate a certain type of 
error but does not explicitly state how the writer should correct it, has been shown to be more effec=ve 
for student writers (Sampson, 2012; Saukah et al., 2017). It can increase cogni=ve engagement (through 
the use of codes, colors, or metalinguis=c explana=ons), challenging the learner to be ac=ve in the 
edi=ng and leading to more successful self-correc=ons (Ferris et al., 2013; Makino, 1993; Sampson, 
2012). 
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Regardless of the delivery, be it in person or through wriEen feedback on draXs and assignments, 
providing students with =mely and construc=ve teacher feedback is a cornerstone for learner 
development. Helping student writers begin to no=ce their mistakes, guiding them through their journey 
of learning how to be autonomous writers, and providing a safe space to receive helpful cri=ques and 
sugges=ons is an important aspect of being a wri=ng instructor’s.   
 

CONCLUSION 
 
This paper introduced six principles for suppor=ng and facilita=ng successful academic wri=ng in an EFL 
context. Learning to write in an L2 is a challenging and dynamic process, which requires significant =me 
on task, explicit instruc=on, and repeated prac=ce. While it can be a difficult skillset to foster in a 
language educa=onal context, suppor=ng students on their journey to becoming strong L2 academic 
writers should be a goal of English educa=on.  

There is no perfect pedagogy for teaching EFL wri=ng. The best classroom prac=ces, instruc=onal 
styles, and ways to provide feedback will depend on several factors, including learners’ ages and 
proficiencies, the =me available, the amount of students in a class, and the overall course objec=ves. 
Future research is s=ll necessary to determine the extent to which certain types of feedback and 
instruc=on styles best support different course objec=ves and learners of different levels. However, the 
aforemen=oned six principles can serve as tools in an L2 wri=ng instructors’ tool belts, which they can 
u=lize when applicable to respond to student needs, teaching contexts, course objec=ves, and =me 
frames. These principles can support wri=ng instructors in effec=ve ways for helping student academic 
writers increase their linguis=c awawreness, gain confidence and awareness of genre and the recursive 
steps of wri=ng, and improve the overall quality of their composi=ons.  
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Abstract 
 
This study explores the impact of the 3×3 Table Language Training (3×3 TLT) method among 
undergraduate students in Japan and Thailand. Across three sets of instruments, a maximum of 242 
Japanese students (learners of English) and 40 Thai students (learners of Japanese) par?cipated, with 
slightly fewer comple?ng all measures.  The results showed that while both groups ini?ally lacked 
confidence in their language abili?es, the training effec?vely strengthened key communica?on skills.  
Japanese students increased their spoken word count by 41.1%, while Thai students showed a 24.1% 
increase a\er the 3×3 TLT training.  However, significant group differences emerged: Thai students scored 
higher in incorpora?ng feedback and intercultural communica?on while Japanese students showed 
stronger confidence in improvised speaking. These findings suggest that Thai learners priori?ze 
interac?ve competence, while Japanese learners emphasize quick and structured delivery.  Future 
challenges will include developing teaching methods that account for cultural differences and emphases. 
Addi?onally, addressing differences in teaching approaches and iden?fying op?mal language proficiency 
levels will be crucial in future research to ensure the method’s adaptability and effec?veness. 
 
Keywords: speaking, fluency, 3x3 table language training, communica?on skills, intercultural 
communica?on 
 

INTRODUCTION 
 
Building English fluency has long been a cri?cal challenge in Japan, par?cularly in business and 
educa?onal contexts where global communica?on is essen?al. Surveys of Japanese business 
professionals (Koike et al., 2010; Terauchi et al., 2015) reveal that many experience considerable difficulty 
in speaking English in workplace sefngs, despite being able to manage their job responsibili?es. Recent 
findings suggest that this situa?on remains largely unchanged (Naito & Terauchi et al., 2024). This 
highlights a persistent issue: Japanese users of English o\en struggle to express their intended messages 
smoothly and effortlessly. 

To understand fluency, it is important to examine the speech produc?on process. Levelt (1989) 
proposed a model of L1 speech produc?on consis?ng of three main stages: conceptualizing the message, 
formula?ng a pre-verbal message, and ar?cula?ng speech. L2 research has adapted this model and 
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addressed the major difference that L2 speech typically lacks the automa?city and parallel processing 
evident in L1. For example, L2 speakers tend to pause more frequently and for longer dura?ons than L1 
speakers (de Jong, 2016). At lower levels of proficiency, learners o\en struggle to access their resources 
and proceed through the stages in a linear, step-by-step manner, resul?ng in frequent pauses and, in the 
worst case, hal?ng communica?on and eroding confidence. This o\en results in silence or the avoidance 
of further interac?on. However, verbal interac?ve communica?on is dependent on the speaker’s output, 
and it mamers how L2 learners amain higher fluency. There is limle doubt that classroom treatment has a 
crucial and significant role in EFL contexts. 

To address these challenges, Naito (2022) developed the “3x3 Table Language Training (3x3 TLT),” 
which draws on Levelt’s speech produc?on model, par?cularly emphasizing strengthening the 
formula?on stage. The 3×3 TLT is a pair-work ac?vity in which a learner describes a slide shown with 
simple objects or images as quickly as possible while the other reconstructs it by drawing or wri?ng, with 
roles alterna?ng as learners ask for clarifica?on and elaborate on details. The contents of 3x3 table grids 
vary from simple to more complex objects, ensuring repeated prac?ce with increasing challenge. It is 
aimed that learners easily work on formula?on rou?nes, reduce cogni?ve load, and enhance spontaneity 
in using a target language. Previous studies among Japanese university students reported posi?ve 
outcomes, including increased output, greater confidence, and reduced anxiety (Naito et al., 2018; Naito 
et al., 2019; Yamada et al., 2019; Yamada et al., 2021; Ishikawa et al., 2021). More recently, the 3x3 TLT 
was applied to Thai university students studying Japanese for the first ?me, sugges?ng its poten?al 
across different contexts. 

While these results are encouraging, limle is known about how the 3x3 TLT may enhance fluency 
across diverse cultural and linguis?c environments. To bridge this gap, this study addresses the following 
research ques?ons: 

RQ1: How effec?ve is the ‘3x3 TLT’ method in enhancing students’ verbal output, psychological 
readiness, and communica?on skills across different cultural contexts? 
RQ2: What specific skills are developed through its applica?on? 

 
LITERATURE REVIEW 

 
Based on Levelt’s model, Segalowitz (2010) proposed three types of fluency: cogni?ve, umerance, and 
perceived. Cogni?ve fluency refers to “the speed and manner of the underlying mechanics of speech 
produc?on” (Tavakoli & Hunter, 2018, p. 334), reflec?ng the efficiency of mental processes during 
language use. Umerance fluency concerns the observable features of speech, including rate, pauses, 
hesita?ons, repe??ons, and repairs. Perceived fluency, by contrast, relates to listeners’ judgments of how 
fluent an umerance sounds. 

Research on umerance fluency has amracted considerable amen?on. Lennon (1990) emphasized 
the need for objec?ve and systema?c measures of fluency, leading to a framework with three categories: 
speed, breakdown, and repair measures (Skehan, 2003; Tavakoli & Skehan, 2005). In this line of research, 
tasks such as storytelling and discussion have been commonly used to elicit extended stretches of speech 
and to analyze disfluency features such as pauses and hesita?ons. However, this emphasis has le\ 
compara?vely limle research focusing on beginner or low-proficiency learners. 

Findings from L2 fluency research have offered valuable pedagogical insights. However, Rossiter 
et al. (2010) observed that ESL classrooms o\en emphasize free communica?on ac?vi?es, despite limited 
evidence that such ac?vi?es directly promote fluency. Free-flowing interac?on assumes that learners 
already possess sufficient linguis?c resources and can effec?vely employ communica?on strategies. In 
EFL contexts, where opportuni?es to use the target language outside the classroom are scarce, 
pedagogical tasks become even more crucial. This emphasizes the need for carefully designed classroom 
ac?vi?es that explicitly foster fluency development. In par?cular, many EFL learners have limited 
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exposure to English beyond the classroom and o\en lack confidence in spontaneous speaking. For such 
learners, fluency-oriented tasks can provide structured opportuni?es to prac?ce extended speech, 
gradually bridging the gap between classroom learning and communica?ve use (DeKeyser, 2007). 

In EFL contexts such as Japan, even frequent English users o\en rely on prepara?on-based 
strategies (Nakatani, 2017) that are less effec?ve for spontaneous communica?on. Naito (2022) 
introduces the 3×3 TLT in classroom prac?ce, intending to promote fluency, because the flow of 
interac?on depends more on overall dynamics, requiring speakers to draw on umerance fluency. 

Yamada et al. (2021) inves?gated the influences of 3x3 TLT across four universi?es in Sapporo, 
Japan, between 2018 and 2021. The results of one-minute speaking tests before and a\er the 3x3 TLT 
training showed a sta?s?cally significant increase in the number of words among par?cipants, confirming 
the method’s posi?ve impact on spontaneous English speech. Qualita?ve results further indicated 
improving learner confidence and greater willingness to engage in tasks and speak English. 

In contrast, Ishikawa et al. (2022) employed the GTEC1 English proficiency test—a standardized 
assessment with human evaluators for produc?on skills—to measure broader communica?ve 
competence gains following the 3×3 TLT. Their findings revealed no significant differences in overall 
speaking scores between pre- and post-training. This discrepancy may have been caused by differences 
in scoring measures among instruments, which standardize tes?ng measures global, objec?ve proficiency. 
However, the differences in learners’ performances in a short period of ?me are more likely to be subtle 
and specific, such as immediacy and confidence. Thus, this study suggests that measurements in L2 
research are more suitable. 

At the ABC Interna?onal Conference in 2019, the poten?al of applying the 3×3 TLT to languages 
other than English was raised as a comment from the audience. Building on this sugges?on, the present 
study implemented the training with Thai university students learning Japanese, who face similar 
challenges in developing speaking fluency as Japanese learners of English. This cross-linguis?c applica?on 
enables inves?ga?on of how the method func?ons in different learning contexts. Cross-cultural studies 
are crucial for iden?fying whether context-specific factors, such as learner beliefs, influence its 
effec?veness. 

In sum, while exis?ng studies have demonstrated the 3×3 TLT’s poten?al to enhance spontaneous 
speech, further research is needed to specify which sub-skills (e.g., rapid lexical retrieval, syntac?c 
chunking, discourse management) are principally influenced and to determine the extent to which effects 
can be generalized across cultural-linguis?c contexts. To address these ques?ons, the present study 
employed (1) a one-minute speaking task to measure the overall umerance fluency, (2) a ques?onnaire 
on aftudes and mo?va?ons related to 3x3 TLT, (3) a business-skill survey, and conducted a cross-cultural 
comparison between Thailand and Japan.  
 

METHODOLOGY 
 
ParNcipants 
 
Par?cipants in this study were 268 undergraduate students from three universi?es in Japan and 41 Thai 
students from a university in Thailand. For Japanese students, four teachers, including the authors, 
offered instruc?ons to them in independent EFL classes at three universi?es in Japan. For Thai students, 
two teachers, including the authors, taught two Japanese classes in Thailand. All par?cipants were 
enrolled in English (in Japan) or Japanese (in Thailand) language courses. However, par?cipa?on in this 

 
1 GTEC is a proficiency test that was developed by Benesse Corporation, a company in Japan, and the test has 
been widely administered among secondary and tertiary institutions in Japan. 
https://www.benesse.co.jp/gtec/en/ 
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study was voluntary, and informed consent was obtained in all cases. During the course of data collec?on, 
missing data from either the pre- or post-tests were eliminated, resul?ng in discrepancies in par?cipant 
numbers across the three components of the study. The number of par?cipants analyzed for each task is 
shown in the results.  
 
Measures 
 
To evaluate the effects of the 3x3 Table Language Training (3x3 TLT) method, three different datasets 
were collected for each par?cipant before and a\er the training, allowing for both within-group and 
cross-cultural comparisons. The details of the three tasks were explained to par?cipants in each 
classroom, and all tasks were the same as the ones used in the previous studies (Naito et al., 2018; Naito 
et al., 2019; Yamada et al., 2019; Ishikawa et al., 2021; Yamada et al., 2021; Yamada et al., 2024) to 
compare with the Thai group.  

The sequence of data collec?on and classroom interven?on was as follows: (1) pre-interven?on: 
1. descrip?on task, 2. psychological state survey, (2) 3x3 TLT (10 ?mes per 15-week semester), (3) post-
interven?on: 1. descrip?on task, 2. psychological state survey, 3. communica?on skill assessment. To be 
more precise, in addi?on to a speaking task, the two surveys were conducted in Japanese for Japanese 
students and in Thai for Thai students to avoid misunderstandings. The ques?ons had already been 
prepared in English and Japanese, and, for this study, they were translated into Thai by a na?ve Thai 
speaker who was also fluent in Japanese and English, and then checked for consistency among authors 
before being given to par?cipants. 
 
1. Descrip+on Task 
This task was conducted to collect the par?cipants’ actual speaking data. For a descrip?on task, 
par?cipants were shown a picture slide containing three different objects and asked to describe them 
verbally for one minute. The data were taken twice—before and a\er the 3x3 TLT exercise. To avoid the 
learning effect of repe??on for collec?ng data, the pictures used in pre- and post-tests were 
differen?ated. They were requested to suppose they explained the informa?on to someone who was not 
looking at the slide. Audio recordings were transcribed, and the total number of words for each 
par?cipant was calculated. The increase in word count served as the primary indicator of improvement in 
immediate verbal output. However, the other elements of fluency were not addressed in this study due 
to limita?ons in terms of learners’ proficiency as well as quan?ty and nature of umerance (e.g., words or 
phrases rather than sentences). 
 
2. Psychological State Ques+onnaire Survey 
A 25-item ques?onnaire was administered before and a\er the 3x3 TLT session to measure changes in 
students’ psychological readiness for spontaneous communica?on. The survey items, rated on a six-point 
Likert scale (1 = strongly disagree to 6 = strongly agree), assessed constructs such as mo?va?on, anxiety, 
and self-efficacy in speaking. The items were developed based on the Foreign Language Classroom 
Anxiety Scale (FLCAS) by Horwitz et al. (1986). To focus on speaking-related content, several items were 
eliminated, including those that inquired about overall language classes. The wording of the remaining 
items has also been adapted for EFL contexts. Addi?onally, to assess language proficiency, items related 
to current and target language proficiency were added. Language proficiency items used descriptors 
based on the Common European Framework of Reference for Languages (CEFR) (cf. Ishikawa et al., 2021). 
Therefore, the scales ranged from 1=A0 to 7=C2. Minor modifica?ons were made for both contexts (e.g., 
conver?ng English proficiency to Japanese proficiency for Thai students). Pre- and post-survey mean 
scores were compared to determine shi\s in psychological state.  
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3. Communica+on Skill Self-Assessment: The Use of Business and Professional Communica+on Skills 
(BPCS) 
A\er comple?ng the TLT session, par?cipants completed a self-assessment survey adapted from Business 
and Professional Communica?on Skills (BPCS) (Coffelt et al., 2022). BPCS is an inventory of skills required 
in business sefngs. The 3x3 TLT was originally developed to build speaking fluency in business sefngs 
rather than for classroom prac?ce, so this survey was included to examine the areas of business and 
professional skill development. A total of 39 items were selected out of 186 items for their relevance to 
verbal communica?on. The seven-point Likert-scale ques?onnaire assessed par?cipants’ percep?ons of 
specific skills gained through the 3x3 TLT exercise, including quick lexical retrieval, discourse organiza?on, 
and intercultural interac?on strategies. 
 
Data analysis 
 
Quan?ta?ve data analysis was conducted using IBM SPSS Sta?s?cs 27 with two-tailed α = .05. For the 
descrip?on task, paired-samples t-tests were performed separately for Thai and Japanese groups to 
assess the sta?s?cal significance of word count increases. Psychological state data were analyzed via 
paired-samples t-tests to compare pre- and post-interven?on survey scores within each cultural group. 
Self-assessment responses were analyzed using independent-samples t-tests to compare mean skill 
ra?ngs between the two groups. 
 
Ethical ConsideraNons 
 
All procedures were conformed to the ethical standards of the par?cipa?ng ins?tu?ons.  Par?cipants’ 
anonymity was preserved by assigning numerical codes to recordings and survey data, and all data were 
stored on password-protected servers accessible only to the research team. 
 

FINDINGS 
 
1. DescripNon Task 
 
The results in Table 1 indicate that both Thai and Japanese par?cipants increased the number of words 
a\er engaging in the 3×3 TLT exercises. Japanese students exhibited a larger percentage increase (41.1%) 
compared to Thai students (24.1%), possibly reflec?ng that Japanese students may have become faster 
at going through their overall speech produc?on process than Thai students. Another possibility is that 
students’ proficiency level may have influenced the difference: Japanese students have studied English 
for at least six years before entering university, whereas Thai students’ experience of learning Japanese 
varies from beginners to highly proficient, self-taught learners. 
 
Table 1. 
Descrip*on Task Word Counts Before and A8er 3×3 TLT Exercise 

Group Number of 
students 

Pre-task 
(M words) 

Post-task 
(M words) 

Increase 

Thai 34 13.8 18.2 24.1% 

Japan 210 20.6 35.3 41.1% 

Note. M = mean.  
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2. Psychological State QuesNonnaire Survey 
 
In this study, 19 out of 25 items were presented in the analysis and discussion. Originally, there were 25 
items for a pre-training survey; 30 for a post-training survey. Excluded items were related to demographic 
informa?on and open-ended ques?ons as they were not directly relevant to the research focus (e.g., 
interests and difficul?es on 3x3TLT). (cf. Ishikawa et al., 2021) The scores shown in Table 2 indicate the 
mean of each group. 
 

Table 2  
Psychological State Ques*onnaire Survey Before and A8er 3×3 TLT Exercise (Thai: N=40, Japan: N=242) 

Statements TH Pre TH Post JP Pre JP Post 

Q1. I like communica?ng with people. 4.44 4.35 4.19 4.39 

Q2. I enjoy learning English/Japanese. 5.49 5.33 4.04 4.48 

Q3. I can speak English/Japanese with confidence. 3.73 3.68 2.27 2.85 

Q4. I don’t mind if I make a mistake in English/Japanese. 4.10 4.25 3.29 3.64 
Q5. I have feelings of resistance toward studying 
English/Japanese. 1.49 1.80 2.51 2.69 

Q6. I am trying to learn new English/Japanese 
words/phrases. 4.88 4.68 4.55 4.36 

Q7. I can use English/Japanese only a\er I remember 
English/Japanese words or rules. 4.54 4.65 4.36 4.41 

Q8. It is important for me to prac?ce English/Japanese 
through actual communica?on. 5.39 5.05 4.76 4.91 

Q9. I o\en confirm whether my understanding is right or 
not. 4.68 4.35 3.95 4.23 

Q10. I decide how to explain in advance when I need to use 
English/Japanese. 4.24 4.15 3.88 4.19 

Q11. I like working in pairs in my English/Japanese class. 4.54 4.25 3.98 4.33 
Q12. It is important for me to speak English/Japanese 
fluently. 4.66 4.33 4.00 4.06 

Q13. I pay amen?on to my English/Japanese pronuncia?on. 4.88 4.70 4.33 4.27 
Q14. I pay amen?on to other people's English/Japanese 
pronuncia?on. 3.85 3.85 3.00 3.19 

Q15. I worry about my English/Japanese grades. 5.10 5.18 4.36 4.24 
Q17/19. I hesitate to speak English/Japanese without 
requiring prepara?on in advance. 4.29 4.43 4.35 3.65 

Q18/20. I am afraid of conveying informa?on verbally 
about a given task as soon as possible. 4.24 4.20 4.54 4.14 

Q24/29. Your English/Japanese Level: CEFR A0, A1, A2, B1, 
B2, C1, C2.  2.05 2.55 2.17 2.52 

Q25/30. Your English/Japanese Level You want to acquire 
while you are in college: CEFR A0, A1, A2, B1, B2, C1, C2. 5.76 5.70 4.65 4.52 

Note.  Group comparisons (JP = Japan; TH = Thailand) were conducted. 
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Results indicated measurable increases in students’ self-perceived language proficiency in both 
countries. When asked to self-assess their current proficiency level (Q24/29), Thai students showed a 
mean increase of +0.50 points, while Japanese students demonstrated a mean increase of +0.35 points. 
These findings suggest that students may have evaluated that they were becoming more fluent in a 
target language, and that the 3x3 TLT may have posi?vely contributed to learners’ confidence in using a 
foreign language. 

To further explore item-level tendencies, the five ques?onnaire items with the largest pre-/post- 
score changes were iden?fied separately for each group. Interes?ngly, the observed changes highlight 
divergent affec?ve pamerns between Thai and Japanese students. 

Thai students nega?vely shi\ed on three interac?on-oriented items: Q8 (-0.34), Q9 (-0.33), and 
Q12 (-0.33). In contrast, the scores increased on Q5 (+0.31) and Q11(+0.29). 

These results suggest that while Thai students’ self-assessed language proficiency improved, 
their valua?on of interac?onal aspects such as fluency and confirma?on behaviors diminished slightly 
a\er training. The increased score on resistance suggests a modest increase in nega?ve affect, poten?ally 
reduced tolerance for language learning challenges; however, the mean remained below the scale 
midpoint (pre=1.49, post=1.80), indica?ng that overall resistance was s?ll low.  

Japanese students, on the other hand, showed strong posi?ve gains across affec?ve and 
interac?onal domains: Q16 (–0.83), Q11 (+0.64), Q3 (+0.64), Q9 (+0.61), and Q2 (+0.60). These results 
reflect a substan?al improvement in learners’ psychological readiness and aftude toward unplanned 
speech. The significant decrease in hesita?on without prepara?on (Q16, –0.83) suggests that the 3x3 TLT 
effec?vely reduced anxiety related to impromptu communica?on. Furthermore, enhanced scores in 
confidence (Q3), enjoyment (Q2), and interac?on (Q9, Q11) suggest a growing preference for 
collabora?ve learning and increased comfort in communica?ve tasks. 

Overall, the 3x3 TLT method contributed to improved self-percep?on and readiness to speak, but 
the nature of change varied across cultural contexts. Thai students appeared to benefit more in terms of 
general proficiency and less concerned aftude, while Japanese students showed stronger gains in 
fluency-oriented behaviors and collabora?ve engagement. These findings could be interpreted as the 
need for culturally responsive adapta?ons of language training methods to align with learners’ 
mo?va?onal profiles and communica?on styles. 
 
3. CommunicaNon Skill Self-Assessment 
 
Group comparisons were conducted using independent samples t-tests. The analysis focused on 
iden?fying items with sta?s?cally significant differences. Nine items showed significant group differences 
(p < .05) as shown in Table 3.  The full list of item-level comparisons is available in the Appendix. 
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Table 3  
Top Differences in Self-Assessed Business and Professional Communica*on Skills (BPCS) 
Thai: N=30, Japan: N=158 

Skill DescripNon M 
(JP) 

M 
(TH) 

M 
Difference t-value p-value 

Incorporate feedback 4.09 5.10 -1.01 -5.10 0.00 

Cross-cultural communica?on 3.38 4.30 -0.92 -4.03 0.00 

Build rapport 3.79 4.57 -0.78 -3.13 0.00 

Pronuncia?on 3.62 4.37 -0.75 -2.98 0.00 

Facial expressions 3.56 4.27 -0.70 -3.09 0.00 

Impromptu speaking 4.42 3.77 0.65 2.38 0.02 

Give feedback (posi?ve and nega?ve) 3.91 4.53 -0.63 -2.61 0.01 

Coherent messages 3.83 4.30 -0.47 -2.09 0.04 

Explain 4.68 4.27 0.41 2.06 0.04 

Note. Nega?ve numbers indicate higher average ra?ngs in the Thai group. 
 

These results demonstrate several culturally-influenced tendencies in communica?on skill 
development. Thai students exceeded their Japanese peers in areas related to social and affec?ve 
communica?on—such as incorpora?ng feedback, engaging in intercultural communica?on, and 
expressing themselves nonverbally. These outcomes suggest that Thai learners, shaped by a 
communica?on culture that emphasizes rela?onal harmony and awareness toward feedback, benefited 
notably in these interpersonal domains. 

Conversely, Japanese students rated themselves higher in skills associated with structured 
delivery, par?cularly in improvised speaking and providing clear explana?ons. The higher score in 
impromptu speech indicates that Japanese learners developed greater confidence in spontaneous 
language use—an essen?al skill in fast-paced professional contexts. 

Together, these results reveal that the 3x3 TLT method could foster skill development tailored to 
learners’ cultural learning styles and educa?onal expecta?ons. Thai learners showed improvement in 
social-communica?ve and intercultural domains, while Japanese learners focused on message clarity and 
delivery efficiency. These findings reinforce the value of cross-cultural customiza?on when applying the 
3x3 TLT in business communica?on training across diverse educa?onal sefngs. 
 

DISCUSSION 
 
The present study confirms that the 3x3 Table Language Training (3x3 TLT) method helps enhance 
immediate verbal output. Students across both cultural contexts produced a greater number of words 
per minute following the interven?on.  These quan?ta?ve gains are consistent with prior asser?ons that 
structured, task-based ac?vi?es can automa?ze aspects of the formula?on process, leading to 
measurable improvements in fluency. Importantly, the significant shi\ in learners’ mental states—
reflected in increased self-efficacy and reduced anxiety—marks the method’s psychological benefits in 
mi?ga?ng nega?ve affect and sustaining mo?va?on. 
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The item-level analyses reveal dis?nct cultural pamerns in how learners respond to the 3x3 TLT 
exercises. Thai students showed pronounced gains in social and affec?ve communica?on skills, such as 
incorpora?ng feedback and intercultural interac?on, which may be associated with educa?onal and 
cultural orienta?ons that emphasize rela?onal harmony and collec?vist values. Conversely, Japanese 
students exhibited stronger development in skills related to impromptu speech and coherent explana?on, 
sugges?ng a pedagogical alignment with logical structuring and efficiency. These differences may imply 
the importance of considering learners’ cultural predisposi?ons when designing and implemen?ng 
language training interven?ons. However, further research is needed to establish the extent of such 
influences. 

The observed divergence in communica?on styles—where some learners priori?ze interac?onal 
engagement while others focus on rapid, logical delivery—offers valuable insights for applied linguis?cs 
and language pedagogy. Specifically, the 3x3 TLT’s emphasis on rapid lexical retrieval aligns with cogni?ve 
load theory, whereby repe??ve, structured prac?ce reduces processing demands, freeing cogni?ve 
resources for more complex tasks. Addi?onally, the posi?ve shi\s in psychological readiness indicate that 
immediate response training can enhance learners’ willingness to take communica?ve risks, a cri?cal 
factor in language acquisi?on according to affec?ve filter hypotheses. 

From an instruc?onal perspec?ve, these findings suggest several prac?cal recommenda?ons. 
First, teachers should maintain learner mo?va?on and minimize resistance by encouraging ac?ve use of 
pre-learned vocabulary, crea?vely varying task topics to sustain engagement, and providing consistent 
posi?ve feedback. Second, task difficulty can be calibrated through adjustments in grid complexity or 
?me constraints, allowing for differen?ated instruc?on that meets learners at their proficiency levels. 
Finally, integra?ng intercultural components—such as comparing communica?on norms or role-plays—
can further enhance learners’ intercultural awareness and adaptability. 
 

LIMITATIONS 
 
This research, however, is subject to several limita?ons. First, the study employed a quasi-experimental 
design without a control group, limi?ng causal inferences. Future research should incorporate 
randomized controlled trials to isolate the effects of 3x3 TLT more rigorously. Second, the reliance on self-
report measures for psychological and skill assessments may introduce response biases; triangula?ng 
with observa?onal or physiological data could enhance validity. Third, the rela?vely short ?me frame of 
the interven?on precludes conclusions about long-term reten?on; longitudinal follow-ups would clarify 
whether improvements persist over ?me. Lastly, although cross-cultural comparisons were valuable, 
expanding to addi?onal linguis?c contexts (e.g., learners of Chinese or Korean) would assess the 
generalizability of the TLT method across diverse language pairs. 
 

CONCLUSION 
 
This study demonstrates that the 3×3 TLT method enhances learners’ immediate verbal output and 
psychological readiness for spontaneous communica?on, addressing RQ1. The structured, task-based 
interven?on supports measurable gains in fluency and confidence while reducing anxiety. In response to 
RQ2, the training was shown to cul?vate verbal communica?on skills across cultural contexts: Thai 
students demonstrated stronger abili?es in incorpora?ng feedback and intercultural communica?on, 
while Japanese students excelled in improvised speaking and delivering clear explana?ons. These 
findings indicate the importance of context-sensi?ve pedagogy. By aligning training strategies with 
learners’ strengths—whether in social-interac?onal or logically structured domains—educators can 
adapt the 3x3 TLT framework to foster targeted communica?on growth. Ul?mately, the 3×3 TLT offers a 
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prac?cal, evidence-based approach to overcoming common barriers in language instruc?on and 
suppor?ng diverse learner needs. 
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Appendix 
Full results of Self-Assessed Business and Professional Communica*on Skills (BPCS) 

No. Skill DescripNon M
 

(J
P)

 

M
 (T

H)
 

M
 

Di
ffe

re
nc

e 
t 

- v
al

ue
 

P 
- v

al
ue

 

1 Accurate messages 4.38 4.20 0.18 0.82 0.41 
2 Clarify informa?on 4.52 4.23 0.29 1.13 0.26 

3 Clarity: messages that are explicit, simple, and 
compact 4.80 4.43 0.36 1.59 0.12 

4 Concrete messages 4.25 4.47 -0.22 -1.03 0.31 
5 Correct messages 4.13 4.4 -0.27 -1.21 0.23 
6 Paraphrase 4.42 4.17 0.25 0.98 0.33 
7 Answer ques?ons 4.06 4.37 -0.31 -1.48 0.14 
8 Ar?culate ideas 4.20 4.30 -0.1 -0.48 0.63 
9 Be flexible 4.53 4.77 -0.24 -1.1 0.28 

10 Contextual awareness 4.22 4.27 -0.05 -0.18 0.86 
11 Give examples 3.87 4.37 -0.5 -1.78 0.08 
12 Oral communica?on skills 4.34 4.47 -0.13 -0.52 0.61 
13 Interpersonal communica?on skills 4.58 4.53 0.04 0.18 0.86 
14 Explain 4.68 4.27 0.41 2.06 0.04 
15 Listening skills 4.74 4.70 0.04 0.19 0.85 
16 Responsiveness 4.28 4.37 -0.09 -0.4 0.69 
17 Tact 4.27 4.37 -0.10 -0.48 0.63 
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18 Build rapport 3.79 4.57 -0.78 -3.13 0.00 
19 Concise messages 4.66 4.60 0.06 0.27 0.79 
20 Enuncia?on 4.04 4.37 -0.33 -1.36 0.18 
21 Facial expressions 3.56 4.27 -0.7 -3.09 0.00 
22 Intona?on 3.83 4.20 -0.37 -1.41 0.17 
23 Face-to-face communica?on 4.49 4.40 0.09 0.43 0.67 
24 Ask ques?ons 4.23 4.27 -0.04 -0.19 0.85 
25 Pronuncia?on 3.62 4.37 -0.75 -2.98 0.00 
26 Adapt to the situa?on/audience 4.32 4.47 -0.15 -0.69 0.49 
27 Coherent messages 3.83 4.3 -0.47 -2.09 0.04 
28 Complete messages 4.62 4.33 0.29 1.50 0.14 
29 Engage in conversa?on 4.47 4.5 -0.03 -0.10 0.92 
30 Impromptu speaking 4.42 3.77 0.65 2.38 0.02 
31 Nonverbal communica?on 3.90 3.93 -0.03 -0.11 0.91 
32 Organized messages 3.83 4.10 -0.27 -1.21 0.23 
33 Posi?vity 4.41 4.53 -0.12 -0.52 0.61 
34 Precision 4.09 4.20 -0.11 -0.49 0.63 
35 Conversa?on management 4.18 4.20 -0.02 -0.08 0.94 
36 Cross-cultural/intercultural communica?on 3.38 4.30 -0.92 -4.03 0.00 
37 Pace 4.08 4.30 -0.22 -1.09 0.28 
38 Give feedback (posi?ve and nega?ve) 3.91 4.53 -0.63 -2.61 0.01 
39 Incorporate feedback 4.09 5.10 -1.01 -5.10 0.00 
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Abstract 
 
Despite MEXT's policy on English educaHon reform, Japanese students’ English speaking fluency remains 
one of the skills they struggle to acquire (MEXT, 2016; OECD, 2018). This study employed a classroom-
based acHon research design with a quasi-experimental structure. It explored (1) whether there is a 
measurable improvement in students' speaking fluency through a weekly fluency acHvity, and (2) 
whether students are moHvated to improve their speaking fluency using available technology. The study 
implemented a weekly 3/2/1 Fluency acHvity, an adaptaHon of NaHon’s (1989) method, in a compulsory 
English discussion class at a Japanese university. Eleven classes of first-year university students (n=118) 
parHcipated in weekly 3/2/1 Fluency acHviHes over the course of a semester, while two addiHonal classes 
served as control groups. Students used smartphones to record their 1-minute speech and document it 
via Google Docs in order to track their speaking rate. Data analysis indicated an overall improvement in 
fluency, measured in words per minute. Furthermore, it was found that the factor that moHvated 
students to speak faster the most was Hme pressure (73.8%), followed by use of technology (60.7%), and 
then peer pressure (59.5%). These findings suggest that structured, Hmed speaking pracHce with 
technology to visualize real-Hme progress can be effecHve in improving fluency and engagement in an 
EFL context. Future research could examine fluency development by considering addiHonal aspects of 
fluency beyond speaking speed, analyzing fluency gains within a contained segng, and collecHng more 
in-depth qualitaHve data regarding learner moHvaHon. 
 
Keywords: speaking fluency, 4/3/2 fluency, moHvaHon, technology, student self-assessment 
 

INTRODUCTION 
 
In Japanese secondary educaHon, English learning has tradiHonally emphasized grammaHcal accuracy 
through translaHon-based methods, with limited aienHon to spoken communicaHon (Falout et al., 
2008). At the university level, however, students are typically expected to parHcipate in communicaHon 
courses that require exchanging ideas in English. Many struggle with this shi9, o9en lacking the fluency 
needed to express themselves confidently.  

At one university in Tokyo, first-year students take English Discussion Class (EDC), a course 
designed to help students develop the communicaHon and discussion skills needed to “be able to 
exchange opinions with others in order to share their culture and beliefs with both naHve and non-naHve 
speakers in English” (Hurling, 2012, p. 1-2). A central component of this course is a fluency acHvity 
adapted from NaHon’s (1989) 4/3/2 task, in which students repeat the same speech under progressively 
shorter Hme limits. For classroom efficiency reasons, the EDC version shortens each stage by one minute, 
creaHng a 3/2/1 format. Although the authors observed apparent gains in spoken fluency over several 
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years of using the acHvity, these improvements were not empirically proven, leading to the following 
research quesHons: 

1. Has there been a measurable improvement in speaking fluency a9er engaging in 3/2/1 Fluency?  
2. Does the use of technology moHvate students to improve their speaking fluency? 

 
LITERATURE REVIEW 

 
Background 
 
In recent years, the development of speaking and listening skills has been pointed out as a challenge in 
Japanese English educaHon. In response, Japan’s Ministry of EducaHon, Culture, Sports, Science and 
Technology (MEXT) has set enhancing listening and speaking skills (communicaHon abiliHes) as a policy 
goal in its English educaHon reforms since 2014 and has announced plans to expand opportuniHes for 
speaking in classroom instrucHon while advancing teacher training and the development of teaching 
materials (MEXT, 2016). This issue is also prominent on a global scale. The OECD report on Japan's 
educaHon policy (OECD, 2018) points to the need for naHonal-level educaHonal reform, suggesHng that 
imbalances in curriculum content (overemphasis on reading and wriHng) and the effecHveness of 
speaking instrucHon are key challenges. According to the EF English Proficiency Index (2024), Japan hit a 
record low of 92nd place in the English proficiency ranking of 116 countries and regions where English is 
not considered their mother tongue. Looking at Japan's results by age group, the rate of decline in scores 
for those aged 18 to 21 over the past decade significantly outpaced that of those aged 21 and above, 
with the 2024 scores also ranking lowest among all age groups. This suggests that the results of Japan's 
English educaHon reforms have yet to materialize. When discussing the improvement of English speaking 
skills, both accuracy and fluency are involved, but this study will focus on fluency as it is an area that 
Japanese EFL speakers have tradiHonally found more challenging. Previous research on Japanese EFL 
learners has reported persistent difficulHes in speaking fluency, parHcularly temporal indicators such as 
speech rate and clause-internal pauses, even when grammaHcal accuracy is not significantly impaired 
(Saito et al., 2018; Suzuki & Kormos, 2019; Tokunaga, 2021). These findings suggest that fluency may 
develop later than other areas and should be prioriHzed in classroom intervenHons.  
 
Fluency 
 
Fluency is commonly defined as the ability to produce language smoothly and in real Hme (Skehan, as 
cited in Thornbury, 2000; Lennon, 2000). In the field of second language acquisiHon (SLA), many studies 
define fluency not merely as the “ability to speak fluently,” but based on measurable criteria such as 
speed, accuracy, hesitaHon and pauses. For example, Lennon (1990) idenHfied two important areas of 
fluency: (1) speech-pause relaHonships in performance and (2) frequency of occurrence of dysfluency 
markers such as filled pauses and repeHHons. Tavakoli & Skehan (2005), in their task studies, proposed a 
framework classifying fluency into “speed fluency (speech rate, arHculaHon rate, amount of speech, Hme 
raHo and mean length of run),” “breakdown fluency (pauses and silence),” and “repair fluency 
(reformulaHon, replacement, false starts, and repeHHon).” Segalowitz (2010; 2016), from a 
psycholinguisHc perspecHve, disHnguished fluency into three layers: “uierance fluency (speech rate, 
hesitaHon and pausing phenomena),” “cogniHve fluency (processing efficiently),” and “perceived fluency 
(listener-based judgements of fluency).” NaHon (1989) idenHfied three measurable aspects of fluency: 
“(1) the speed and flow of language producHon, (2) the degree of control of language items, and (3) the 
way language and content interact” (p. 377). The present study focuses on NaHon (1989)’s first aspect, 
with an emphasis on speed in words per minute, and invesHgates whether technology-supported self-
monitoring can moHvate learners to improve their fluency. 
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Fluency AcJvity 
 
One well-known fluency-enhancing acHvity is the 4/3/2 fluency acHvity. Maurice (1983) first devised this 
method. This is a pair-based speaking training exercise where one person speaks without interrupHon to 
a partner, then repeats the same content to a new partner at progressively shorter intervals. The speaker 
talks about the same topic for 4 minutes, then 3 minutes, and finally 2 minutes. The listener does not 
engage in dialogue with the speaker except for occasional reacHons. NaHon (1989) popularized this 
technique. He demonstrated that the 4/3/2 technique contributes to improving learners' speaking speed 
and reducing pauses and hesitaHons. Furthermore, he discovered that repeHHve pracHce helps build 
learners' confidence in speaking. Based on NaHon’s noHon, Hurling (2012) modified the standard 4/3/2 
acHvity Hme allocaHon to 3/2/1 for incorporaHon into a new discussion course at a university in Tokyo. 
This acHvity aimed to culHvate students' ability to speak fluently and confidently in English as well as 
develop ideas and share informaHon during a later discussion. Bertorelli (2018) overviewed various 
fluency acHviHes in the literature including the 4/3/2 and 3/2/1 variaHons, concluding that “all studies 
have one common feature: repeHHve speaking acHviHes seem to improve speaking speeds of learners, 
providing valuable input and pracHce for proceduralizaHon” (p. 153). Taking into account that the 3/2/1 
Fluency acHvity has similar benefits as the 4/3/2 original, this study employs the 3/2/1 version (herea9er 
referred to as 3/2/1 Fluency). 
 

METHODOLOGY 
 
Research design 
 
This study examined the effects of 3/2/1 Fluency on first-year university students’ speaking fluency. The 
acHvity was implemented weekly from Lesson 2 through Lesson 13. Eleven classes parHcipated in the 
acHvity each week, while two addiHonal classes served as control groups. The control groups parHcipated 
in 3/2/1 Fluency only in Lessons 2 and 13, conducHng standard warm-up discussions during the other 
lessons. Data were collected from both experimental and control groups for comparison. 
 
Research parJcipants 
 
The parHcipants consisted of 13 classes of first-year university students enrolled in a required English 
Discussion course. Each class had approximately 10 students, with a total of 138 students. Nine classes 
were at the CEFR A2–B1 level (TOEIC 280–479), three classes were CEFR B1–B2 (TOEIC 480–679), and one 
class was CEFR A1–A2 (TOEIC under 280). 

A total of 138 students gave informed consent to parHcipate in the study, and all of them 
provided at least one valid data sample. Of these, 118 were in the experimental group and 20 were in the 
control group. In the final lesson, 84 students from the experimental group completed a survey using 
Google Forms.  
 
Ethical consideraJons 
 
This study was approved by the InsHtuHonal Review Board of both the students’ and the researchers’ 
affiliated insHtuHon. The parHcipants were informed about the purpose and procedures of the study and 
gave their wriien informed consent prior to parHcipaHon. They were assured that their decision to 
parHcipate or not would not affect their course grades. All data, including speech transcripHons, WPM 
records, and quesHonnaire responses, were anonymized before analysis to protect parHcipants’ privacy.  
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Research instruments 
 
The main instruments and tools used in this study included: 

• Students’ smartphones with Google Docs and Google Drive applicaHons installed. 
• Google Drive folders (one per student), prepared in advance, containing 12 separate Google Doc 

files for those in the experimental groups and 2 files for those in the control groups. 
• QR codes printed on students’ name cards, linking directly to their individual folders. 
• Name cards with space for students to record their Words Per Minute (WPM) and printed 

instrucHons (in Japanese) to guide them through the acHvity. 
• University Wi-Fi, enabling access to the online tools. 

 
 
 
 
 
 
 
 
 
 

 
 
 
 
 
 
 
 

Figure 1. Student name card example 
 

Data collecJon 
 
Lesson 1:  

● Students were introduced to 3/2/1 Fluency, installed the necessary apps, and pracHced 
accessing their Google Drive folders via their QR codes. They also pracHced segng their 
smartphone keyboards to English for transcripHon. 

 
Lessons 2–13: 

● 3/2/1 Fluency was conducted. Students first engaged in 3-minute and 2-minute speaking rounds 
with partners. In the 1-minute round, students spoke into their smartphones, which transcribed 
their speech via Google Docs’ voice recogniHon. A9er finishing, they recorded their WPM by 
using the “Word Count” funcHon in Google Docs and then wriHng the number onto their name 
cards. 

● Students in the experimental group repeated this process across all 12 weeks (Lessons 2–13). 
Control groups parHcipated only in Lessons 2 and 13. 

 
End of Lesson 13: 

● Name cards were collected from all students for WPM data. 
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● A quesHonnaire was administered in the experimental groups to invesHgate their percepHons 
and moHvaHon regarding speaking fluency. 

 
Data analysis 
 
Students’ WPM data from the name cards and Google Docs were collected and anonymized. Survey 
responses were also anonymized and used to invesHgate moHvaHonal effects through descripHve 
staHsHcs. 
 
 

FINDINGS 
 
At the end of the semester, students’ name cards were collected and their word counts were documented 
and organized into graphs using Google Sheets (see Figure 2). The average fluency in words per minute 
was calculated for both Lessons 2 and 13. Overall, there was an upward trend in all classes, including the 
control group (n=20). However, the parHcipants that engaged in regular 3/2/1 Fluency pracHce (n=118) 
made slight gains over students that had not engaged in such acHviHes (see Table 1).  
 

 
Figure 2. Average number of WPM per class, and collecHve average for all classes and control groups 

 
Table 1. 
The average increase in fluency in words per minute 

Experimental Group (n= 118) Control Group (n=20) 

13.0 8.8 

 
AddiHonally, students were surveyed at the end of the semester using Google Forms (n=84). The 

survey mainly consisted of 8 quanHtaHve quesHons on a five-point Likert scale. However, quesHons 1, 2, 
7, and 8 were followed by an open-ended follow-up quesHon that allowed students to provide qualitaHve 
responses. To ensure clarity, the quesHons were in both English and Japanese. Students were allowed to 
respond to qualitaHve quesHons in either English or Japanese, with the laier responses being translated 
into English using DeepL Translator. The purpose was to see whether students found 3/2/1 Fluency 
moHvaHng and, if so, what potenHal factors may have had a posiHve impact on moHvaHon. A9er the 
survey data was collected, the results were organized into graphs (see Figure 3). For the purpose of this 
research, students reporHng either a 4 or 5 on this Likert scale were considered to have endorsed the 
statement.  
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Q1A: Do you think the Fluency Practice was 
helpful in improving your speaking fluency?  

 
5 = It was very helpful 

1 = It was not helpful at all 

 Q2A: Did you enjoy doing Fluency Practice?  
 

 
5 = I enjoyed it a lot 

1 = I didn’t enjoy it at all 

Q3: Did you want to improve your speaking 
rate from week to week? 

 
5 = Yes, very much 

1 = No, not at all 

 Q4: Did using a timer help you speak faster?  

 
5 = It was very helpful 

1 = It was not helpful at all 

Q5: Did your classmates encourage you to 
speak faster? 

 
5 = Yes, very much 

1 = No, not at all 

 Q6: Did using Google Docs to record your 
voice encourage you to speak faster? 

 
5 = Yes, very much 

1 = No, not at all 

Q7A: Did you practice speaking English fast 
outside classes? 

 Q8A: Will you continue practicing speaking 
fast in the future? 
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5 =Yes, always 

1 = No, not at all 

 
5 = I will definitely continue 

1 = No, never 

 
Figure 3. Fluency reflecHon survey results 

 
In quesHon 1A, students were asked whether they perceived 3/2/1 Fluency pracHce to be helpful 

in improving their speaking fluency. A strong majority endorsed this statement (85.8%). 
In quesHon 2A, students were asked about their enjoyment. Despite the structured and repeHHve 

nature of the acHvity, most students reported having enjoyed the acHvity (83.3%).  
QuesHons 3 to 6 looked at moHvaHonal factors that might impact students’ desire to improve 

their speaking fluency. For quesHon 3, students generally endorsed the statement that they wanted to 
improve their speaking rate from week to week (75%). However, this was surprising because it also 
indicates that one out of every four students was not actually interested in speaking smoother, faster, or 
more accurately. Despite this result, it would seem many of these students sHll found the acHvity helpful 
(85.8%) and enjoyable (83.3%), but conversely, a lack of moHvaHon could also negaHvely affect 
enjoyment. QuesHons 4, 5, and 6 asked about specific factors that encouraged students to speak faster, 
focusing on the use of a Hmer, encouragement from classmates, and recording the rate of words per 
minute with Google Docs. In quesHon 4, students generally felt Hme pressure to be moHvaHng (73.8%), 
although not all students shared this senHment. QuesHon 5 would indicate that peer pressure had some 
influence (59.5%) but was less influenHal than Hme pressure. In quesHon 6, students found the use of 
technology to record their voices somewhat moHvaHng (60.7%), slightly more moHvaHng than peer 
pressure but admiiedly quite a bit less than the use of a Hmer.  

QuesHon 7A asked students whether they pracHced speaking quickly outside of class. As 
expected, only a small minority of students engaged in such acHviHes (20.2%) when not being forced to 
do so. In the cases where students endorsed the statement with a 1, indicaHng “not at all,” they did not 
provide a follow-up example for quesHon 7B asking how they pracHced. However, all other students—
even those endorsing the statement with a 2 or 3—provided pracHce methods, which were then placed 
into categories based on frequency (see Table 2). These examples would indicate that more than half 
(52.4%) made some degree of effort to improve their speaking fluency outside of class, although most 
(32.1%) could be said to have perceived those efforts to be minimal or ineffecHve.  
 
Table 2. 
Ways Students Tried to Speak Faster Outside of Class (n=37; mulCple responses allowed) 

Activity Number of Students Percentage 

Speaking faster when talking with English speakers  8 25.0% 
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Speaking aloud to myself in English 6 18.8% 

Translated what I am thinking in my head 4 12.5% 

Reading sentences aloud from a book 4 12.5% 

Practicing with an instructor or in another class 3 9.4% 

Shadowing 2 6.3% 

Singing along to English music 2 6.3% 

Other 3 9.4% 

 
QuesHon 8A asked students whether they will conHnue pracHcing speaking quickly in the future. 

A large majority of students expressed an interest in conHnuing to pracHce fluency in the future (65.4%).  
 
 

DISCUSSION 
 
The above findings show an increase in the speaking rate for the experimental group in words per minute 
compared to that of the control group. In addiHon, students found the acHvity to be both helpful (85.8%) 
and enjoyable (83.3%), which not only made the majority want to improve their speech rate on a weekly 
basis (75%) but also onward into the future (65.4%). 

QuesHon 1A asked whether 3/2/1 Fluency was helpful, and it can be concluded that students 
generally appreciated the opportunity to engage in speaking acHviHes, which may have been less 
common during their secondary educaHon courses. Students' moHvaHon for speaking pracHce is 
supported by findings from a Benesse (2024) survey, in which over half of the 771 university students 
who responded (56.5%) indicated that they most wanted to improve their speaking skills while learning 
English. This desire to speak may be aiributed to the Japanese educaHon system’s emphasis on accuracy 
over fluency, leading a type of dysfluency that Long (2017) describes as “gegng it right instead of gegng 
it fluent so that students are unable to convince, debate, discuss, negoHate and interact in a wide variety 
of segngs” (p. 20). For that reason, it is not surprising that students are aware of the problem and have 
a desire to engage in speaking acHviHes in hopes of combagng it. With regard to the actual outcomes, 
Bertorelli (2018) compared fluency acHviHes conducted in various contexts and concluded that repeHHon 
was the common feature that led to the improvement of speaking speeds. Therefore, by providing a 
method for students to monitor their progress technologically helps them perceive these gains in spoken 
fluency. 

QuesHon 1B asked students to explain their response to quesHon 1A, with answers typically 
falling into three categories: (1) Hme pressure (“It’s because we have to speak in limited Hmes, so our 
ability of thinking as English is increased”), (2) speaking opportuniHes (“The chance to speak in English is 
liile in Japan, so it helped me to improve my English skill”), or (3) the ability to view their own data 
(“Because the number of words I can say per minute has increased”). However, when students stated 
they did not find the acHvity helpful, the reason was either related to the viewing of their own data (“I 
didn’t increase my word count”) or difficulHes with technology (“I couldn’t get the correct word count 
because the Google Doc o9en stopped typing due to my poor grammar”). This is understandable, as 
students are more likely to engage in an acHvity if they feel successful (Kaboody, 2013, p. 50), but when 
such expectaHons don’t lead to successful outcomes, it can lead to disappointment or a loss of interest 
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(Ng & Ng, 2015, p. 100). Therefore, it is necessary for teachers to carefully monitor students for possible 
frustraHon resulHng from a lack of immediate progress or technological issues, providing moHvaHonal 
encouragement or troubleshooHng Hps as necessary. 

In quesHon 2A, students were asked about their enjoyment. The reason for this varied, with 
some describing it as “fun, like a game,” while others found pleasure in the level of peer interacHon (“I 
got to talk to a lot of different people” / “Because I was able to talk with my friends”), o9enHmes 
emphasizing being able to hear a range of ideas (“I was able to hear the opinions of many different 
people” / “By listening to different opinions, I could make use of them in subsequent discussions”). When 
the acHvity itself is viewed as fun and sHmulaHng, students become intrinsically moHvated to engage in 
the task out of genuine interest, rather than in response to outside influence (Ng & Ng, 2015). However, 
there were quite a few who referred to the enjoyment of noHcing their own improvement (“I realized I 
could speak quickly” / “I felt enjoyment in the way I could speak liile by liile” / “I like to know how my 
English skill is improve. If I can speak faster and the partner can understand, it is good way to know it”). 
When language learners, regardless of level, become aware of their own competence or ability to achieve 
goals, they develop self-confidence that enhances their desire to sustain self-directed goals (Dörnyei & 
Csizér, 1998). However, when parHcipants cited a lack of enjoyment, the content and difficulty level were 
o9en key factors (“There were so many difficult topics” / “Because as the topic got more difficult, the 
words didn't come out well” / “The topics were social issues, but because they were in English, I couldn't 
communicate them well and it was difficult to express my opinions”). This acHvity was used in place of 
warm-up quesHons with the goal being to provide students with ideas for the discussions that would 
follow. As such, the topic quesHons were based on lesson themes from the preparatory reading. For 
some students, this contributed to their enjoyment, as they could hear their peers’ ideas, but for others 
it would seem that if lessons regarding certain social issues were perceived as being more difficult to talk 
about, it may negaHvely impact their enjoyment of the acHvity. This would align with studies (Doe & 
Hurling, 2014l; Falout et al., 2009; Sakai & Kikuchi, 2009) describing the moHvaHng effect of having to 
learn content and make use of materials that are beyond the learner’s proficiency level. Ideally, 3/2/1 
Fluency quesHons should be at a level where all students can express their ideas relaHvely comfortably 
and without requiring extensive knowledge of topics or vocabulary. AlternaHvely, students could be 
provided the freedom to choose their own topics, thus increasing learner autonomy and personal 
relevance, further enhancing intrinsic moHvaHon.  

The purpose of quesHons 3 through 6 was to see whether students found 3/2/1 Fluency 
moHvaHng, and, if so, what potenHal factors may have had a posiHve impact on moHvaHon. While 
research tends to emphasize the demoHvaHng aspect of Hme pressure, 73.8% of the respondents found 
a Hmer to be most helpful at improving speaking rates. Maurice (1986) likens Hme pressure in fluency to 
that of a sporHng event with Hme pressure becoming a “communicaHve capsule” that “serves to heighten 
the energy levels and willingness to speak” rather than causing tension (p. 80). Another thing that makes 
these fluency acHviHes different from other Hmed acHviHes is repeHHon. Studies (De Jong, 2012; Thai & 
Boers, 2016) suggest that Hme pressure was perceived as beneficial in 4/3/2 fluency pracHces due to the 
incorporaHon of pre-task planning, which may occur before the acHvity itself but is also naturally 
embedded in the stages of fluency, as the first speech serves as strategic planning for the remaining two 
rounds. Therefore, it could be argued that Hme pressure alone cannot be aiributed to posiHve gains in 
both speech rate and perceived moHvaHon, as both preparaHon and repeHHon may serve to neutralize 
the stressful aspects of Hme pressure. With regard to quesHon 5, more than half of respondents (59.5%) 
felt encouraged to speak faster by their peers. As 3/2/1 Fluency relies heavily on pair interacHons, such 
close collaboraHon provides more opportuniHes to pracHce using the language and is, in itself, a source 
of moHvaHon (Ng & Ng, 2015). Overall, the features of 3/2/1 Fluency, namely Hme pressure, pre-task 
planning, and repeHHon, served as moHvaHng factors to encourage students to speak faster. 
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In quesHon 6, respondents found using Google Docs to transcribe their words encouraging 
(60.7%), as using Google Docs allowed them to monitor their real-Hme and weekly progress, thus 
acHvaHng their  intrinsic desire to improve. Therefore, the technology acts as a tool, not a toy, enabling 
students to set and achieve personal goals. However, such technology was not always readily available. 
Arevart and NaHon (1991, as cited in Bertorelli, 2018) emphasized the Hme-consuming nature of 
manually recording, transcribing, and analyzing speeches, with transcribing alone taking an average of 10 
minutes for every minute of recorded speech. These days, technology can expedite this process, and the 
ease by which it can be done allows students to take charge of their learning and monitor their own 
progress in a way that hadn’t been possible before. Therefore, it could be said that the acHvity in its 
purest form as described by NaHon (1989) is moHvaHng on its own without the addiHon of technology, 
but it seems that incorporaHng technology into such fluency acHviHes may benefit students overall, and 
teachers might consider including it in their course design. 

QuesHon 7A asked students whether they pracHced speaking quickly outside of class. While a 
majority of students expressed interest in improving their fluency in the future, only a small minority of 
students (20.2%) reported regularly pracHcing speaking quickly outside of class. This data aligns with 
previous observaHons that many Japanese university students struggle to iniHate or sustain self-directed 
language learning on their own (Curry et al., 2017). These learners o9en lack guidance or an 
understanding of the strategies needed for independent speaking pracHce, largely due to being 
condiHoned toward the teacher-centered instrucHon they received throughout high school, which 
emphasizes grammaHcal accuracy and rote memorizaHon over communicaHve language ability. In spite 
of this, more than half of the students (52.4%) made at least some effort to pracHce outside of class, 
even if those efforts were minimal or perceived as ineffecHve. Some acHviHes in Table 2, such as reading 
sentences aloud (12.5%), shadowing (6.3%), or singing along to music (6.3%), suggest that students were 
experimenHng with ways to increase fluency but o9en relied on methods which required limited 
interacHon with other people. It seems that some students are willing to conHnue the development of 
their spoken fluency on their own, but adequate support would be necessary to help them do so more 
effecHvely. As Ohashi et al. (2021) explain, teacher-provided tools which encourage structured reflecHon 
and goal-segng can help learners make self-guided pracHce more intenHonal and sustainable. The 
findings from our study suggest that our students may likewise benefit from such support, leading to 
more effecHve fluency development outside the classroom. 

In quesHon 8A, a majority of respondents (65.4%) said that they would like to conHnue pracHcing 
speaking quickly in the future, and their reasons can largely be organized into five categories: (1) a 
perceived weakness in ability (“I am sHll too slow to speak English”), (2) a general desire to improve 
communicaHon (“I want to speak English well”), (3) peer pressure (“I saw people in my class who could 
speak English smoothly and I admired them” / “Because it's cool to look like you're good at English if you 
can speak it quickly”), (4) career opportuniHes (“If I were to work in a hotel in the future, I would need to 
be able to speak English fluently” / “It will be useful for my work if I can speak English, and I will be able 
to communicate with many different people”), and (5) a desire to connect with foreigners and travel 
abroad (“Because I want a lot of friends who don’t live in Japan” / “I think it is easier to communicate 
with naHve speakers if I can speak quickly” / “I like to travel, so I have many opportuniHes to go abroad, 
and I think it would be easier if I could speak well then”). However, quite a few expressed a desire “to not 
waste the results so far,” which is summed up nicely by the following comment: “I don't want to lose the 
English skills I have gained so far, and at the same Hme, I want to improve my English level and prepare 
for opportuniHes I haven't seen yet.” SHll, the reality of the situaHon is aptly expressed by one student: “I 
don't seem to have the opportunity. If I had Hme to do it with everyone, I would conHnue to do it, but 
not by myself alone.” This final comment reminded us that many students have a strong desire to 
improve speaking fluency, but this kind of acHvity is not necessarily something that can be sustained 
outside of the classroom. Therefore, conHnuing to implement a guided acHvity such as 3/2/1 Fluency will 
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benefit students while they are in a structured classroom environment, but L2 educators may also choose 
to take the addiHonal step of exploring ways to provide guidance, tools, or frameworks to these same 
students that may help them extend such fluency pracHces into their own independent studies beyond 
the classroom (e.g., Curry et al., 2017; Ohashi et al., 2021). 

In summary, the survey helped shed light on the students’ experience of 3/2/1 Fluency along 
with the effect of newly incorporated elements. While the quanHtaHve fluency gains were modest, the 
qualitaHve feedback shows that students perceived the acHvity to be both helpful and enjoyable. In 
addiHon, Hme pressure in conjuncHon with technologically-aided self-monitoring had a posiHve impact 
on intrinsic moHvaHon. However, the survey also uncovered a gap in students’ desire to improve their 
fluency and their actual out-of-class pracHce, reminding us of the importance of structured fluency 
acHviHes within classroom segngs supported by both teacher and peers. While in-class Hme is a precious 
resource, allocaHng a fracHon of that Hme to assist language learners in the development of their spoken 
fluency can be beneficial, moHvaHonal, and—most importantly—not easy to replicate on their own. 
 

CONCLUSION 
 
The purpose of this study was to determine whether students had made gains in their fluency over the 
course of a semester, namely by increasing their overall speaking rate within 3/2/1 Fluency acHviHes and 
documenHng their performance using technology that could be independently monitored by students. 
QuanHtaHve data indicated that students steadily improved, and the incorporaHon of Google Docs as a 
tool for real-Hme transcripHon and self-assessment had an overall posiHve influence on students’ 
moHvaHon to increase their spoken words per minute. However, the most influenHal moHvaHng factor 
was Hme pressure as prescribed by NaHon’s 4/3/2 format. Therefore, the use of 3/2/1 Fluency was 
deemed to be successful in helping students increase their fluency.  

Although a tradiHonal fluency pracHce would be sufficient for most classrooms, it could be 
enhanced through the use of technology. In addiHon, the quesHonnaire uncovered that students 
generally want to increase their fluency but may find it difficult to do so on their own. For this reason, L2 
instructors can facilitate the needs of their students by providing frequent opportuniHes to engage in 
such beneficial acHviHes.  

While classroom research was helpful in uncovering our students’ percepHons of this fluency 
acHvity, there were limitaHons that would be worth looking into in future iteraHons of this study. Firstly, 
this research emphasizes word count as a means of measuring spoken fluency. However, fluency also 
includes other aspects such as accuracy and the natural flow of speech. Therefore, instead of Google 
Docs, other forms of technology could be used to not only transcribe but perhaps record and analyze 
hesitaHons and inaccuracies. Secondly, there were a mulHtude of external factors that could likely have 
impacted students’ fluency gains, as the general nature of this English Discussion Class, along with other 
concurrent English-based courses requiring frequent communicaHon and acHve parHcipaHon, may have 
also fostered improvement. This was reflected by progress within the control groups despite their having 
only engaged in an informal warm-up discussion. Perhaps a similar experiment in which students engage 
in isolated fluency acHviHes would provide more accurate insight into the benefits of this acHvity. Lastly, 
our survey uncovered students’ general feelings about the acHvity, mainly whether it was helpful and 
enjoyable, as well as whether they found the acHvity to have real-world applicaHons that go beyond the 
classroom and onward into the future. However, this survey could be enhanced by collecHng further 
qualitaHve data with regard to the moHvaHonal effects of Hme pressure, peer pressure, and transcripHon 
technology. Despite these limitaHons, this study demonstrates that the integraHon of advancing 
technology into well-established pracHces can allow students to beier view their own language gains, 
thereby moHvaHng them to become more fluent L2 speakers. 
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Abstract 
 
This paper presents a research-backed model for preparing students to study abroad, consisEng of four 
key strands: due diligence, language preparaEon, goal seFng, and managing expectaEons. Due diligence 
covers all necessary paperwork and health and safety issues. Language preparaEon covers preparing 
students for real-world English and training for how to leverage their exisEng skills to communicate 
effecEvely during their life abroad. Goal seFng ensures that students leave with a clear set of realisEc 
and achievable goals, and how they plan to achieve them. Managing expectaEons gets students to 
interrogate and reflect upon their expectaEons of the programme, and various aspects of life in a foreign 
country. The paper provides Eps for implemenEng these four strands in a variety of contexts and ends 
with some limitaEons of our model and our plans for further improvements and research. 
 
Keywords: study abroad, preparaEon, goal seFng, language preparaEon, managing expectaEons 
 

INTRODUCTION 
 
Despite the impact of COVID-19, the number of internaEonally mobile students has conEnued to increase 
in nearly all countries around the world since 2013 (OECD, 2024). In order for students to get the most 
out of their Eme abroad, it is essenEal that they are properly prepared, no ma[er how long their sojourn 
may be. 

Current study abroad preparaEon programmes have been described as “woefully inadequate” 
with students being given a few hours of preparaEon predominantly “focussing on logisEcal” ma[ers 
with students “typically posiEoned as passive vessels, with li[le or no input into their own preparaEon” 
(Jackson, 2008, p. 222). This descripEon has been given in further studies in both Japan and abroad 
(Hockersmith & Newfields, 2016; Inoue, 2020), with recommendaEons including a focus on addiEonal 
areas to help students with language training, goal seFng, and managing their expectaEons (Lumley, 
2020). 

To address this gap, the authors of this paper have been developing their own model of study 
abroad preparaEon based upon their own research and pracEce at a private university in Nagoya, Japan. 
Though it was produced in a Japanese university, with Japanese learners, the four stands can be applied 
in a variety of contexts beyond Japan and beyond higher educaEon. The model consists of four key 
strands: due diligence, language preparaEon, goal seFng, and managing expectaEons. What follows is an 
overview of the programme’s creaEon, the four strands, and Eps on how to implement these strands in 
other contexts. 
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LITERATURE REVIEW 
 
The field of study abroad remains relaEvely under-researched (Entwistle, 2024b), even though ESL and 
EFL instrucEon have been conEnuously developing for a long Eme. Interest in study abroad is parEcularly 
strong in Japan, where numerous high school study abroad programs, academic journals, and special 
interest groups exist (JALT Study Abroad Special Interest Group, n.d.), along with seven universiEes, 
including ours, dedicated to foreign studies and study abroad. 

Based on research conducted in a Japanese university, Lumley (2020) found four areas which he 
considered key for preparing students to study abroad. Alongside the tradiEonal focus on paperwork and 
logisEcal ma[ers (Jackson, 2008), Lumley also idenEfied the need for be[er language preparaEon, 
support in goal seFng, and managing student expectaEons prior to departure. He proposed a model of 
four ‘strands’, with due diligence focusing on logisEcal ma[ers and paperwork, alongside language 
preparaEon, goal seFng, and managing expectaEons. 

Studies have shown (Inoue, 2020) that language preparaEon is largely lej to individual teachers 
and researchers, who conduct their own acEon research or run independent training sessions under their 
own iniEaEve. The lack of more thorough language development is parEcularly problemaEc here in 
Japan, as learners ojen find it hard to cope with the differences between Japanese and English, which 
are greater than between other languages (Swan & Smith, 2001). This struggle with accuracy and being 
understood can ojen lead to significant issues, such as demoEvaEon and fear of communicaEng 
(Entwistle, 2024b) when students are confronted with rapid colloquial speech in their target situaEon. 

Furthermore, Japan is a non-English speaking environment (NESE) meaning that students here 
have less chance for meaningful English interacEons and input outside the classroom (Entwistle, 2020), 
than students in English-speaking Environments (ESE), like the U.K. or Canada. Various studies show 
(Jackson, 2008, p.222; Hockersmith & Newfields, 2016; Inoue, 2020) that in terms of language 
preparaEon prior to study abroad sojourns, many insEtuEons are falling way short of what is ideally 
needed. 

What is needed in terms of language preparaEon for study abroad goes beyond the direct 
instrucEon of useful vocabulary and grammar. Students need training to help miEgate the negaEve 
moEvaEonal impact of moments where communicaEon breaks down (Burden, 2024). This kind of 
training could involve awareness training on rapid colloquial speech related to their study abroad context 
(Field, 1998; Hancock, 2018), and the teaching of strategies to overcome issues of miscommunicaEon or 
the full breakdown of communicaEon (Long, 1983). In other words, helping students learn how to exploit 
the skills and language they currently have, rather than the explicit teaching of new forms and structures. 

In terms of goal seFng, research from contexts outside Japan has found that students ojen 
depart on their study abroad programmes either without any clear goals, or goals which are overly 
opEmisEc and achievable (Jackson, 2008; Salyers et al., 2015). These unclear, or overly opEmisEc goals 
can then have a negaEve effect on student moEvaEon during the course of the study abroad experience, 
and also on feelings of goal a[ainment and success once they return back to their home country (Larsen 
& Howell, 2018). 

These findings were also found in the Japanese context, with addiEonal reports of students 
feeling pressure to be dishonest about their goals if it is discussed as part of the applicaEon process 
(Lumley, 2020). The same research also found examples of students suffering from mental health issues 
and a lack of moEvaEon as a result of their goals being too unrealisEc, with the students ulEmately 
choosing to withdraw from social interacEon and making effort for the remainder of their study abroad 
programme. 

Therefore, it is key that students are deparEng for their study abroad programme with goals that 
are achievable and moEvaEonal. This is not something that can be handled lightly, and certainly not 
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handled in a context where students feel pressure to be dishonest. Rather, Eme should be spent with 
students, helping them craj goals which are honest and relevant to their interests and abiliEes. 

Goal seFng is not the only way in which students depart with certain expectaEons of the 
experience. A common expectaEon found in the literature is that students have anxiety over personal 
safety and potenEal health issues in the host country (Cavcic, 2017; Tobin, 2020) which may be down to 
the university ‘due diligence’ lectures that can someEmes be overly fear inducing (Lumley, 2020).  

This is compounded by unrealisEc expectaEons of classes and classmates (Lumley, 2020), such as 
imagining ESL classrooms full of naEve speakers or expecEng internaEonal peers to match stereotypes of 
extroversion or openness. Study abroad adverEsing and social media further shapes student percepEons 
of desEnaEons by portraying them as a[racEve, fun and cosmopolitan (Lumley, 2020; Miller-Idriss et al., 
2019). 

A tried and tested method of addressing student quesEons and expectaEons is with the use of 
near peer role models (NPRM) who are peers that might be close to the students in age, interests, and 
experiences (Murphey & Arao, 2001). These NPRM are in the eyes of the student, a few steps ahead of 
themselves which increases moEvaEon, and listening and learning from near peers, rather than ‘experts’ 
or teachers, reduces anxiety (Murphey & Arao, 2001). Though not in the field of study abroad, the use of 
NPRM has also shown to be successful in the Japanese context (Walters, 2020). Through NPRMing, 
learners can have their moEvaEon increased by imagining certain acEons and strategies they can adopt, 
as possible for themselves (Murphey & Arao, 2001). 

This literature review has idenEfied a series of key principles for inclusion in Lumley’s (2020) four-
strand model of study abroad preparaEon. In creaEng the preparaEon course described in this paper, the 
authors followed the principles outlined above. The following secEons will describe how they were 
implemented into a one-semester study abroad preparaEon programme. 
 

CONTEXT AND PROGRAMME OVERVIEW 
 

The preparaEon course presented in this paper is a department-level iniEaEve aimed at complemenEng 
the exisEng, mandatory, preparaEon lectures delivered to students from across the university by the 
internaEonal office. It was created based on proposals by Lumley (2020) and was iniEally taught 
voluntarily by the authors of this paper, providing some limitaEons to both the length, eleven weeks, and 
the scope, limited to students within our department.  

It has been posited by others (Salyers et al., 2015) that to fully prepare students, study abroad 
preparaEon courses should begin 12-18 months prior to departure. However, at our insEtuEon, students 
receive their noEce of acceptance to study abroad less than 12 months before departure. As a result, our 
programme must be conducted within the fijeen-week semester following their noEficaEon of 
acceptance, rather than the recommended 12-18 months. The decision to make the course eleven weeks 
rather than the full fijeen weeks of the semester was dictated by the necessity of allowing students the 
Eme to finalise their class registraEon and Emetables for credit-bearing classes, since they would have to 
take priority over parEcipaEon in our course. This allows us the ability to ensure we plan the preparaEon 
course to run at a Eme when none of the teachers or students have another class. 

Since the preparaEon course is a voluntary iniEaEve, it has to run alongside our contractually 
mandated classes and responsibiliEes, meaning that decisions had to be made on how many students we 
could accept and how many Emes per week to hold a class. Due to the workload we already had, we 
found it difficult to run the course mulEple Emes per week for other students from across the university. 
Instead, we opted to open it only for students from our own department, allowing us to develop the 
materials with a smaller group of students. Though we hope that in the future, we can open this course 
to more students from across the university. 
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The first group of students took part in the course in the second semester of 2020, and it has run 
twice a year since then, once per semester. In total, 117 students have taken part in the programme, 
deparEng on a variety of study abroad programmes and to a variety of countries. Since this is a 
department-level iniEaEve, only students from within the department have had the opportunity to take 
part in the programme thus far, though it is hoped that the programme can be opened up for other 
students from across the university in the future, as discussed below in the secEon on limitaEons. 
 
Table 1. 
Overview of Course Par/cipants to Date 

Number of groups 9 

ParMcipants 117 

Demographics 102 females, 15 males  

Average per group 11.7 

Average age 20 

English proficiency level B1+ (510 TOEFL) 

Study abroad desMnaMons  98 (ESE)  
19 (NESE) 

Study abroad length 26 (1 semester) 
91 (1 year+) 

 
Alongside our course, the university offers mandatory preparaEon lectures managed by the 

internaEonal office. These lectures align with the descripEon of preparaEon programmes described in 
the literature (Jackson, 2008, p.222; Hockersmith & Newfields, 2016; Inoue, 2020). That is, it largely 
focuses on logisEcs and is delivered in three or four sessions to a large number of students in a large 
lecture theatre. Therefore, based on the four strands proposed by Lumley (2020), we consider the 
university-managed preparaEon programme to cover strand one (Due Diligence), and built our eleven-
week programme to address the needs of strand two (Language PreparaEon), three (Goal SeFng), and 
four (Managing ExpectaEons). All three strands are addressed at various points in the programme, as can 
be seen in the table below. 
 
Table 2. 
Overview of Our Prepara/on Programme 

Week Strand Content 

1 3: Goal SeFng What is a good goal? 

2 3: Goal SeFng How can goals be achieved? 

3 2: Language Managing breakdowns in communicaEon 

4 4: ExpectaEons MythbusEng study abroad 
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5 2: Language Turning conflict into communicaEon 

6 2: Language NavigaEng world English scenarios 

7 4: ExpectaEons Talking about culture and stereotypes 

8 4: ExpectaEons How to be acEve on study abroad 

9 4: ExpectaEons Webquest 

10 4: ExpectaEons Study abroad peer discussion 

11 3: Goal SeFng 
4: ExpectaEons 

Surviving culture shock and final goal seFng 

  
The following secEons will provide raEonale for the classes included in each strand and will 

provide Eps for implementaEon in other contexts. 
 
ImplemenMng Strand Two - Language PreparaMon 
 
Strand two, the Language PreparaEon strand of the study abroad preparaEon course is perhaps, 
somewhat misEtled. The reason for this is that in theory, the students who meet the university standards 
to study abroad, two 510 scores on the TOEFL test (roughly B1 CEFR level) and an above average grade 
point average from their university classes, should already be proficient enough in English to live and 
study abroad. The Language PreparaEon strand has three clear aims: managing future breakdowns in 
communicaEon, turning future conflicts and culture shocks into communicaEon, and navigaEng World 
Englishes.  

Lesson one, managing breakdowns in communicaEon, is based around Long’s (1983) 
communicaEon strategies and tacEcs. It reminds students, through case studies from returnees, of what 
they will need to do when they inevitably run into communicaEon issues abroad (Burden, 2024). Lesson 
two builds upon lesson one by focussing on how to turn potenEal conflicts and culture shocks into 
chances for meaningful communicaEon, the importance of which has been highlighted in previous 
studies (Kato & Reeder, 2015). Lesson three aims to challenge students’ views on naEve-speakerism 
(Takahashi, 2022; Entwistle, 2024a), raise students' awareness of World English (Hancock, 2018), and 
reduce future shock (Field, 1998) that they may feel when confronted with rapid colloquial authenEc 
speech. 

Exposing students to diverse world Englishes, such as Vietnamese and Turkish speakers of 
English, and uElising genuine regional accents at natural speed is not meant to inEmidate them, as found 
in previous studies (Lumley, 2020). Rather, it is actually an exercise in awareness raising designed to 
reduce students’ affecEve filter (Krashen, 1982) and ease anxiety. This is done through micro-listening 
exercises, where students listen to short authenEc extracts, transcribe what they hear, share notes, and 
reflect on what makes the accent or variety of English easy or difficult to understand. 

Finally, students are tasked with listening to our departmental podcast (the Collabo Podcast) 
which has published over twenty study abroad returnee recordings that aim to provide those about to 
study abroad with a warts and all account of what it’s like to study abroad from their NPRM (Murphey & 
Arao, 2001). 
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ImplemenMng Strand Three - Goal SeTng 
 
In our context, goal seFng is discussed in the mandatory preparaEon programme managed by the 
internaEonal office, with students being encouraged to set goals prior to deparEng on their study abroad 
programme. It is also included in the applicaEon process, where students are asked to express their goals 
in either an oral interview or a short wri[en paper.  

However, Lumley (2020) found that this did not have the desired effect, with some students not 
taking the advice, while others have vague, overly ambiEous goals. In addiEon, there was evidence that 
in some cases, when goal seFng is made a part of the applicaEon process, students are less inclined to 
be honest and feel more pressure to express ideas they feel might help them be accepted onto the study 
abroad programme. 

As a result, when implemenEng a goal seFng strand in a study abroad preparaEon class, we 
recommend that students be provided with /me, support, and safety to craj goals which are honest, 
clear, and achievable. For this reason, we included three classes on goal seFng in our programme, to 
ensure that students are given enough /me to write, review, and refine their goals before deparEng on 
their study abroad programme. 

In order to support the students in their goal seFng, we ask them to write down their goals prior 
to the start of the preparaEon programme. In the first class, we provide them with some structure for 
goal seFng by looking at SMART goal seFng - goals which are specific, measurable, achievable, relevant, 
and Eme-bound. Real world examples of study abroad goals wri[en by previous students are also 
analysed, in order to provide a NPRM for goal seFng. Finally, students share and analyse the goals they 
wrote prior to the class beginning and are asked to revise them for homework. 

In the second session, further support is given by allowing students further Eme to analyse their 
goals and write an acEon plan of things they can do throughout the course of the programme to help 
them achieve their goals. The final session comes at the end of the programme, where students are 
offered a final opportunity to further refine their goals as their departure date nears. 
 
ImplemenMng Strand Four - Managing ExpectaMons 
 
Strand four aims to address a broader range of items and allows for students to have input into their 
preparaEon by giving them an opportunity to invesEgate various aspects of their expectaEons and 
concerns for their study abroad programme. 

An integral part of Strand Four is a series of podcast interviews that were conducted with study 
abroad returnees from our insEtuEon (the Collabo Podcast, 2024). We have recorded over twenty 
episodes with students who have studied abroad for different lengths of Eme, from short two-month 
programmes to year-long or mulE-year sojourns. Also, the returnees have studied in both ESE, like the 
U.K., and Canada, and NESE, for example South Korea, and Mexico. 

Each interview follows a similar pa[ern. The interviewees are asked what the posiEves and main 
challenges were, how the experience changed them, and what advice they have for future students. 
Students on the course are tasked with listening to two podcast episodes for homework ajer each 
lesson, making notes on the posiEves, challenges, and advice, then sharing what they heard in the 
subsequent lesson. 

The authenEc near peer advice and warts and all realiEes of studying abroad that we use has 
been gathered via the podcasts, our own research (Lumley, 2020; Entwistle, 2024), through casual 
discussions with returnee students, and is used throughout the materials of Strand Two, Three, and Four. 
For instance, in week eight students discover varying ways of being acEve when abroad, whether that be 
solo acEviEes like scrapbooking, journaling, and reflecEve acEviEes, or by acEvely seeking out ways to 
meet people and create meaningful connecEons. This is done via listening to how other returnees got 
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the most out of their Eme abroad. The main aim being that by the end of the lesson, students will 
understand that they need to push themselves to be acEve as it likely won't just happen for them 
organically. 

Towards the end of the preparaEon programme is a webquest acEvity, where students have the 
opportunity to research their host country, culture, or university and produce a poster about their 
desEnaEon, with freedom over the content and design. They are given a list of useful websites, some 
examples for things they might want to include, and finally some guidance on how to use Google Maps 
Street View to take a virtual tour of their host campus and surrounding areas. Through this acEvity, 
students are able to form a more concrete image of their study abroad desEnaEon and begin to find 
answers to any quesEons that they have.  

The webquest acEvity is followed by another key element of Strand Four, the peer discussion 
session that takes place in the penulEmate class of the programme. This session further aims to address 
quesEons or concerns that students might have prior to departure. This is in addiEon to issues of 
miscommunicaEon and cultural faux pas which we have observed in our own research (Lumley, 2020; 
Entwistle, 2024).  

To help address these quesEons and issues, NPRM returnees are invited to join the students to 
share their experiences, offer advice, and field any quesEons the students have prepared before the 
session. This class takes place online to allow students currently in their host country to join. The session 
takes place in Japanese to allow the students to go deeper and so that the returnees can provide the 
students with more meaningful advice and support. 
 
 
Feedback 
 
We launched our inaugural study abroad preparaEon course in the autumn semester of 2020, and at the 
Eme of wriEng, 117 students have successfully completed our programme and gone on to have rewarding 
study abroad sojourns. 

Due to the lingering Covid-19 travel restricEons and the resulEng delayed study abroad 
programmes, it took some Eme before we started seeing students back in Japan and in their regular 
classes. Since the second semester of 2023, returnees have had the opportunity to share their reflecEons 
on our programme through a voluntary post-return follow-up email. Returnees were asked the following 
quesEons: 

• What from the preparaEon course helped you when you were studying abroad? 
• What could we do to make the course be[er? 

 
Providing feedback was not compulsory, however, from their responses, we have been able to 

gather a small amount of anecdotal feedback and a snapshot of the course as a whole. Here are some 
selected comments for strands two to four. 
 
Strand 2: Language Prepara0on 

• PracEcing explaining Japanese things such as food, buildings and so on in English was really 
useful for me. Lots of people ask me quesEons about Japan, someEmes really niche quesEons. 

• It (the course) helped me learn that there are many different "standards" and "values" from 
different cultural backgrounds. 

• Learning accents all over the world was helpful. I mainly interacted with internaEonal students. 
Learning various accents helped me to understand them. 
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Strand 3: Goal Se5ng 
• I had not set any specific goals before the prep class, but just some vague ones so it was a 

helpful acEvity to know my prioriEes. 
• If [students] really want to go and study outside of the country, they have to have more clear 

goals or reasons. This helped me succeed. 
• Students should make their goals before the programme starts and enjoy the process of 

achieving them. 
 
Strand 4: Managing Expecta0ons 

• It was really useful to understand pracEcal things like sim cards and credit cards from returnee 
students. 

• Study abroad discussion with senior students helped me prepare for studying abroad. I would 
have actually liked it if the discussion was longer. 

• I thought that the class when we searched each university where we were going to on the 
Google map and looked around using street view was very useful. I think most students who go 
to study abroad are worried about their daily life. Thanks to the street view app, we were able to 
imagine how our life would be in the area.  

 
This anecdotal evidence suggests that our three strands are successfully preparing our students 

to study abroad. However, a more robust study containing a larger, richer data set is needed before we 
can form any stronger conclusions. We have already started collecEng this data in the form of interviews 
at three points in the parEcipants’ journey: prior to taking the preparaEon course, ajer taking the 
preparaEon course, and once they have returned from their study abroad experiences. We plan to use 
this data for a more robust study of the effecEveness of this study abroad preparaEon course. 

It is also worth noEng what the selected quotes presented above do not show. We hear less 
frequently about how certain issues students experience when studying abroad significantly negaEvely 
impacted their experience, as found in our previous research (Entwistle, 2024; Lumley, 2020). This 
doesn’t mean that students who complete our course don’t face challenges and moments of culture 
shock, but it seems like they are in a be[er frame of mind to deal with such issues.  

 
METHODOLOGY 

 
Like any other course or programme, ours is not without its limitaEons. Here we will outline the main 
issues and limitaEons but also highlight the future of the programme. 

As this course is a voluntary, department level iniEaEve, it is not credit-bearing, meaning that 
a[endance is not mandatory. This is different from most pre-sessional courses students must a[end to 
join master’s courses in the UK where a[endance is mandatory. Although we emphasize the importance 
of full parEcipaEon in the eleven-week course, there is always a small conEngent of students whose 
a[endance is, at best, inconsistent. As a result, those with poor a[endance records miss out on key 
advice and guidance. That said, despite this limitaEon, a[endance is generally excellent. 

As described above, though a study abroad preparaEon course should begin 12-18 months prior 
to departure (Salyers et al., 2015), we are limited by the applicaEon process for study abroad students 
and are unable to begin the preparaEon course unEl the semester prior to departure. We are also limited 
in how many students we can accept onto the course since it is a voluntary programme running alongside 
our other duEes. We hope that in future iteraEons of the course, we can open up to a larger number of 
students from across the university, and maybe even turn it into a credit-bearing course in due Eme. 

Though the research and theory underpinning the syllabus design of our study abroad 
preparaEon course is sound, we recognise that the selected quotaEons presented above is a useful 
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starEng point, though further evidence is needed to make stronger claims on the effecEveness of our 
programme. We are currently in the process of conducEng further research by gathering a large amount 
of interview data, which we intend to themaEcally analyse and present the results in future conferences 
and papers. We hope this research will shed more light on specific aspects of the programme which 
prove to be the most beneficial, and which aspects need further improvement. 

Though the preparaEon course presented in this paper was designed for Japanese university 
students, we feel that it is flexible enough for adaptaEon in a variety of contexts. As demonstrated in 
these limitaEons, it can be adjusted according to limitaEons on Eming and the number of students. 
ExisEng processes within an insEtuEon can also be leveraged to supplement the course, for example our 
insEtuEon already has robust processes that cover the requirements for strand one (Due Diligence), so 
we were able to focus only on the remaining three strands. It is also feasible that exisEng language 
classes in a curriculum could be adjusted to cover some of the requirements of strand two (Language 
PreparaEon). Therefore, for anyone considering applying this model in their own context, we encourage 
them to first consider which strands may already be handled by exisEng infrastructure in their context. 
 

CONCLUSION 
 
Study abroad is a potenEally life changing experience for students who have the opportunity to go. As 
educators, we should ensure that students are as prepared as possible to make the most of their sojourn. 
Though many preparaEon classes have been described as “woefully inadequate” (Jackson, 2008, p. 222), 
the model of study abroad preparaEon presented in this paper offers a way for insEtuEons in a variety of 
contexts to address this issue.  

By leveraging exisEng infrastructure in their own context and providing a course focusing on 
language preparaEon, goal seFng, and managing students’ expectaEons of the programme (Lumley, 
2020), our students can be be[er posiEoned to have a successful and rewarding study abroad experience. 
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Abstract 
 
The results of a quan<ta<ve study are discussed in this research paper. The purpose was to examine the 
effect of scaffolding on explicit and implicit knowledge based of the content of a series of news discussion 
tasks. Sixty students at a private university in Japan par<cipated in a year-long set of news discussion 
tasks. The par<cipants were members of two intact classes: Group A received guided scaffolding 
throughout the tasks, while Group B received no explicit scaffolding. At the end of the year, a 20-item 
mul<ple-choice quiz was administered to students in both groups, based on the content covered in the 
news discussions. In addi<on, students were also given a two-minute spoken task, based on the news 
discussions throughout the year. The spoken tasks were rated by two independent raters, who were 
English teachers. The results of the quiz indicated that students in the group with scaffolding 
demonstrated significantly higher comprehension scores than those in the group without scaffolding. 
However, in terms of the spoken tasks, students in the non-scaffolded group were rated significantly 
higher than students in the scaffolded group. A Pearson correla<on showed a moderate to strong 
correla<on between the quiz and the spoken task, indica<ng that students who performed well on the 
quiz also tended to do well on the spoken tasks. 
 
Keywords: scaffolding, implicit knowledge, explicit knowledge, spoken tasks, discussion tasks   
 

INTRODUCTION 
 
In language learning educa<on, learners oPen struggle with balancing classroom knowledge and real-
world communica<on. One common method used to bridge this gap is scaffolding. Scaffolding can be 
defined as instruc<onal support that assists learners in comple<ng tasks that might otherwise be too 
overwhelming. It can include breaking down a task into manageable steps, or modeling strategies to 
more effec<vely understand a task’s language elements, or providing regular feedback on completed 
tasks. Scaffolding can also include asking ques<ons, explaining instruc<ons, providing vocabulary and 
grammar instruc<on. As learners become more competent in their language proficiency, scaffolding can 
be gradually withdrawn, in line with Vygotsky’s Zone of Proximal Development (1978). While scaffolding 
is considered a key component of a number of language learning approaches, some believe that it can 
lead to learner dependency, and can hinder the development of learner autonomy. While scaffolding has 
been shown to aid in the acquisi<on of explicit knowledge, its impact on implicit knowledge remains 
unclear (Roehr-Brackin, 2022). This study seeks to address that gap. 
 

LITERATURE REVIEW 
 
Scaffolding in language learning has been debated at great length (Anderson, 2017; Gibbons, 2015). 
Scaffolding in language learning is generally planned and focuses more on accuracy in controlled language 
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ac<vi<es, in line with explicit learning (Ellis, 2003; Roehr-Brackin, 2022). In contrast, scaffolding can 
happen while tasks are being completed. In these cases, it is usually focused on meaning and fluency, 
and is more aligned with implicit learning (Long, 2015; Kim & Godfroid, 2023). Including various 
perspec<ves of scaffolding allow for a broader understanding of the topic.  

Zarandi and Rahbar (2014) inves<gated the effect of scaffolding on the speaking ability of 60 
intermediate Iranian EFL students. Par<cipants were divided into a treatment group that received 
scaffolding ac<vi<es as part of their speaking lessons. These strategies included pedagogical, cogni<ve, 
and visual supports. A control group followed rou<ne instruc<on with no scaffolding. Pre- and poshests 
based on a speaking task showed significant gains for the treatment group, which appeared to confirm 
that scaffolding can enhance learners’ speaking performance. The study concluded that scaffolding could 
increase comprehension and provide a more effec<ve alterna<ve to tradi<onal teaching approaches. The 
findings support the effec<veness of interac<ve scaffolding in improving second language speaking 
ability. However, the study was constrained by a number of limita<ons. First, the dura<on of the study 
was not addressed, however the researchers noted that the number of sessions may not have been 
sufficient to capture the poten<al advantages of scaffolding on speaking development. Secondly, while 
the treatment group was receiving scaffolding, the researchers did not discuss what the control did at 
this <me. Finally, there was no men<on of whether or not other factors in the speaking classes may have 
contributed to the students’ improved spoken abili<es.  

A 2018 study by Buitrago inves<gated how visual vocabulary scaffolding would benefit students 
comple<ng a foreign language task. Two groups of university students received different types of 
vocabulary scaffolding. A discussion task followed, where some of the target vocabulary terms could be 
used. Responses were noted for frequency and accuracy. Follow-up surveys and interviews confirmed 
that the group that received more scaffolding contributed more frequently to the discussion. In addi<on, 
they were more accurate in their uherances and reported being more confident in comple<ng the 
discussion task. Assessing the reten<on of task informa<on was suggested as a poten<al area for future 
study. The researcher also noted that the type of scaffolding ac<vi<es in the study was limited, and that a 
set or more diverse approach to scaffolding may have altered the results.    

Li et al. (2018) studied the impact of pre-task explicit grammar instruc<on on various L2 
outcomes. 78 Chinese EFL learners were assigned into two groups. While the first group received explicit 
grammar instruc<on before comple<ng two language tasks, the second group completed the two tasks 
without receiving any scaffolding. APer the tasks, students completed a gramma<cality judgement test, 
and an elicited imita<on test. Results showed that pre-task instruc<on may facilitate the learning of 
explicit knowledge, but not necessarily implicit knowledge. As grammar instruc<on was the only 
scaffolding technique u<lized in this study, further research was called for on whether other types of pre-
task form-focused instruc<on would influence explicit and implicit L2 outcomes. Such instruc<on could 
include modeling, guided planning, and immediate feedback. In addi<on, while grammar ability was the 
focus of this study, other forms of explicit knowledge, such as comprehension, were not assessed. Finally, 
the elicited imita<on assessment was not able to show whether there was any effect on implicit 
knowledge, including oral proficiency.  

A study by Abdelshaheed in 2019 looked at the effec<veness of scaffolding in improving the oral 
produc<on skills of 62 university English majors. The students were divided into two groups. The 
treatment group received scaffolding that included warm-up prompts, visual scaffolders (graphic 
organizers and charts), sequenced instruc<ons, task modeling, summarizing, comprehension ques<ons, 
while the control group received no scaffolding. Using a pre-post test design, the researcher found that 
the oral skills of the students in the treatment group were significantly higher than those in the control 
group. This suggested that scaffolding can be an effec<ve strategy in oral produc<ve skills in a university 
selng. The author called for more research into whether scaffolding might lead to improvements in oral 
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produc<on. The author also recommended that the experiment could be repeated with a larger group of 
students who were not necessarily English majors.  

In terms of the research gap, no studies to date have addressed both the effect of a wide range 
of scaffolding on explicit knowledge (the comprehension of material presented), as well as implicit 
knowledge (spoken ability). In addi<on, while most of the exis<ng studies had rela<vely short dura<ons, 
a gap existed in examining the effect of a treatment with an extended dura<on. Finally, exis<ng studies in 
scaffolding tend to focus on the effects of a limited number of scaffolding strategies. A gap existed in 
examining the effects of a much wider range of scaffolding techniques.    

With these research gaps in mind, the purpose of this study was to inves<gate the effect of 
various types of scaffolding on not only the comprehension of content, and improved oral produc<on, 
based on news discussion tasks. The study addresses the calls for an examina<on into the effec<veness 
of a wide range of scaffolding strategies and addi<onally, whether these scaffolding strategies are 
effec<ve in improving explicit and implicit knowledge. Three research ques<ons were derived from the 
gaps in the literature:  

RQ1. Will a scaffolded group perform beher than a non-scaffolded group on a proficiency 
assessment, based on the content of news discussion tasks? 

RQ2. Will a scaffolded group perform beher than a non-scaffolded group on a spoken produc<on 
task, based on the content of news discussion tasks?  

RQ3. Is there a significant rela<onship between learners’ proficiency assessment scores and their 
spoken task performance aPer comple<ng a series of news discussion tasks? 
 

METHODOLOGY 
 
Research Design 
 
This study used a quasi-experimental research design with a control group and a treatment group to 
examine the effects of explicit scaffolding on student performance in news discussion tasks. Two intact 
classes at a private university in Japan were the subjects. One class was randomly designated as a 
treatment group that received scaffolding before comple<ng a set of discussion tasks, while a control 
group completed the same tasks without scaffolding. Quan<ta<ve data included the results of a mul<ple-
choice quiz that assessed comprehension of the news topics and a speaking task that evaluated the 
students’ ability to discuss a news story. 
 
Par$cipants 
 
The par<cipants were 60 first-year students enrolled in intermediate-level Listening and Speaking classes 
(CEFR A2 level). The students came from a variety of academic majors and were placed into two EFL 
classes, based on the results of an in-house listening and reading proficiency test. Ini<al tes<ng showed 
no significnat differences in listening or reading proficiency between the two classes.  

One class was randomly assigned as the treatment group (n=30), and the other as the control 
group (n=30). The treatment group received explicit scaffolding before comple<ng news discussion tasks. 
The control group received no explicit scaffolding for the same tasks over the same <me period. 
 
Procedure 
 
At the beginning of the year, examples of news discussion tasks were modeled to the class. Each student 
was assigned to present a news story and moderate a news discussion task, for one class throughout the 
year. Before their assigned class, each student (called the anchor of the day) found a news story from any 
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source for homework. They prepared a three-sentence summary of the story and chose a relevant 
interac<ve discussion task related to the story, which could include role plays, giving advice, ranking, 
jus<fying an opinion, informa<on gap tasks, or ordering tasks. For example, one story that was covered 
during the year was the scandal involving the translator of baseball player Shohei Otani. That story was 
ideal for a role play where one person would be Otani and the other, his translator. 

At the beginning of each class, the anchor wrote the headline and the discussion task up on the 
board. In addi<on, anchors in the treatment group chose an appropriate scaffolding strategy for the task. 
This could include either warm-up ques<ons, a grammar or vocabulary preview, a topic familiarity 
preview, showing the story in one or both languages, or modeling the task, among others. For both 
groups, the anchor then presented a summary of the news story and introduced the discussion task to 
the class. They gave partners/groups <me to work on the discussion tasks. The anchor then elicited 
responses from partners/groups and summarized the class ideas. The steps and <ming of the tasks for 
the control group and the treatment group are summarized in Table 1.  
 
Table 1.  
Summary of Steps and Timing of the News Discussion Tasks 

Note. (Number) = denotes number of minutes.  
 

In short, the only difference between the procedure for the groups was that the control group 
had ten minutes for the discussion task, while the treatment group had only five minutes for the task, 
but also five minutes devoted to a scaffolding strategy. 
 
Materials 
 
Quiz 
A 20-item mul<ple-choice quiz with a 20-minute <me limit was then administered to both groups. Each 
quiz paper was numbered to allow students to keep their iden<<es anonymous. Students instead were 

Steps Details of Steps Control 
Group 

Treatment 
Group 

Scaffolding  Anchor chooses an appropriate scaffolding 
strategy for the task. – 5 

News summary Anchor writes the headline and presents a 
summary of the news story 1 1 

Discussion task 
explana<on 

Anchor describes the discussion task 
explana<on 1 1 

News discussion task Partners and/or groups work on the news 
discussion task 10 5 

Elicit responses Anchor elicits responses from the class aPer the 
discussion task is completed.  3 3 

Total <me on task Anchor manages total <me on task 15 15 
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instructed to remember an “iden<ty number”. The quiz was based on content covered in the news 
ar<cles common to both groups, for quiz comparability purposes. As students chose the news stories, 
not all of them were covered in both classes. For example, The protests in France story was covered only 
by the treatment group. Osaka Naomi’s pregnancy was covered only by the control group. As a result, 
these stories were not covered in the quiz. The missing Titanic submersible story was covered in both 
classes, so was included in the quiz. A list of the news stories covered by both classes follows: 

1. Noto earthquake aPermath 
2. Abe assassina<on and the Unifica<on Church 
3. Shohei Otani move to LA Dodgers 
4. Pipe bomb ahack on Kishida 
5. G7 Summit held in Hiroshima  
6. China bans Japanese seafood  
7. Ichikawa Ennosuke arrested aPer parents’ death 
8. Johnny Kitagawa’s abusive past 
9. Kishida’s son forced to resign 
10. Ginza luxury watch heist 
11. Plane crash at Haneda 
12. Behavior at conveyor belt restaurants 
13. Japan slips to 125 on the Gender Gap Index 
14. Trump denies hiding classified documents 
15. Titanic-bound submersible missing 
16. Wildfires around the world 
17. Chinese spy balloon worries 
18. Number of shark ahacks increasing 
19.  Russian invasion of Ukraine 
20. The impact of the AR-15’s force on the US 
21. Alaska Airlines aircraP loses a door 
22. Report shows worldwide coral bleaching 
23. 700 migrants drown in boat crossing 
24. Climate change conference held in Dubai 

 
The prompt of each item on the quiz was a quota<on from one of the news stories covered 

during the year. The distractors were headlines from five of the news stories that were covered. Students 
were instructed to choose the correct headline that that matched the quota<on. A typical item in the 
quiz follows: 

1) “The removal of buildings has not progressed, hindering the recovery efforts of residents.”  
a. Plane crash at Haneda 
b. Russian invasion of Ukraine 
c. Wildfires around the world 
d. Noto earthquake aPermath 
e. The Impact of the AR-15 in the US 

 
Spoken Task 
Immediately following the submission of the quiz, a two-minute spoken task was administered to the 
students in both groups, based on the “Ginza luxury watch heist” news story that was covered in class 
during the year. Students were instructed to review the summary of the news story and read the 
discussion ques<on: 
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News summary: 
“Four teenagers from Yokohama were arrested for robbing a luxury watch store in Tokyo’s Ginza district 
on May 8, stealing items worth over $2.2 million. Although they claimed they didn’t know each other, 
police uncovered connec<ons among them. The group threatened a clerk with knives, smashed display 
cases, and fled in a van.” 
 
Discussion quesNon: What could be done to prevent further robberies like this in the future?  
Students were then instructed to record a two-minute response to the discussion ques<on on their 
smartphones. Students submihed their recordings to the teacher, using an anonymous file name 
“Discussion_(iden<ty number)”. Using the iden<ty number allowed the researcher to match the quiz and 
spoken task of each student, anonymously.      
  
Ethical Considera$ons 
The purpose of the study was explained to the students at the beginning of the academic year. An 
informed consent form in English and Japanese was ahached to the quiz and spoken task informa<on, 
which par<cipants signed, detached, and submihed separately. It also specified that the quiz and spoken 
task were: anonymous, op<onal, and did not affect the students’ grades. Permission for conduc<ng this 
study was granted by the university. 
 
Data Analysis 
 
This sec<on outlines the analyses conducted to assess the effec<veness of scaffolding on implicit and 
explicit knowledge based on the news discussion tasks. First, the quiz data were subjected to a Rasch 
analysis to confirm item validity and reliability. An independent samples t-test was used to determine any 
differences between the two groups. Second, the spoken task recordings were assessed for inter-rater 
reliability using the intraclass correla<on coefficient. A second independent samples t-test was conducted 
to assess any differeces between the groups. Finally, a Pearson correla<on was used to examine the 
rela<onship between students’ performance on both tasks. 
 
Quiz  
The Rasch ra<ng scale model (Andrich, 1978) was used to confirm the quiz items measuring the students’ 
comprehension of the content of the news stories. It was also used to confirm the validity and reliability 
of the ques<onnaire items. In addi<on, it was used to measure whether the items are func<oning 
consistently at different levels of student abili<es. 

The infit MNSQ and ouyit MNSQ sta<s<cs were inspected. Infit MNSQ is an inlier-sensi<ve 
sta<s<c that can detect unexpected responses of persons whose ability is closer to the item’s difficulty 
level. In contrast, ouyit MNSQ is outlier-sensi<ve and can overfit for responses that are more orderly 
than expected, or underfit for correct guesses on difficult items or mistakes on easy items. As MNSQ 
sta<s<cs are context-dependent, a formula developed by Pollih and Hutchinson (1987) specified a range 
of plus or minus two standard devia<ons of the infit and ouyit MNSQ sta<s<cs. This formula was 
considered most appropriate for this study. 

Two misfilng student responses were iden<fied. Person A08 and Person B30 both fell outside 
the acceptable fit sta<s<cs (Infit MNSQ = 1.74; Ouyit MNSQ = 3.04 and Infit MNSQ = 1.63; Ouyit MNSQ = 
2.70, respec<vely). Both persons were subsequently deleted, and the analysis was repeated with 29 
persons in each of the two groups. All quiz items were found to be within acceptable fit sta<s<cs. Both 
the Rasch item reliability and separa<on sta<s<cs were very good at .91 and 3.19, respec<vely. The Rasch 
person reliability and separa<on es<mates were acceptable at .80 and 1.99, respec<vely.  
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A Wright map was generated and indicated a normal person distribu<on. It was slightly skewed, 
as many students found the quiz rather easy. It was clear that the items were divided into three bands of 
difficulty. Items that were difficult to endorse, meaning difficult quiz items, included Q8 (Uvalde school 
shoo<ng), Q3 (China bans Japanese seafood), and Q19 (Number of shark ahacks increasing). Items that 
were easy to endorse included Q16 (Behavior problems at conveyor belt restaurants), Q12 (Wildfires 
around the world), and Q7 (Plane crash at Haneda airport). 
 
Spoken Task 
The sixty spoken task recordings were each graded by two independent raters. The raters were na<ve 
speakers of English who taught at the same university. The recordings were graded using a speaking task 
rubric, adapted from the university’s English program (see Appendix 1). The rubric had a total possible 
score of 40, with equal weigh<ngs for pronuncia<on, vocabulary, structure, and fluency.  

Inter-rater reliability was evaluated using the intraclass correla<on coefficient (ICC), which 
measures the agreement between more than two or more raters observing the same cases. An ICC of 0 
indicates no agreement at all, whereas an ICC of 1 means that there is complete agreement. The ICC used 
was based on a two-way random effects model with absolute agreement. The resul<ng ICC(2,2) value 
indicated the reliability between raters (ICC = 0.82), which Cicchel’s (1994) suggested guidelines 
consider excellent, meaning that there was a strong agreement between the two raters on their scoring 
of the 60 recordings.  
 
Rela$onship Between the Perceived Need for Scaffolding and Performance 
The rela<onship between the results of the quiz and the spoken tasks, scores was inves<gated. A Pearson 
correla<on was used to assess the rela<onship. The results will be discussed in the next sec<on.  
 

 
RESULTS 

 
Research QuesNon 1 
 
Research ques<on 1 inves<gated whether or not the group that received scaffolding in their news 
discussion tasks would perform beher than the non-scaffolded group on a proficiency assessment based 
on the content of news discussion tasks. To determine if any differences in performance existed between 
the control and treatment groups, an independent samples t-test was used to compare the quiz results 
of the two groups. A sta<s<cally significant difference between the mean scores of the two groups was 
found (t(58) = -2.398, p = 0.020), with the scaffolded group (M = 17.05, SD = 3.21) scoring higher on 
average than the non-scaffolded group (M = 14.64, SD = 3.46). This indicates that the group that had 
scaffolding strategies before each of the news discussion tasks had a beher understanding of the content 
of the news stories, compared to the non-scaffolded group. 
 
Research QuesNon 2 
 
Research ques<on 2 inves<gated whether or not the scaffolded group would perform beher than a non-
scaffolded group on a spoken task based on the news discussion tasks. To determine if any differences in 
performance existed between the two groups, an independent samples t-test was conducted. Results 
indicated a significant difference between the groups, t(58) = 2.76, p = .008, d = 0.71, with the non-
scaffolded group (M = 32.15, SD = 4.23) scoring higher than the scaffolded  (M = 28.47, SD = 5.10). These 
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findings demonstrate that the non-scaffolded group had significantly higher scores on their spoken tasks 
than the scaffolded group.  
 
Research QuesNon 3  
 
The final research ques<on assessed the rela<onship between students’ performance on the quiz and 
the spoken task. A Pearson correla<on showed that there was a weak posi<ve correla<on (r(56) = 0.35, p 
< 0.04). This suggests that students who performed beher on the quiz also tended to perform beher on 
the spoken task. Conversely, a student who had a low score on the quiz also tended to do poorly on the 
spoken task.  
 

DISCUSSION 
 
The objec<ve of the study was to research the effec<veness of scaffolding on explicit (accuracy) and 
implicit (fluency) knowledge based on a series of news discussion tasks. The study addresses a number of 
concerns and opportuni<es related to the role of scaffolding in news discussion tasks.  

First, it is important to point out that explicit and implicit knowledge are two different types of 
linguis<c proficiency. Explicit knowledge focuses on accuracy, and includes elements like grammar, 
vocabulary, and planned language interac<ons. It is oPen a result of formal instruc<on (Roehr-Brackin, 
2022). The results of RQ1 showed that the scaffolded group outperformed the non-scaffolded group on 
the proficiency assessment, it should be clarified that the items on the quiz focused on students explicit, 
rather than implicit knowledge of the content. Expanding on the findings by Kim and Nam (2017), some 
argument could be made that the 20-minute <me limit also assessed implicit knowledge, in that under a 
<me constraint, students are more likely to rely on automa<c, intui<ve, or implicit knowledge to 
complete such a task. The results of RQ1 are consistent with Zarandi and Rahbar’s (2014) study, which 
suggested that a scaffolded could improve comprehension and oral produc<on in a more effec<ve way, 
compared with a non-scaffolded group. Similarly, Buitrago (2018) found that vocabulary scaffolding had a 
posi<ve effect on learners’ accuracy during discussion tasks, echoing the posi<ve effect that scaffolding 
had on comprehension in this study. These outcomes suggest that scaffolding can result in explicit 
knowledge gains in a discussion task context. 

Secondly, implicit knowledge is more connected to fluency and spontaneous language use (Kim 
& Godfroid, 2023). In this study, implicit knowledge was assessed by the spoken task. As the results of 
RQ2 demonstrated, the non-scaffolded group had significantly higher scores than the scaffolded group in 
their spoken tasks. Although the non-scaffolded group had no previews, warm-ups or other scaffolding 
strategies, they had twice the amount of <me allowed in the news discussion tasks throughout the year 
to prac<ce responding to prompts that were similar in nature to the assessed spoken task. It appears that 
this extended speaking <me gave this group an advantage when it came to the spoken task.  This finding 
contrasts with Abdelshaheed’s (2019) results, which showed that scaffolding directly improved oral 
produc<on skills. The difference may be explained by the fact that in Abdelshaheed’s study, scaffolding 
provided more opportuni<es for oral prac<ce. However, in the present study, the extra five minutes the 
control group spent on the discussion tasks seems to have had a more posi<ve effect on fluency, 
compared to the treatment group. This contrast suggests that scaffolding on its own may not be sufficient 
for developing implicit knowledge, if the opportuni<es for extended prac<ce on the discusion tasks are 
reduced. 

Finally, the results of RQ3 demonstrate that while it seems that scaffolding may have played a 
role in students’ implicit knowledge of the news discussion tasks as shown by the quiz results, the 
increased discussion <me may have benefihed the explicit knowledge of students in the non-scaffolded 
group, in terms of the assessed spoken task, seemingly contradic<ng the findings of Abdelshaheed 
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(2019). The weak, but significant correla<on between the quiz and the spoken task suggests that students 
who did well in one of the assessements tended to do somewhat beher in the other. This may indicate 
that both treatments contributed partly to general language ability, not just the specific skill they 
targeted. The weakness of the correla<on (r = .35) suggests that each of the groups did not benefit in 
both skills at once. A stronger correla<on might be expected if general language ability had been 
improved equally in both groups. Overall, it appears that the low strength of the rela<onship implied that 
the treatments of both groups fostered skill-specific outcomes. This pahern aligns with the findings of Li, 
Ellis, and Kim (2018), who demonstrated that pre-task scaffolding appeared to support explicit, but not 
necessarily implicit, learning. Their findings also suggested a skill-specific impact, simlar to this study. The 
results of RQ3 are also consistent with Buitrago’s (2018) findings that a wider range of scaffolding 
strategies might influence the results differently, since u<lizing only limited scaffolding techniques may 
target fewer areas of knowledge. The current study reinforces the no<on that scaffolding is not uniformly 
effec<ve across all areas of language learning, but is highly dependent on task design and prac<ce 
condi<ons.       

In short, scaffolding can provide students with meaningful strategies to develop competence and 
allows students to develop confidence and autonomy. It can also help students to develop their cogni<ve 
skills, as they can manage tasks with increasing complexity. As a result, scaffolding can encourage more 
par<cipa<on in class discussion tasks. However, this study hints that excessive scaffolding can have less 
than op<mal effects. It can lead to a dependence on using scaffolding strategies, or reduce spontaneous 
and crea<ve language produc<on. Moreover, despite the need for personalized, tailored scaffolding, a 
one-size-fits-all approach in the classroom remains the best op<on in large, mixed-ability classes. 
 
LimitaNons 
 
Three important limita<ons to the study should be men<oned. First, self-reported data risks the chance 
of over- or under-repor<ng, due to a number of external factors. Secondly, the sta<s<cal results should 
be viewed with cau<on due to the rela<vely low number of students (n = 60) in the study. Addi<onally, 
the students in this study were at an intermediate level. The study should be repeated on a larger scale 
and include students with various levels of language proficiency to determine whether scaffolding would 
have a stronger effect on students with higher and lower language abili<es. Finally, the news discussion 
tasks in this study were limited to 15 minutes per class, due to standardized syllabi constraints. It is felt 
that the linguis<c benefits of the task, as well as the results of the study, would have been more robust if 
the dura<on of the discussion tasks had been longer.  
 
Pedagogical ImplicaNons 
 
The results of this study have highlighted a number of pedagogical implica<ons. First, while no<ng that 
scaffolding has a posi<ve effect on explicit knowledge, echoing the ideas put forth in Vygotsky’s Zone of 
Proximal Development (1978), educators can be mindful that as students develop confidence and 
competence in language proficiency, scaffolding strategies can be slowly removed. The <ming of when 
and which strategies should be removed is an issue that educators should manage carefully. In addi<on, 
as shown by the non-scaffolded group’s strong spoken task scores, assigning news discussion tasks can 
give educators a way to improve proficiency and fluency, hence implicit knowledge. 
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CONCLUSION 

The purpose of this study was to examine the effect of scaffolding on explicit and implicit knowledge 
based on a series of news discussion tasks. The results of the quiz showed that scaffolding had a posi<ve 
effect on explicit knowledge. The scores of the spoken task showed that the increased <me for discussion 
prac<ce had a posi<ve effect on implicit knowledge, compared to scaffolding. The low strength of the 
correla<on indicates that the scaffolded group and the non-scaffolded group treatments resulted in skill-
specific outcomes, that is, explicit and implicit knowledge. Scaffolding may be a highly effec<ve tool used 
to support language learners, but it should be used carefully, with the goal of being eventually removed 
to avoid dependence and foster autonomy. The eventual removal of scaffolding may encourage 
proficiency and fluency. Balancing scaffolding with opportuni<es for independent language proficiency is 
key. 
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Abstract 
 
This study invesEgates the percepEons of Thai EFL learners regarding the use of internet memes as a tool 
for communicaEon. As memes have become a popular medium in digital interacEons, it is crucial to 
understand how language learners perceive their use, especially in terms of engagement, clarity, and 
potenEal challenges. This research examines their usage and aHtudes toward memes in online 
communicaEon using quanEtaEve data collected from a quesEonnaire completed by 93 Thai EFL learners. 
The results revealed that the majority of the respondents perceived memes as an engaging and effecEve 
communicaEon tool. Most respondents reported they used memes primarily to share jokes and humor, 
as well as to express personal feelings or experiences. Many regarded memes as a successful tool for 
communicaEon by simplifying complex ideas, making communicaEon easier. AddiEonally, learners 
strongly agree that memes help convey both messages and emoEons effecEvely. Despite these posiEve 
percepEons, some respondents expressed concerns about potenEal misunderstandings and cultural 
sensiEvity parEcularly in cross-cultural contexts. These findings suggest that while memes are widely 
appreciated for their humor and effecEveness in communicaEon, learners are mindful of the potenEal 
challenges, parEcularly in diverse cultural seHngs. 
 
Keywords: pragmaEcs, comprehension, internet memes, meanings 
 

INTRODUCTION 
 
The rise of internet memes has significantly transformed communicaEon in the digital age. Memes, 
which oRen combine text and images to convey messages, have become a popular medium for sharing 
humor, commentary, and cultural insights (Shifman, 2014). They are widely used in digital spaces to 
convey ideas, emoEons, and messages in visually engaging ways. These mulEmodal forms of 
communicaEon depend on linguisEc and visual elements, oRen requiring the audience to infer meaning 
through shared knowledge and context. For language learners, interpreEng memes can present both 
opportuniEes and challenges, as they offer exposure to authenEc language use while demanding 
advanced pragmaEc skills. 

PragmaEcs, the study of how context contributes to meaning (Yus, 2021), provides a useful 
framework for understanding how memes funcEon as communicaEon tools. Internet memes oRen rely 
on inferenEal comprehension, a process described in Yus’s (2019) applicaEon of relevance theory. This 
theory, developed by Sperber and Wilson (1986), emphasizes that communicaEon involves both explicit 
and implicit informaEon, with audiences relying on contextual clues to interpret meaning. Memes 
exemplify this, as their humor or message oRen depends on cultural references, idiomaEc expressions, 
or subtle visual cues. As Yus (2011) points out, memes engage users cogniEvely, requiring them to 
navigate layers of meaning to arrive at the intended interpretaEon. 
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For English as a foreign language (EFL) learners, memes present a unique challenge. While they 
can enhance language engagement by exposing learners to colloquial expressions and cultural nuances 
(Hafner & Pun, 2020; Romero & Bobkina, 2021; Shifman, 2014), they also demand advanced 
comprehension skills to decode implicit messages (Aeardo, 2008; Dynel, 2016; Yus, 2019). Thai EFL 
learners, like many others, may struggle with understanding the cultural and contextual underpinnings of 
memes (Al Rashdi, 2020), which can result in misinterpretaEon or a lack of comprehension. Studies 
consistently show that Thai learners face difficulEes with pragmaEc competence. For example, Thijieang 
and Lê (2010) revealed that Thai students’ apology strategies were heavily influenced by Thai 
sociocultural norms, leading to pragmaEc errors in English. Similarly, Prakaiborisuth and Trakulkasemsuk 
(2016) found that Thai undergraduates oRen misinterpreted or failed to respond to basic pragmaEc 
expressions such as “What’s new?” or “How do you do?”, illustraEng gaps between linguisEc knowledge 
and pragmaEc ability. In academic and professional contexts, Zhang et al. (2019) reported that Thai EFL 
learners performed at only a low-to-intermediate level in producing speech acts such as refusals, 
complaints, and advice, even aRer years of study. CollecEvely, these findings indicate that pragmaEc 
competence remains a major challenge for Thai learners, possibly making mulEmodal and culturally 
saturated texts like memes parEcularly difficult to interpret. 

Despite the growing prevalence of memes, their role in language educaEon remains 
underexplored. ExisEng studies have largely focused on the general public or naEve speakers, with 
limited aeenEon paid to EFL learners (Shifman, 2014; Yus, 2019). This gap in research is significant, as 
understanding how learners engage with memes can offer valuable insights into the integraEon of digital 
media in language teaching. Furthermore, while studies acknowledge the potenEal of memes to enhance 
digital literacy (Dynel, 2016; Hafner, 2020; Shifman,2013), few have addressed their applicaEon in 
developing pragmaEc competence among non-naEve speakers. In the Thai context, Taecharungroj and 
Nueangjamnong (2014) highlighted how cultural preferences influence meme engagement. Thai 
audiences were more drawn to self-enhancing humor, in contrast to the self-defeaEng humor oRen 
shared on English meme planorms. This cultural divergence underscores the importance of studying Thai 
learners’ percepEons, as their interpretaEon of memes may not align with the communicaEve intenEons 
embedded in global meme culture. 

Dealing with cross-cultural communicaEon can be potenEal challenges of using memes in 
communicaEon. Studies show that Thai learners oRen experience pragmaEc difficulEes when interpreEng 
implicit or culturally bound expressions, leading to misunderstanding or pragmaEc failure (Prakaiborisuth 
& Trakulkasemsuk, 2016; Thijieang & Lê, 2010). MisinterpretaEons may also occur in mulEmodal texts 
such as memes, where meaning relies on the interplay of visual and textual cues and may differ across 
cultural audiences (Shifman, 2013; Yus, 2019). Furthermore, repeated exposure or overreliance on 
memes can reduce their communicaEve effecEveness, leading to what has been described as 
communicaEon faEgue (Dynel, 2016). Thus, understanding how learners perceive memes and their 
pracEcal implicaEons is essenEal for designing effecEve teaching strategies that leverage their benefits 
while miEgaEng potenEal drawbacks. 

This study aims to invesEgate the percepEons of Thai EFL learners regarding the use of memes in 
communicaEon. Specifically, it explores their ability to comprehend the pragmaEc meanings embedded 
in memes, the challenges they encounter, and their aHtudes toward using memes as a communicaEon 
tool. By addressing these aspects, this research contributes to the growing body of literature on digital 
literacy and mulEmodal communicaEon in language learning. It also offers insights into how digital tools 
like memes can be used to bridge the gap between tradiEonal language educaEon and real-world 
communicaEon pracEces. 

This study adopts Yus’s (2011, 2018, 2019) theoreEcal framework on pragmaEcs and mulEmodal 
communicaEon to invesEgate how Thai EFL learners perceive internet memes as tools for communicaEon. 
Yus’s work emphasizes the interplay between textual and visual elements in creaEng pragmaEc meaning, 
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highlighEng how socio-cultural factors influence interpretaEon. This framework is parEcularly relevant to 
understanding internet memes, which rely on mulEmodal elements to convey complex ideas, emoEons, 
and humor. By applying this framework, the study explores how learners decode and engage with these 
elements in communicaEon, considering their cultural and linguisEc backgrounds. By examining their 
comprehension of pragmaEc meanings, the study contributes to a deeper understanding of the role of 
memes in language learning. It highlights the opportuniEes and challenges associated with their use, 
offering pracEcal implicaEons for integraEng digital media into English language educaEon. 
 
Research ObjecBves and Research QuesBons 
 
This research aims to invesEgate Thai EFL learners' percepEons of using internet memes as a tool for 
communicaEon. Understanding learners’ perspecEves on this medium provides insights into how digital 
communicaEon tools can contribute to language learning and communicaEon strategies. 
       This study contributes to discussions on integraEng digital l iteracy and mulEmodal 
communicaEon into language educaEon. It specifically addresses the gap in English language educaEon 
by exploring how Thai EFL learners view memes’ uElity in communicaEon. This focus supports broader 
efforts to align language educaEon with contemporary communicaEon pracEces in the digital age. 
       This study is part of a bigger project aiming to invesEgate how Thai EFL learners understand 
English memes. In parEcular, this study is guided by the research quesEon: What are Thai EFL learners’ 
percep3ons of using memes as a tool for communica3on? 
 

METHODOLOGY 
 
Research Design 
 
This study employed a quanEtaEve research design to explore Thai EFL learners’ percepEons of using 
memes as a tool for communicaEon. The approach aimed to systemaEcally gather and analyze data from 
a sample of undergraduate students to uncover insights into how they view and use internet memes in 
communicaEon. 
 
ParBcipants 
 
The respondents were 93 undergraduate Thai EFL learners enrolled in a fundamental English course that 
incorporates memes as instrucEonal materials. This course was purposively selected to ensure the 
learners were exposed to internet memes and acEvely engaged in social media, ensuring relevance to 
the study’s objecEves. The research was conducted during the second semester of the academic year 
2023 at a university in southern Thailand. The study design followed ethical guidelines to ensure the 
confidenEality and voluntary parEcipaEon of respondents. The respondents provided informed consent 
before engaging in the survey, and all data were anonymized to maintain privacy. 
 
Instruments 
 
To invesEgate Thai EFL learners’ percepEons of using memes as a tool for communicaEon, this study 
employed a close-ended quesEonnaire to collect quanEtaEve data. The quesEonnaire was structured 
into three main secEons including: 

1. Respondent demographic informaEon such as age, gender, academic background, and 
language proficiency to provide context for analyzing the responses. 
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2. Respondents’ experiences on social media and memes to explore their frequency and 
nature of social media use, their exposure to internet memes, and how they interact 
with memes as senders and receivers. 

3. Respondents’ percepEons on using internet memes as a tool for communicaEon to 
examine their views on the effecEveness, clarity, and emoEonal impact of memes. It also 
addressed potenEal drawbacks, such as cultural misunderstandings and communicaEon 
faEgue. This secEon includes 12 items with 5-level Likert scales, focusing on specific 
benefits (e.g., humor, visual aeracEveness, creaEvity), clarity of communicaEon, and 
potenEal drawbacks (e.g., cultural misunderstandings, communicaEon faEgue). These 
percepEon items were adapted from previous research on humor and pragmaEc 
awareness (Aeardo, 2008; Bardovi-Harlig & Dörnyei, 1998), meme communicaEon 
(Shifman, 2014; Yus, 2019), and pragmaEc competence in Thai EFL contexts 
(Prakaiborisuth & Trakulkasemsuk, 2016; Thijieang & Lê, 2010).  

 
The quesEonnaire was validated through expert reviews from 3 academics specializing in 

linguisEcs and language educaEon. A pilot study was also conducted with a small group of similar 
respondents to refine the quesEons for clarity. 
 
 
Data CollecBon Procedures 
 
The data collecEon process was conducted over a four-week period. To recruit respondents, brochures 
containing a QR code linked to the quesEonnaire were distributed. InformaEon about the study, including 
its purpose, objecEves, and ethical consideraEons, was disseminated through mulEple communicaEon 
channels associated with the course. Posters were also displayed on adverEsement boards within the 
faculty building to increase visibility. The recruitment materials emphasized the study’s purpose and 
ethical protocols, including voluntary parEcipaEon, anonymity, and confidenEality. The respondents were 
required to review and provide informed consent before proceeding with the quesEonnaire. 
 
Data Analysis 
 
Responses collected from the quesEonnaire were reviewed for any inconsistencies or missing data. The 
responses with incomplete answers were excluded from the data set. In total, 93 responses were 
analyzed using descripEve staEsEcal methods. Frequencies, percentages, and means were calculated to 
provide an overview of the respondents’ percepEons. The quesEonnaire responses were numerically 
coded and organized according to the secEons addressing respondents’ experiences with memes and 
their percepEons of memes as a communicaEon tool. 
 

RESULTS 
 
The results of the study reveal important insights into experiences and percepEons of Thai EFL learners 
regarding the use of internet memes as a communicaEon tool. The data collected from 93 respondents 
provides an overview of their engagement with memes, percepEons on using internet memes, and 
concerns. 
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Engagement with memes 
 
The respondents were asked about their experiences using memes in communicaEon. As senders, a 
significant majority (86%) reported using memes primarily for sharing jokes or humor. In addiEon, 75.3% 
indicated using memes to express personal feelings or experiences, and 49.5% used them to react to 
current events (see Table 2). 
         
Table 2. 
Purpose of using memes in communica3on as a sender 

Purpose of meme usage Responses Percentage (%) 

Sharing jokes or humor 80 86% 

Expressing personal feelings or experiences 70 75.3% 

ReacEng to current events 46 49.5% 

Responding to someone else's post 39 41.9% 

Others 5 5.4% 

        
When asked about their understanding of memes as receivers, 98.2% reported analyzing the 

images and text together to understand meanings. AddiEonally, 59.1% idenEfied cultural references or 
symbols, 54.8% relied on wording and tone, and 54.8% looked for context clues from comments or 
discussions. Meanwhile, 51.6% considered the broader context (planorm, audience, environment), and 
30.1% reported searching for background informaEon on the internet (see Table 3).  
  
Table 3.  
Strategies used in understanding memes as a receiver 

Strategy used in understanding memes Responses Percentage (%) 

Analyze the images and text together 83 98.2% 

Try to idenEfy any cultural references or symbols 55 59.1% 

Pay aeenEon to the wording and tone 51 54.8% 

Look for context clues from comments or discussions 51 54.8% 

Consider the context in which they appear, e.g., look at 
where the meme is shared, who the audience is, and the 
planorm it's on 

48 51.6% 

Search for background informaEon or references on the 
internet 

23 30.1% 

Others 2 2.2% 

  
PercepBons on using internet memes in communicaBon 
 
More than half of the respondents (51.6%) agreed that memes were effecEve as a tool for 
communicaEon, while nearly half of them (45.2%) expressed their uncertainty. When further asked 
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about their percepEons on the benefits of using memes, and the challenges and concerns they have, the 
data revealed their level of agreement as shown in Table 4. 
 
Table 4. 
Benefits as well as challenges and concerns on using memes 

Statement Strongly 
Agree 

Agree Not 
Sure 

Disagree Strongly 
Disagree 

Average 
agreement 
level (out 
of 5) 

Benefits 

1. Memes add humor, making 
communicaEon more 
enjoyable 

68.8% 30.1% 0% 0% 0% 4.64 

2. Memes use pictures, making 
them aeracEve 

98.9% 40.9% 1.1% 0% 0% 4.57 

3. Memes enable creaEve 
expression and express a range 
of emoEons 

55.9% 43.0% 1.1% 0% 0% 4.54 

4. Memes use short text to 
describe complex ideas 

62.4% 29.0% 7.5% 1.1% 0% 4.52 

5. Memes use images to 
enhance comprehension 

94.6% 38.7% 4.3% 1.1% 0% 4.49 

6. Memes use simple language 
structures 

53.8% 32.3% 10.8% 3.2% 0% 4.36 

7. Memes help with learning 
English 

53.8% 28.0% 17.2% 1.1% 0% 4.34 

8. Memes deliver messages 
clearly and directly 

39.8% 37.6% 18.3% 3.2% 1.1% 4.12 

Challenges and concerns 

9. Memes may be interpreted 
differently by different people 

57.0% 35.5% 7.5% 0% 0% 4.49 

10. Memes may not always 
convey messages clearly 

48.4% 39.8% 10.8% 1.1% 0% 4.35 
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11. Memes can unintenEonally 
cause misunderstandings 
between people from different 
cultures 

39.8% 39.8% 17.2% 3.2% 0% 4.16 

12. Excessive use of memes 
may lead to communicaEon 
faEgue 

37.6% 30.1% 20.4% 9.7% 1.1% 3.90 

     
Regarding the benefits, the results indicate that Thai EFL learners widely appreciate memes for 

their humor and visual engagement. The respondents viewed that memes could add humor, making 
communicaEon more enjoyable the most (x̄ = 4.64), followed by the aeracEveness due to their visual 
elements (x̄ = 4.57), and their ability to enable a variety of expressions and feelings (x̄ = 4.54). 
InteresEngly, despite quite high agreement levels, the respondents appeared to perceive the use of 
simple language in memes (x ̄= 4.36) and their contribuEon to English learning (x ̄= 4.34) at a lower level 
than that of their humor appreciaEon. Also, the respondents viewed memes as a tool to deliver messages 
clearly and directly the least (x ̄= 4.12). 
 In terms of challenges and concerns, the respondents tended to view memes as having the 
potenEal for misinterpretaEon. They viewed that memes could cause different interpretaEons by 
different groups of people (x ̄= 4.49) the most, followed by unclear messages (x ̄= 4.35) and cross-cultural 
misunderstandings (x ̄= 4.16), respecEvely. In addiEon, they seemed to perceive communicaEon faEgue 
due to excessive use of memes as the least concerned issue (x ̄= 3.90). 
 

DISCUSSION 
 
The findings suggest that Thai EFL learners greatly perceive memes as an effecEve and engaging tool for 
communicaEon. Their success can be influenced by factors such as cultural sensiEvity, the clarity of 
messages, and audience familiarity. As a sender, their use of memes suggest they see memes as a means 
of lighthearted interacEon and self-expression rather than for academic or instrucEonal purposes. Their 
choices in sending memes to share jokes or humor or to express their feelings or experiences indicate 
that they primarily associate memes with informal, socially oriented communicaEon, posiEoning them 
more as tools for personal connecEon and amusement than for serious or instrucEonal purposes. Their 
percepEon of memes as a medium for entertainment and joy resonates with Taecharungroj and 
Nueangjamnong’s (2014) findings that Thai audiences favored posiEve, self-enhancing humor in memes, 
reflecEng a preference for lighthearted engagement rather than criEcal or academic funcEons.  

When they play the role of receivers, the findings reveal they mainly focus on the visual aspect of 
memes rather than examining other aspects of them. This suggests the learners are aeracted to the 
meme surface they can see, possibly emphasizing their use of memes for personal connecEon and 
amusement. Taecharungroj and Nueangjamnong (2014) also observed that Thai audiences engaged with 
memes in ways that emphasized quick, visually accessible humor. This tendency aligns with broader 
research showing that the visual component of memes is oRen the first clue processed, guiding 
interpretaEon before textual or contextual elements are considered (Dynel, 2016; Zenner & Geeraerts, 
2018; Yus, 2019). 

The learners’ percepEons on benefits of memes suggest their emphasis on the ability of memes 
to create amusement in communicaEon rather than their potenEal of being educaEonal intents. This 
could be explained by the fact that the learners in this study generally encountered memes in their 



Thailand TESOL Conference Proceedings 2025 
 

110 

everyday life. Even though memes were introduced to them in class, they only appeared in the 
introducEon part of the lesson, as a warm-up acEvity, to aeract the learners’ aeenEon. Undoubtedly, the 
learners possibly perceived them as symbols of joy rather than instrucEonal content. The focus of memes 
as a tool to make communicaEon enjoyable and relatable aligns with Debbab’s (2021) and Yus’s (2018) 
arguments about the use of memes as a tool to foster emoEonal connecEon in digital discourse. This also 
reflects Aeardo’s (2008) claim that humor is central in communicaEon. In addiEon, the use of images in 
memes to aeract others’ aeenEon can partly indicate the role of memes as mulEmodal construcEons 
where meaning is co-created through text and image (Zenner & Geeraerts, 2018), which helps develop 
visual literacy by connecEng linguisEc form with cultural meaning (Romero & Bobkina, 2017).  

Despite the aforemenEoned benefits, the findings also highlight significant challenges of memes. 
As viewed by the quesEonnaire respondents, their concerns lie in the potenEal of memes to create 
misunderstandings, especially among people with different backgrounds or cultures. This finding, to 
some extent, reveals learners’ awareness of cross-cultural communicaEon. They seem to understand that 
successful communicaEon can occur in the situaEon where there is shared culture or norms. This finding 
suggests the tendency that the learners with this awareness can adjust their language use to suit the 
context. As found by Pin-ngern (2015), Thai EFL learners with higher proficiency and greater experience 
demonstrated stronger metapragmaEc awareness and were beeer able to adjust their language use to 
context.  However, communicaEon between people from different cultures or without shared 
understanding may lead to pragmaEc failure and cultural variability (Prakaiborisuth & Trakulkasemsuk, 
2016; Thijieang & Lê, 2010), which can result in communicaEon breakdowns (Thomas, 1983).  

In addiEon, the finding about the learners’ concern over different interpretaEons of the messages 
may be linked to their limited pragmaEc knowledge rather than purely linguisEc competence. As Bardovi-
Harlig and Dörnyei (1998) observed, pragmaEc competence is more difficult to acquire than grammaEcal 
accuracy. In the Thai context, this concern is supported by empirical evidence showing that learners 
frequently struggle with pragmaEc interpretaEon. Prakaiborisuth and Trakulkasemsuk (2016) found that 
Thai undergraduates oRen misinterpreted even simple expressions such as “What’s new?” and were 
unable to provide appropriate responses in face-to-face situaEons. Similarly, Zhang, Wang, and Wannaruk 
(2019) reported low levels of pragmaEc competence among Thai students in producing speech acts such 
as refusals and complaints. Taken together, these findings suggest that memes, which depend heavily on 
implicit cultural knowledge, humor, and pragmaEc awareness, present a parEcularly demanding 
interpreEve task for Thai EFL learners. 

InteresEngly, the learners in this study perceived communicaEon faEgue as the least concerned 
factor. They generally did not view excessive use of memes as a threat to reduce their communicaEve 
impact, likely because memes are sEll perceived as novel and entertaining in their daily interacEons. 
Nevertheless, the issue should not be overlooked. As Dynel (2016) observed that repeEEve meme 
formats risk losing their humor and novelty, which can diminish their effecEveness over Eme. For 
educators, this implies that while most learners currently perceive memes posiEvely, overuse could lead 
to reduced engagement in the long run, underscoring the need to balance memes with other 
communicaEve pracEces in order to sustain moEvaEon. 
 
ImplicaBons for Language EducaBon 
 
Even though memes were mainly perceived as fulfilling emoEons roles in communicaEon, the overall 
findings suggest their potenEal as a tool for developing pragmaEc competence and sociocultural 
awareness in EFL contexts. By engaging with memes, learners are exposed to implicit meanings, humor, 
and cultural references which are core elements of pragmaEc competence (Bardovi-Harlig, 2013). At the 
same Eme, the focus on the use of images to aeract aeenEon highlights the role of memes as mulEmodal 
construcEons, where meaning is co-created through text and image (Zenner & Geeraerts, 2018). This 
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mulEmodality can support the development of visual literacy by connecEng linguisEc form with cultural 
meaning (Romero & Bobkina, 2017). 

However, learners’ challenges indicate the importance of guided instrucEon. Explicit teaching of 
pragmaEc and cultural dimensions of memes may help learners navigate cultural references more 
effecEvely (Yus, 2019; Al Rashdi, 2020). In Thailand, where classrooms oRen emphasize grammar and 
examinaEons (Forman, 2011), incorporaEng memes into instrucEon can make English learning more 
relevant to students’ digital lives. At the same Eme, teachers should raise learners’ awareness of cultural 
differences in humor styles (Taecharungroj & Nueangjamnong, 2014) and pragmaEc expressions 
(Prakaiborisuth & Trakulkasemsuk, 2016). Doing so may help miEgate misinterpretaEons and foster a 
more nuanced understanding of mulEmodal communicaEon. 

 

CONCLUSION 

In conclusion, the findings of this study underscore the dual nature of memes as both a valuable 
communicaEon tool and a potenEal source of challenges. Learners perceived memes as effecEve and 
engaging, especially for humor, self-expression, and entertainment. As senders, they primarily used 
memes for sharing jokes and personal feelings, while as receivers, they tended to focus on visual 
elements more than on deeper contextual or cultural meanings. This reliance on surface-level cues helps 
explain their concerns about misinterpretaEon, unclear messages, and cross-cultural misunderstandings, 
although communicaEon faEgue was the least strongly endorsed challenge. These results highlight the 
importance of integraEng memes into language educaEon in ways that not only engage students but also 
foster pragmaEc competence, cultural awareness, and visual literacy. In doing so, educators can make 
English learning more relevant to learners’ digital lives while addressing the risks of misunderstanding. 

This study contributes to a growing body of research on digital media in EFL educaEon, with a 
specific focus on Thai learners. However, its scope was limited to undergraduate students enrolled in a 
single English course at one university in southern Thailand, and therefore cannot be generalized to all 
Thai EFL learners. In addiEon, the study relied solely on quanEtaEve data, which provides an overview of 
learners’ percepEons but not the depth of their interpreEve processes. Future research could incorporate 
qualitaEve methods, such as interviews or think-aloud protocols, to provide richer insights into how 
learners decode and negoEate the meanings of memes in intercultural communicaEon. 
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Abstract 
 
English is a mandatory subject in Japanese universi?es for nearly all undergraduate students, regardless 
of their academic major. However, the content, instruc?onal approach, and classroom environment vary 
depending on instructors. Since taking English courses is required for all students, students’ mo?va?on 
and engagement levels differ significantly, par?cularly among non-English majors. This study examines 
the aJtudes of first-year Japanese university students toward learning English, their percep?ons of 
challenges across the four skills, and their preferences regarding English class ac?vi?es and topics. A 
ques?onnaire was distributed to two proficiency groups enrolled in required English courses at the 
University of Nagasaki. Students’ self-evalua?ons of English skills, learning goals, and classroom 
preferences were collected, and the data were analyzed descrip?vely and thema?cally using MAXQDA. 
Findings revealed differences in confidence levels and skill priori?es between the two groups, with lower-
level students emphasizing the importance of engaging and suppor?ve ac?vi?es. Notably, a discrepancy 
was observed between students’ self-assessed vocabulary proficiency and the vocabulary-related 
difficul?es they reported across proficiency levels. Although vocabulary was not perceived as a significant 
weakness in self-assessments, it emerged as a common challenge across all four language skills: listening, 
speaking, reading, and wri?ng. This highlights the oTen underrecognized role vocabulary plays in 
language performance. The results suggest that English instruc?on should integrate explicit vocabulary 
development across all four skills while increasing students’ awareness of their linguis?c needs. This 
study contributes to the development of more effec?ve, student-centered English teaching prac?ces in 
higher educa?on. 
 
Keywords: learner needs, course design, classroom expecta?ons, ac?vi?es, topics 
 

INTRODUCTION 
 
In many universi?es in Japan, general English courses are part of the core curriculum for first-year 
students regardless of their major. These courses aim to provide students with founda?onal English skills 
and cul?vate posi?ve aJtudes toward language learning. However, instructors oTen face challenges due 
to the wide range of students’ proficiency levels, mo?va?ons, and prior learning experiences. Sakui and 
Cowie (2012) reported that Japanese EFL teachers oTen struggle to mo?vate students with diverse levels 
of interest, ability, and engagement, highligh?ng how such diversity complicates classroom management 
and instruc?onal planning. 

The percep?ons of English among non-English major students are diverse. In fact, English courses 
are part of the gradua?on requirements, and non-English major students struggle to stay mo?vated as 
they rarely perceive an urgent necessity to acquire English skills (Fujita, 2020). Therefore, it is important 
to understand what students expect from English educa?on, how they perceive their skills, and what kind 
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of class content or ac?vi?es they find more beneficial and engaging. One framework for iden?fying 
learners’ needs is needs analysis. As Graves (2000) men?ons, “needs assessment is a systema?c and 
ongoing process of gathering informa?on about learners’ needs and preferences, interpre?ng the 
informa?on, and then making course decisions based on the interpreta?on” (p. 98). Without this 
understanding, it is challenging to create learning environments that are both inclusive and mo?va?ng. 

This study inves?gates first-year students’ aJtudes toward English, their self-assessments of 
language skills, and their preferences regarding class content. By comparing students from upper- and 
lower-proficiency groups in a required English course, the study aims to reveal key differences and 
similari?es that can inform more student-centered teaching prac?ces in general English educa?on at the 
university level. 
 

LITERATURE REVIEW 
 
Studies on the English learning of Japanese university students have extensively examined learners’ 
needs, aJtudes toward English, and expecta?ons for classroom instruc?on. To situate the present study, 
this review outlines four key areas: learning goals, aJtudes toward English and proficiency, self-
evalua?ons, and lesson preferences. 
 
Goals for Learning English 
 
The purpose of learning English may vary depending on learners’ backgrounds, mo?va?ons, and future 
goals. Several studies suggest that many Japanese university students primarily aim to use English for 
prac?cal communica?on in real-life situa?ons, rather than for academic or professional purposes. For 
example, Oomi (2011) found that students’ learning goals are driven by the desire to communicate with 
non-Japanese people, especially in casual and travel-related contexts. Furuya and Sakurai (2014) also 
men?oned that prac?cal English is oTen priori?zed over academic or business English, with students 
focusing on conversa?ons that can be used during overseas travel, daily interac?ons, and social 
exchanges. These findings suggest that for many students, English is viewed as a tool for personal 
enrichment and intercultural communica?on, rather than a tool for achieving career goals. 
 
AEtude Toward English and Proficiency 
 
The aJtude toward English and students’ proficiency levels considerably differ since English is a required 
subject in most Japanese universi?es. Many researchers have examined how these factors interact. 
Furuya and Sakurai (2014) found a clear correla?on between English proficiency and students’ aJtudes 
toward learning English: students with higher proficiency levels generally report more posi?ve aJtudes, 
while those with lower proficiency levels are more likely to feel nega?ve or indifferent toward English. 
Ishida (2021) also reported that aJtudes toward English vary across facul?es, with students in 
departments related to the English language or interna?onal studies showing greater mo?va?on and 
more favorable percep?ons of English. Interes?ngly, Ishida (2021) also found that even among students 
with modest self-assessments of English proficiency, those engaged in English-related subjects tended to 
maintain more posi?ve aJtudes. 
 
Self-evaluaKon of English Skills in the Japanese Context 
 
Several researchers have inves?gated Japanese university students’ self-evalua?on of their English 
proficiency and preferences for skill development. Kanagawa et al. (2005) showed that Japanese 
university students rate reading and listening as their strongest skills. In contrast, speaking is oTen 
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iden?fied as the most challenging skill due to limited opportuni?es for speaking prac?ce. Students also 
consistently express a strong desire to improve their speaking and listening abili?es, which they view as 
essen?al for real-world communica?on. Addi?onally, Ishida (2021) emphasizes the importance of 
grammar mastery in enhancing overall proficiency, par?cularly for lower-level students who oTen 
struggle with the fundamentals of English sentence structure. These findings underscore the importance 
of addressing specific skill gaps and providing balanced instruc?on across all four language skills to meet 
the diverse needs of students. 
 
Lesson Preferences 
 
In addi?on to skill development, previous research has widely discussed students’ preferences regarding 
lesson types and classroom ac?vi?es. According to Uchida et al. (2019) and Kanagawa et al. (2005), many 
Japanese university students express dissa?sfac?on with one-sided, lecture-style classes, where teacher-
centered instruc?on dominates, and students have limited opportuni?es for ac?ve par?cipa?on. Instead, 
they prefer communica?on-focused lessons that emphasize prac?cal language use, encourage peer 
interac?on, and provide explicit and suppor?ve instruc?on. Interac?ve ac?vi?es such as pair work, group 
discussions, and task-based learning are generally preferred because they create more opportuni?es for 
authen?c communica?on. However, lesson preferences oTen vary depending on students’ English 
proficiency levels. Ishida (2021) found that proficient students prefer ac?vi?es that challenge their 
communica?on skills, such as debates or discussions on complex topics, while less proficient students 
need more founda?onal support, including structured role-plays or scaffolded conversa?on prac?ce, to 
build confidence. These findings suggest that designing lessons with differen?ated instruc?on based on 
proficiency levels is cri?cal for maintaining mo?va?on and enhancing language development in diverse 
classrooms. 
 

Previous studies have provided valuable insights into the learning goals, aJtudes toward English 
and proficiency, self-evalua?ons, and preferences of Japanese EFL learners regarding classroom ac?vi?es 
(e.g., Kanagawa et al., 2005; Furuya & Sakurai, 2014; Uchida et al., 2019). However, rela?vely likle 
research has focused on the specific difficul?es students themselves perceive in each of the four 
language skills. Previous research has explored mo?va?on, overall proficiency, and general preferences, 
but few studies have examined learners’ own awareness of the challenges they face in listening, speaking, 
reading, and wri?ng. This gap suggests the need for studies that capture both aJtudes and perceived 
difficul?es to provide a more comprehensive picture of learner needs in the Japanese university context. 

Thus, this study explored students’ aJtudes and percep?ons toward learning English in the 
Japanese context at the University of Nagasaki. It also inves?gated learners’ challenges in learning English 
and their preferences regarding topics and ac?vi?es used in English classes. To address these aims, the 
following research ques?ons were formulated: 

1. What are students’ aJtudes and percep?ons toward English, and what do they hope to 
achieve through learning English? 

2. How do students evaluate their English proficiency, and what skills do they wish to improve? 
3. What challenges do students perceive in the four skills? 
4. What characteris?cs of English classes do students consider beneficial, and what ac?vi?es and 

topics are preferred in English classes? 
 
 
  



Thailand TESOL Conference Proceedings 2025 
 

116 

METHODOLOGY 
 
Instruments 
 
The ques?onnaire was developed by adap?ng items from previous studies on the English learning goals, 
aJtudes, and classroom preferences of Japanese university students (e.g., Kanagawa et al., 2005; Uchida 
et al., 2019; Ishida, 2021). In addi?on, the researcher included open-ended items that asked students to 
describe the specific challenges they encountered in each of the four skills (listening, speaking, reading, 
and wri?ng).  

The ques?onnaire inves?gated four main areas: (1) students’ aJtudes toward learning English 
and their learning goals, (2) their self-assessment of English skills, including reading, wri?ng, listening, 
and speaking as well as the skills they hoped to improve by gradua?on, (3) the specific challenges they 
experience in each skill, and (4) their preferences regarding English class content, ac?vi?es, and topics. 

Sample items included: “How would you evaluate your speaking ability? (1 = very weak, 5 = very 
strong),” “What is your main goal in learning English? (e.g., communica?on, hobbies, qualifica?ons),” and 
“What difficul?es do you experience in listening?” (open-ended). In this way, the instrument combined 
Likert-scale, mul?ple-choice, and open-ended items to capture both students’ self-percep?ons and their 
skill-specific challenges. The ques?onnaire was distributed via Google Forms to collect both quan?ta?ve 
and qualita?ve data, exploring the research ques?ons. 
 
ParKcipants 
 
The researcher gathered responses from 119 first-year students enrolled in required General English 
courses at the University of Nagasaki. These students represented a por?on of the first-year cohorts from 
two academic departments: the Department of Business Administra?on and the Department of Regional 
Development. Based on the placement test results held at the university, students were divided into 
different proficiency levels. Among the respondents, 56 students were from the upper-level class and 63 
from the lower-level class. 
 
Data Analysis 
 
This research used various methods to analyze quan?ta?ve and qualita?ve data. Quan?ta?ve data were 
analyzed descrip?vely to compare responses across the two proficiency levels. Addi?onally, the open-
ended responses were analyzed using thema?c analysis, supported by MAXQDA, a soTware program 
designed for qualita?ve data analysis. Responses were coded and categorized into major themes to 
iden?fy tendencies based on students’ aJtudes and classroom preferences. 
 

RESULTS 
 
AEtudes Toward English and Learning Goals 
 
Firstly, the researcher asked the par?cipants about their aJtudes toward English. Overall, the responses 
showed a rela?vely balanced distribu?on between posi?ve and nega?ve aJtudes toward English, with a 
smaller propor?on selec?ng a neutral stance (see Figure 1). 
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Figure 1. Overall Student AJtude toward English 
 
Specifically, 40.3% of students expressed posi?ve aJtudes ("like" or "somewhat like"), while 37.0% 
expressed nega?ve aJtudes ("dislike" or "somewhat dislike"). In addi?on, 22.7% of students selected 
"neutral," indica?ng neither strong preference nor aversion. This distribu?on reflects the varied aJtudes 
and percep?ons toward English. 

However, when comparing responses by proficiency level, apparent differences emerged. Figure 
2 shows the differences in students’ aJtudes toward English between the two proficiency levels. 
Approximately 65% of upper-level students selected "like" or "somewhat like," indica?ng a generally 
posi?ve aJtude. In contrast, approximately 58% of lower-level students chose "dislike" or "somewhat 
dislike," indica?ng a higher level of discomfort or disengagement with English learning among this group. 
 

 
 

Figure 2. Comparison of AJtudes toward English in Two Proficiency Levels 
 

Next, the par?cipants were also asked about their percep?ons of the necessity of English in their 
daily lives and for achieving their future goals. Figure 3 illustrates students’ percep?ons of the necessity 
of English. It shows that about 85% of upper-level and nearly 82% of lower-level students considered 
English "necessary" or "somewhat necessary." Despite differences in aJtudes toward English shown in 
Figure 1, this finding indicates that students at both levels recognize the importance of English. 
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Figure 3. Necessity of English by Proficiency Level 

 
 

Regarding learning goals, "communica?on" was the most frequently selected learning goal for 
both proficiency groups, with 55 upper- and 56 lower-level students choosing this op?on (see Figure 4).  

 

 
Figure 4. Learning Goals through English across Two Groups 

 
"Hobbies," such as enjoying movies or music in English, and "qualifica?ons," such as improving 

TOEIC or Eiken scores, were also commonly selected. Notably, upper-level students selected 
"qualifica?on" (38 responses) slightly more than "hobbies" (37 responses), whereas lower-level students 
showed a slightly higher preference for "hobbies" (34 responses) over "qualifica?on" (29 responses). 
Fewer students selected "informa?on gathering" and "career" as primary goals. 
 
 
Self-assessment of English Skills 
 
Students evaluated their English proficiency in six areas — listening, reading, speaking, wri?ng, grammar, 
and vocabulary — using a 5-point Likert scale (1 = "very weak," 5 = "very strong"). Table 1 presents the 
mean scores and standard devia?ons of students’ self-assessed English proficiency across the six skills. 
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Regarding self-evalua?on, students rated their reading skills highest and their speaking skills lowest. This 
trend was consistent across both proficiency levels. Overall, upper-level students reported higher self-
assessed proficiency across all six areas than lower-level students, consistent with their placement based 
on proficiency tes?ng. 
 
 
Table 1 
Self-assessed English Proficiency   

Skills Overall Upper-level Lower-level 
Listening 2.59 (0.82) 2.84 (0.78) 2.17 (0.79) 
Reading 2.76 (0.78) 3.04 (0.71) 2.52 (0.76) 
Speaking 2.17 (0.78) 2.43 (0.81) 1.94 (0.69) 
Wri?ng 2.51 (0.87) 2.88 (0.79) 2.19 (0.82) 
Grammar 2.60 (0.76) 2.88 (0.69) 2.43 (0.73) 
Vocabulary 2.66 (0.76) 2.93 (0.71) 2.27 (0.76) 

Note. Values are presented as Mean (SD). 
 

Figure 5 shows which skills they most wished to improve by gradua?on, and speaking was the 
most commonly selected, followed by listening. 
 

 
Figure 5. Desired English Skills by Gradua?on 

 
Despite differences in their proficiency level, both groups demonstrated a shared desire to 

enhance oral communica?on skills. Students’ mo?va?ons for improving their speaking skills can be 
broadly categorized into three areas: 

• Communica?on and cultural exchange 
• Work and career opportuni?es 
• Traveling abroad 
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Some students expressed a desire to improve their speaking skills to understand the values and 
cultures of people from different countries. Others indicated that enhanced communica?ve skills would 
be beneficial for part-?me jobs or traveling abroad. 
 
Challenges in the Four Skills 
 
The par?cipants were asked open-ended ques?ons about the challenges they experienced in each of the 
four English skills: listening, reading, speaking, and wri?ng. Their responses revealed recurring issues, 
some of which were common across all levels, while others varied depending on proficiency. Listening 
and reading challenges were oTen shared across proficiency levels, whereas speaking and wri?ng 
challenges showed more apparent differences depending on the students’ proficiency levels. 

Students reported several challenges in listening comprehension. One common difficulty was 
recognizing differences in pronuncia?on, par?cularly aspects such as word connec?ons and linking. 
Several students commented, “I cannot catch the words when they are linked together,” and “It is difficult 
to hear when mul?ple words are connected and the sounds change.” Others emphasized the fast pace of 
spoken English, wri?ng, “It is too fast to understand,” “When people speak too fast, I cannot follow,” and 
“English spoken too fast is hard to catch.” 

Vocabulary limita?ons were also highlighted. Some students men?oned, “If there are unknown 
words, I cannot understand at all,” and “Even if I know the word, the pronuncia?on of na?ve speakers 
some?mes makes familiar words sound unfamiliar.” Moreover, issues of concentra?on and persistence 
emerged, such as “My concentra?on declines while listening,” and “When the passage is long, I lose track 
of which ques?on I am answering.” These quotes illustrate that listening difficul?es were oTen 
mul?faceted, involving the interac?on of processing speed, vocabulary knowledge, pronuncia?on 
features, and cogni?ve factors such as aken?on. 

The par?cipants also iden?fied several difficul?es in reading. Vocabulary and grammar limita?ons 
were frequently men?oned as obstacles to comprehension. Several students explained, “When I 
encounter unknown words, I stop reading,” and “When the vocabulary becomes difficult, I cannot 
understand at all.” Furthermore, aken?on and comprehension problems were reported. Some students 
indicated that they oTen missed important informa?on. For instance, they men?oned, “Even if I read, 
the content does not stay in my mind,” and “It takes me ?me to find and focus on the important parts.” 
Finally, many students emphasized the difficulty of balancing speed and accuracy. Typical comments 
included, “If I try to read quickly, I cannot remember the content, but if I try to understand, I cannot read 
fast,” and “Even if I read fast, I some?mes make mistakes.” 

Challenges related to speaking varied depending on students’ proficiency levels. In the lower-
level class, many students reported that they tended to translate from Japanese into English when 
speaking, which they found challenging and ?me-consuming. Some students commented, “It takes me 
too long to translate from Japanese into English,” and “I cannot quickly change what I want to say into 
English.” This difficulty was oTen akributed to a lack of vocabulary and insufficient knowledge of 
grammar. For example, one student noted, “Because I do not know enough words, I cannot express what 
I want to say in English,” while another explained, “When I do not know which grammar to use, I end up 
speaking in single words.” Some also men?oned pronuncia?on issues, such as “I do not have confidence 
in my pronuncia?on.” 

In contrast, upper-level students, while generally possessing a more substan?al knowledge of 
vocabulary and grammar, reported difficul?es speaking fluently due to overthinking sentence structures 
and expressions to avoid mistakes. Some students  commented, “I cannot create sentences instantly,” “I 
have to construct sentences in my head before speaking, so words do not come out quickly,” and “I 
overthink and my idea does not come across smoothly.” Others expressed anxiety about accuracy; for 
example, “I hesitate because I am not sure if my sentences are correct,” and “I am afraid of making 
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mistakes, so I do not speak.” In addi?on, some students emphasized expression-related issues, such as “I 
cannot come up with the right expressions.” As a result, they struggled to speak fluently and lacked 
confidence in their spoken English. 

Similar to speaking, wri?ng challenges also differed by proficiency level. In the lower-level class, 
many students reported difficul?es, including a lack of vocabulary to express their ideas appropriately 
and an insufficient understanding of basic grammar. Several students commented, “Because I do not 
know enough words, I cannot write what I want to say,” and “I am not sure if my grammar is correct, so I 
cannot write with confidence.” Spelling was also another common issue, as reflected in remarks such as 
“Some?mes I know the word but cannot spell it correctly.” These limita?ons made it difficult for them to 
construct sentences accurately and confidently. 

On the other hand, upper-level students reported uncertainty about using familiar words and 
expressions appropriately in context. Some explained, “I can only write using fixed paJerns and simple 
expressions,” and “I cannot come up with appropriate expressions.” Others emphasized concerns about 
accuracy, no?ng, “I am not sure if my grammar and spelling are correct,” and “I some?mes make 
unexpected spelling mistakes.” Moreover, students at both levels oTen struggled to develop ideas beyond 
linguis?c difficul?es. One student stated, “I cannot come up with ideas, and I cannot quickly translate my 
thoughts into English.”  
 
Student Preferences for Class CharacterisKcs, AcKviKes, and Topics 
 
The study examined students’ percep?ons of effec?ve English class characteris?cs, as reported through 
their prior learning experiences. Across both proficiency groups, students highlighted three key features 
of effec?ve English classes: engaging ac?vi?es, opportuni?es for prac?cal communica?on, and suppor?ve 
teacher involvement. Regarding engaging ac?vi?es, one student commented, “Classes with a lot of group 
work and pair work were good because I could enjoy speaking English.”. Students also noted that mini-
presenta?ons with changing partners allowed them to interact with many classmates in English. In terms 
of prac?cal communica?on, one reported, “Prac?cing short conversa?ons with classmates helped me 
understand how expressions are actually used in real situa?ons.” Another commented,  “Using English 
news ar?cles exposed me to authen?c language and showed me the fun of reading in English.” Finally, 
suppor?ve teacher involvement was frequently men?oned as a crucial factor. Some students stated, 
“One-on-one feedback on my wri?ng was helpful because the teacher pointed out specific weaknesses.”  
Another student men?oned, “I could ask ques?ons during class, and the teacher explained them clearly 
so I understood.”  

While these characteris?cs were broadly shared, some dis?nc?ons emerged between the two 
proficiency groups. Upper-level students preferred more advanced ac?vi?es, such as group discussions 
and presenta?ons, to enhance their language skills. In contrast, lower-level students emphasized lessons 
that priori?zed founda?onal skill development through peer-supported, interac?ve ac?vi?es that 
contributed to increased confidence in language use. 

Some students also noted aspects of classes they had found less beneficial. These included 
lessons that moved too quickly, focused heavily on memoriza?on, or lacked clear explana?ons. Although 
not the primary focus of this study, such comments offer addi?onal insight into what learners perceive as 
suppor?ve or unsuppor?ve learning environments. 

In addi?on to class characteris?cs, the study also examined students’ preferences for classroom 
ac?vi?es and topics. Responses showed both shared preferences and some varia?on depending on 
proficiency level. As shown in Figure 6, students’ preferences for class ac?vi?es included interac?ve 
classroom ac?vi?es, such as pair work, group tasks, and small-group presenta?ons. Full-class 
presenta?ons were the least preferred. 
 



Thailand TESOL Conference Proceedings 2025 
 

122 

 
Figure 6. Ac?vity Preferences Based on Proficiency Level 

 
Furthermore, the researcher explored students’ preferences regarding class topics based on the 

topics used in textbooks for general English courses in Japan. Students’ preferences regarding classroom 
topics were examined using a reference list drawn from a previous study by Takeuchi and Nakatsuka 
(2019), which analyzed topics commonly included in textbooks for general English courses at Japanese 
universi?es. Table 2 presents the top ten preferred topics for English classes across all par?cipants and 
within the upper- and lower-level proficiency groups. “Travel” ranked first overall and was also the most 
preferred topic among upper-level students, while it ranked second among lower-level students. Other 
topics commonly selected across groups include “Places/Countries” and “Sports.” 
 
Table 2 
Overall Comparison of Students’ Preferences about Topics based on Proficiency Level  

Rank Overall Upper-level Lower-level 
1 Travel Travel Places/Countries 
2 Places/Countries Food Travel 
3 Sports Sports Daily Rou?nes/Life 
4 Food Places/Countries Sports 
5 Daily Rou?nes/Life Animal Business 
6 Animal Daily Rou?nes/Life Animal 
7 History University Life History 
8 Business Fes?val/Tradi?on Food 
9 University Life History Numbers/Money 
10 Fes?val/Tradi?on Clothing University Life 

 
Several differences were also observed between the two proficiency levels. Overall, lower-level 

students showed a preference for more familiar and everyday topics, such as "Daily Rou?nes/Life," 
"Numbers/Money," and "Business," whereas upper-level students more frequently selected topics 
related to culture, tradi?on, and academic life, such as "Fes?val/Tradi?on," "University Life," and 
"Clothing." 
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DISCUSSION AND IMPLICATIONS 
 
This sec?on presents the key findings related to the four research ques?ons. Students’ aJtudes toward 
English varied depending on their proficiency levels. The upper-level learners expressed more posi?ve 
views, while the lower-level learners showed more nega?ve aJtudes. This tendency is consistent with 
earlier findings that proficiency and aJtudes are closely linked (Furuya & Sakurai, 2014). However, across 
both groups, most students recognized English as necessary for their lives and highlighted communica?on 
as their main learning goal. Previous research has similarly found that Japanese university students oTen 
priori?ze English for prac?cal, interpersonal purposes rather than strictly academic or professional goals 
(Oomi, 2011). The present findings confirm these pakerns and suggest a common recogni?on of their 
importance across proficiency levels. 

Regarding the skills, students in both groups rated reading as their strongest skill and speaking as 
their weakest, a tendency also observed in Kanagawa et al. (2005) and other studies of Japanese learners. 
This can be further explained by classroom prac?ces in the Japanese context, which priori?ze wriken 
accuracy over spoken fluency. As Chino (2018) observed, many learners prefer to prepare before speaking 
and feel anxious when asked to respond spontaneously, reflec?ng the focus on correctness and the 
limited opportuni?es for speaking prac?ce. In addi?on to the limited vocabulary and grammar 
knowledge, these factors might be part of the reasons why many students perceive speaking as their 
weakest skill and the one they most want to improve. 

In terms of difficul?es, students men?oned challenges in balancing speed and accuracy in 
reading, coping with fast speech in listening, and struggling with transla?on or confidence in speaking 
and wri?ng. Similar issues have been reported in previous research (e.g., Ishida, 2021), par?cularly for 
lower-level students who lack sufficient gramma?cal and lexical resources. Some responses also 
suggested that vocabulary limita?ons may cause these difficul?es, even though students did not explicitly 
iden?fy vocabulary as a weakness in their self-assessments. 

Students’ perspec?ves on classroom prac?ces also offer insight into what they perceive as 
effec?ve learning environments. Students believe that effec?ve classes include promoted interac?ons, 
opportuni?es for prac?cal communica?on, explicit instruc?on, and a suppor?ve environment. In 
addi?on, there are differences in classroom content based on proficiency level. Upper-level students 
preferred classes that allowed them to apply their exis?ng knowledge. In contrast, lower-level students 
expect to develop founda?onal skills, enjoy peer interac?on, and receive teacher support to build 
confidence in their language use. Therefore, teachers may need to differen?ate content and tasks to 
match learners’ proficiency levels to sustain mo?va?on and foster effec?ve language development. 

In terms of lesson preferences, previous studies have suggested that Japanese university students 
generally prefer interac?ve, student-centered lessons over teacher-centered instruc?on (e.g., Uchida et 
al., 2019; Kanagawa et al., 2005). This study supports this tendency but also adds new insights. In 
par?cular, students in both groups favored familiar themes such as travel, food, and daily life, indica?ng 
the importance of relatable content in sustaining engagement. At the same ?me, proficiency clearly 
shaped their preferences: lower-level learners viewed such ac?vi?es and topics as confidence-building 
opportuni?es, while upper-level learners preferred academically oriented tasks that enabled them to 
apply and extend their exis?ng knowledge. These findings highlight the need for differen?ated instruc?on 
that balances founda?onal support with advanced challenges across proficiency levels. 

Overall, while the findings revealed important features across students’ aJtudes, self-
assessments, skill-specific challenges, and preferences for classroom ac?vi?es and topics, one cri?cal 
issue warrants par?cular aken?on: a significant gap between students’ percep?ons of their vocabulary 
proficiency and the actual challenges they experience across skills. Although rela?vely few students 
selected vocabulary as a priority for improvement, vocabulary-related difficul?es consistently appeared 
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in their open-ended responses across all four language skills: listening, speaking, reading, and wri?ng. 
This suggests that students may not fully recognize the crucial role of vocabulary in language proficiency. 

As Na?on (2008) points out, the scope of vocabulary that can be explicitly taught in the classroom 
is inevitably limited, making it essen?al for learners to develop lexical knowledge beyond formal 
instruc?on. Moreover, Na?on (2024) emphasizes that vocabulary learning is a gradual process, as 
learners build knowledge through repeated encounters in different contexts. In line with the 
developmental stages of vocabulary knowledge (Schmik & Zimmerman, 2002, as cited in Schmik & 
Schmik, 2020), lower-level learners in this study appear to remain in the early phases of recogni?on and 
limited recep?ve knowledge, while upper-level learners are beginning to move into the later phases 
involving produc?ve use and deeper lexical knowledge. This pakern reflects the dis?nc?on between 
breadth and depth of vocabulary knowledge. While both groups may have some breadth, differences in 
depth and the balance between recep?ve and produc?ve knowledge may strongly influence their 
communica?ve ability. 

These findings highlight an important area for instruc?onal improvement. Vocabulary 
development should not be treated as an isolated component but should be explicitly integrated into 
skill-based ac?vi?es across the four skills in the classroom. Moreover, raising students’ awareness that 
vocabulary learning is a gradual and mul?-faceted process can help them expand and deepen their 
vocabulary knowledge and improve their four skills. To achieve this, teachers should not only foster such 
awareness but also support students in con?nuing the learning process beyond the classroom. 
 

CONCLUSION 

This study examined the aJtudes of Japanese university students toward English, their self-assessments 
of English skills, perceived challenges across the four language skills, and their preferences regarding 
classroom ac?vi?es and topics. The findings revealed several consistent pakerns: students recognized 
the necessity of English regardless of their proficiency level, priori?zed communica?ve skills for 
improvement, and favored interac?ve, prac?cally oriented classes focused on familiar topics. 

A significant finding was the gap between students’ self-perceived vocabulary proficiency and 
their reported vocabulary-related challenges. While vocabulary was not self-assessed as a weakness, 
students’ comments revealed that lexical limita?ons frequently constrained their listening, speaking, 
reading, and wri?ng abili?es. These findings might suggest that vocabulary knowledge plays a crucial yet 
oTen underrecognized role in students’ performance across all four English skills. Students may 
underes?mate the fundamental impact of vocabulary competence on their overall language ability. 

However, this study has certain limita?ons. The self-assessment of English proficiency and the 
reports of perceived challenges relied on subjec?ve measures rather than objec?ve assessments. 
Although the inclusion of open-ended items provided richer insights, self-reports do not necessarily 
reflect learners’ actual proficiency or classroom behaviors. Therefore, the observed discrepancy between 
perceived vocabulary proficiency and reported difficul?es should be interpreted as a gap within students’ 
self-percep?ons, not necessarily an objec?vely measured proficiency gap. Moreover, while the 
ques?onnaire was adapted from previous studies, it did not include standardized proficiency measures. 
A valuable direc?on for future research would be to combine survey data with more objec?ve 
approaches, such as CEFR-aligned proficiency tests, as well as performance-based tasks or reflec?ve 
journals, to build a more comprehensive understanding of learners’ needs. 

Despite these limita?ons, the study provides meaningful insights into learners’ awareness. The 
results highlighted the importance of promo?ng greater learner awareness of the role of vocabulary in 
effec?ve language use. In future research, it would be worthwhile to inves?gate how vocabulary 
development can be effec?vely integrated into classroom ac?vi?es, promo?ng all four skills. Exploring 



Thailand TESOL Conference Proceedings 2025 
 

125 

instruc?onal strategies that raise learners’ awareness of vocabulary use and its cross-skill impact may 
lead to more targeted and effec?ve language support. 
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Abstract 
 
In the context of Thailand being a mulGlingual country, this research is set to invesGgate L2 English 
Metaphonological Awareness of mulGlingual secondary students in Bangkok by adopGng Wrembel’s 
(2013, 2014) research design to retrospecGve sGmulated recall verbal reports for eliciGng qualitaGve 
data. Having 9 mulGlingual parGcipants of grade 11 perform the read-aloud task, sGmulated-recall task 
and sGmulated-recall interview, findings are emerging: first,  segmental phonological features are 
significantly more noGced and self-corrected than suprasegmental features; second, in spite of  the 
averaged younger age of the 9 parGcipants than those in previous similar research, their reflecGve 
comments a[est to the possibility of enhanced MLA exisGng in mulGlinguals; third, the parGcipants 
mainly idenGfy L1 as the main sources of CLI, in the meanwhile, some parGcipants also point to L3 
influence; fourth, the analysis of the background informaGon of parGcipants reveals that the CEFR 
phonology proficiency levels and more mulGlingual acquisiGon experiences are surfaced as contribuGve 
factors for these parGcipants’ extraordinariness in Metaphonological Awareness. 
 
Keywords: Metaphonological awareness, mulGlingual students, trilingual school 
 

INTRODUCTION 
 
MulBlingual Context in Thailand 
 
MulGlingual educaGon has gained increasing momentum in Thailand in recent years (Baker, 2017; 
Taladngoen, 2019). This trend is driven by both intrinsic moGvaGons, ethnic groups’ inherent need to 
preserve their linguisGc heritage and extrinsic factors including employment demands and supporGve 
government policies. While mulGple foreign languages are taught across various levels of educaGon 
(Kanoksilapatham, 2011), English has assumed a dominant role, in response to government policies, 
employment demands and joining in ASEAN where English funcGons as the official language of 
communicaGon and internaGonal trade acGviGes among ASEAN members (Kanoksilapatham, 2011; 
Kirkpatrick, 2012). To address these demands, schools have introduced the English Program (EP), which 
prioriGzes English, and the MulGlingual Language Program (MLP), which provide opportuniGes of 
mulGlingual educaGon, such as Chinese, Malay and Khmer (Tanielian, 2014). The above-menGoned 
iniGaGves reflect educaGon policy, economic integraGon, and cultural idenGty intersect in shaping 
Thailand’s mulGlingual landscape. 
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MetalinguisBc Awareness 
 
In a general sense, MetalinguisGc Awareness (MLA) is a cogniGve psychological term, referring to “mental 
awareness and autonomy enabling to recognize and organize cogniGve processes and the ability to think 
about thinking” (Al-Ahdal & Almarshedi, 2021, p. 2274). Bialystok’s (1991) seminal study on MLA in 
Bilinguals, developed from informaGon-processing models, discerns the two constructs of MLA, namely, 
“analyzed representa-ons of linguis-c knowledge and control of linguis-c process”. The researchers on 
MLA gave credit to and fell back on these two components either as the fundamental noGons or as the 
framework in their studies (Renou, 2001; Jessner, 2006; Hsu, 2013; Wrembel, 2014; Kopečková’s, 2018).  
Jessner (2006) described the properGes of MLA by interpreGng these two constructs that “The analysis 
of linguis-c knowledge is … for making explicit those representa-ons that had previously been implicit or 
intui-ve and control of linguis-c processing is the ability to selec-vely a=end to specific aspects of a 
representa-on, par-cularly in misleading situa-ons” (Jessner, 2006, p. 177). These two constructs are 
also the current study’s theoreGcal foundaGon.  

It has been extensively acknowledged that mulGlingual learners have enhanced MetalinguisGc 
Awareness (MLA) (Jessner, 1999; Kuile et al, 2010). The present study disGnguishes “mulGlinguals” from 
“bilinguals” by defining the former as language learners learning three or more languages while the la[er 
as language learners learning two languages simultaneously (Wright et al, 2015). There have been even 
findings indicaGng that mulGlinguals who learned English as L3 or L4 learned faster than bilinguals who 
learned English as L2 (Klei, 1995; Greisller 2001, as cited in Kuile et al, 2010). Jessner (2013) jusGfied this 
MLA advantage by poinGng out that proficiency in several languages enhanced mulGlinguals’ MLA which 
in turn facilitated language acquisiGon. Hofer (2016) elaborated that this enhanced MLA in mulGlinguals 
takes two forms: first, increased knowledge and understanding of the L1 and L2; second, facilitaGng or 
acceleraGng the acquisiGon of addiGonal languages (Jessner 1999, 2006, ÒLaoire 2005, as cited in Hofer, 
2016) which happens aoer acquiring three or more than three languages with certain proficiency. These 
findings are the prerequisite for the current study since they proved the possibility that 3-language 
mulGlinguals’ enhanced MLA can be exhibited in L2 learning during the mulGlingual acquisiGon process.  
The present research focuses on one facet of MLA, namely, Metaphonological Awareness.   

Metaphonological awareness has been conceptualized as a subcategory of MLA, alongside with 
metasyntacGc, metalexical, metasemanGc, metapragmaGc, and metatextual, each focusing on a specific 
unit of linguisGc structures that are reflected upon or manipulated (Nagy, 2007). Wrembel (2014) briefly 
but to the point defined it as the metalinguisGc awareness in acquisiGon of phonology. In the present 
study, Metaphonological Awareness is defined as a branch of MLA, referring to the conscious 
manipulaGon of and reflecGon upon phonological forms, structures and segments (Wrembel, 2014).  It is 
worth noGng that some researchers just use the term “phonological awareness” interchangeably with 
“Metaphonological Awareness” (Saiegh-Haddad, 2018). When they use the expression “phonological 
awareness”, they are essenGally examining Metaphonological Awareness (Duncan, 2000; Bialystok, 2003; 
Laurent & MarGnot, 2009; Stan, 2021). The current study consistently adopts the term Metaphonological 
Awareness to avoid potenGal confusion.  

The research interests in Metaphonological Awareness extend from bilingual learners’ L2 
acquisiGon to   both of L2 and L3 acquisiGon for mulGlinguals. Stan (2021) carried out a thorough study 
on bilingual bi-literate students who are Romanian naGve speaker a[ending mulGlingual programs at 
school and measured their (Meta)phonological Awareness in L2 and L3 phonology acquisiGon. The 
results suggest that Bilingual bi-literate group’s scores are significantly higher than bilingual mono-
literacy and monolingual mono-literacy groups. The significance of this study lies in that bi-literate 
bilinguals who learned L2 and L3 reading systemaGcally at school will manifest more advantageous 
Metaphonological Awareness in both L2 and L3 acquisiGon. Thus, this finding verified mulGlingual 
enhanced Metaphonological Awareness in L2 phonology through a quanGtaGve methodology.  
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In the research devoted to mulGlinguals’ enhanced MLA, Metaphonological Awareness is among 
the closely examined. Evidence conGnually emerged to idenGfy various factors affecGng Metaphonological 
Awareness, such as L2, L3 proficiency (Laurent & MarGnot, 2009; Wrembel, 2014, 2015a; Atar, 2018; 
Kopečková, 2018). It is perGnent to observe that the language proficiency level uGlized in these previous 
studies is overall language proficiency, some of which specified that the studies used CEFR scale 
(Wrembel, 2014, 2015a) but some of which didn’t even menGon what proficiency scales were uGlized. It 
is even more intriguing that none of the existent research applied CEFR phonology scale (Council of 
Europe, 2001, 2020) to measuring parGcipants’ pronunciaGon proficiency despite research interests in L2 
or L3 phonology acquisiGon. This phenomenon might be jusGfied by the criGcism on the iniGal CEFR 
phonology descriptors (Council of Europe, 2001) for including the ambiguous and negaGve concept of 
“accent” and leaps in progression in  proficiency levels (Piccardo & North, 2016), as well as the availability 
of the developed CEFR Phonology descriptors(Council of Europe, 2020), prior to which, most previous 
relevant studies on Metaphonological Awareness  had been published.  

Among new research highlights in mulGlinguals’ Metaphonological Awareness, CLI is one of the 
most discussed aspects. The origin of the term cross-linguisGc influence (CLI) is accepted as being “coined 
by Sharwood-Smith (1983) and Kellerman (1984) as a cover term to refer to transfer-related phenomena 
in a more theory-neutral manner” (Wrembel, 2015, p. 46). In multlilingual studies, CLI is considered as 
integral to MLA. Wrembel (2013, p. 121) gave the credit of including CLI into MLA to Jessner, by staGng 
“Jessner proposed the extension defini-ons of metalinguis-c awareness to include a component of cross-
linguis-c awareness that interacts with metalinguis-c consciousness in mul-lingual processing”.   

Cross-linguisGc influence (CLI) becomes the overlapped area of mulGlingual, phonology 
acquisiGon and MLA, since three or more languages are acGve simultaneously and the effects across 
languages become more evident.  Wrembel’s (2014) studies examining CLI as part of Metaphonological 
Awareness found that most mulGlingual parGcipants expressed that L1 German was the main CLI source 
in L3 Polish phonology acquisiGon instead of L2 English. The underlying reasons verbally reported by 
students were that language distance between L2 English and L3 Polish was far and L2 English was not in 
acGve use in their daily life. Another finding respecGng CLI in the same research was that Czech, another 
Slavic language, was idenGfied as a source of phonological transfer because of closer language distance 
between Czech and Polish but the direcGonality ma[ers since the CLI only was reported when Czech was 
acquired before Polish not aoer Polish. It means only forward transfer manifested instead of reverse 
transfer. Kopečková (2018) carried out similar research on secondary mulGlinguals of L1 German speakers 
acquiring L2 English and L3 Spanish at school, mulGlingual learners mainly idenGfied CLI from L2 English. 
However, the reason is not provided for the source of CLI. 

Having reviewed the main strands of research on MLA and Metaphonological Awareness, the 
research cavity has surfaced in four folds: first, although there is a strand of research on multlilinguals’ 
Metaphonological Awareness focusing on the L3 acquisiGon (Wrembel, 2014, 2015; Kopečková, 2018), it 
barely menGons the mulGlinguals’ advantageous metalinguisGc effects on L2 as well as tracing 
multlinguals’ CLI on L2. Second, there is an age cavity among the existent studies on Metaphonological 
Awareness of mulGlinguals, whose parGcipants are either aged from 8 to 14 (Kopečková, 2018; Stan, 
2021) or from19 to 40 (Wrembel, 2013, 2014, 2015a), leaving age group of 15-18 unstudied. Third, 
methodologically, compared with the overwhelming quanGtaGve analysis and staGsGcs, qualitaGve 
analysis and data are underesGmated and scarce. Only a handful of studies employed verbal reports 
(Wrembel, 2013, 2014; Kopečková, 2018). Fourth, the common pracGce in previous studies on 
Metaphonological Awareness is uGlizing overall language proficiency levels rather than the phonology 
proficiency levels when discussing affecGng factors for Metaphonological Awareness. 
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The Present Study 
 
This research delves into L2 English Metaphonological Awareness of mulGlinguals in a Bangkok trilingual 
school by adapGng Wrembel (2013, 2014) research design to retrospecGve sGmulated recall verbal 
reports for eliciGng qualitaGve data. This study aimed to address the following quesGons: 

1. What Metaphonological Awareness in English learning is exhibited by mulGlinguals in 
Thailand? 

2. What Cross-linguisGc influences (CLI) are manifested by mulGlinguals in Thailand? What 
other factors, such as mulGlinguals’ learning experience, English phonology proficiency 
level and reading-aloud performance, might influence Metaphonological Awareness in 
English learning manifested by mulGlinguals in Thailand?  

 
 

METHODOLOGY 
 
Research Design 
 
The current qualitaGve research consists of a 3-step research design which is inspired and adapted from 
Wrembel’s (2013, 2014) ingenious research design mapping out the core segments in studying 
Metaphonological Awareness incorporaGng NoGcing, Self-correcGon, Complexity levels, CLI, Self-report 
and Self-observaGon, all of which are the crystallizaGon of previous research on MLA, addiGonal language 
phonological, as well as the methodology concerning verbal reports and the set of the terminology. 
 
Step 1: Text reading and recording 
To gather the data for next steps retrospecGve verbal reports, each parGcipant is required to read aloud 
the 10 warm-up words and then read aloud the English text covering segmental features and 
suprasegmental features of tones and word stress. Each parGcipant’s reading is recorded in a quiet and 
relaxing environment which parGcipants find comfortable with. This recording is later served as the 
sGmulus for the sGmulated recall interview. 
 
Step 2: Self-edi6ng recording 
In this stage, while parGcipants are listening to their recordings, the researcher stops the playing of the 
recording by chunk or at the signals given by parGcipants who intend to point out some pronunciaGon 
mistakes. This self-ediGng recording is also reviewed by the researcher and used as the basis for eliciGng 
the richer data in the subsequent sGmulated recall interview. 
 
Step 3: s6mulated recall interview 
The semi-structured interview is based on the data from self-ediGng recording to tap reflecGon on factors 
influencing their Metaphonological Awareness while performing the reading-aloud task such as reasons 
underlying their dissaGsfacGon or modificaGon of certain pronunciaGon, and rules governing their self-
correcGon, or language learning experience as well as cross-linguisGc influences (CLI). 
 
ParBcipants 
 
The parGcipants meet the following criteria: 

1. ParGcipants are secondary students from the same school, who voluntarily parGcipate in this 
study.  

2. ParGcipants are mulGlinguals who are learning three languages at the same Gme at school. 
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3. All parGcipants idenGfied English as their L2 and Chinese (Mandarin) as their L3 
4. ParGcipants are clearly aware that this research is independent from their daily classes and 

has nothing to do with their ICA (in-class assessment) and exam scores and is merely to the 
end of helping researchers to comprehend MLA in English phonology acquisiGon. 

 
Table 1. 
Par-cipants’ profile 

 
 

Nine parGcipants (4 females and 5 males) are secondary students aged from 14 to 19 
(Mean=16.2) from a trilingual school in Bangkok, all of whom are learning Thai, English and Chinese in 
school simultaneously, with English being their L2(L2 Mean=11.9 years).  Except 2 of the parGcipants are 
4-language mulGlinguals, the rest are all 3-language mulGlingual students. Another singularity of the 2 4-
language parGcipants is that 1 parGcipant’s L1 is Khmer, who is an immigrant from Cambodia and another 
parGcipant was born in a bilingual family speaking both Thai and Chaochew dialect of Chinese. The 
remaining 7 parGcipants idenGfied that Thai as their L1.  The trilingual private school that all parGcipants 
a[end runs English Program from Grade1 to Grade12 and all the parGcipants are from English Program.  

The parGcipants’ proficiency level of English Phonology (Council of Europe, 2020) ranges from A1 
to C1.  Against the yardsGck of descriptor for Phonology Control in CEFR Companion Volume (2020), each 
parGcipant is assigned with a phonology proficiency level based on their producGon of reading-aloud 
tasks. 1 parGcipant is assigned to A1 (Basic User-Breakthrough), 2 parGcipants to A2 (Basic User-
Waystage), 3 parGcipants to B1 (Independent User-Threshold), 2 parGcipants to B2 (Independent User-
Vantage), 1 parGcipant to C1 (Proficient User-EffecGve OperaGonal Proficiency) (Council of Europe, 2020)  

Since 8 out of 9 parGcipants were under 17 years old, consent forms were sent to the parGcipants 
and their parents to make them fully informed of the purpose, the procedure of the research and the 
rights for parGcipants including withdrawing from the research at any point when they feel uncomfortable 
during the research. If parents permit their children to parGcipate and the parGcipants themselves also 
agree to parGcipate in the current study, they sign on the consent forms. All 9 parGcipants and their 
parents signed the consent forms and none of the parGcipants withdraw from the research. 
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Instruments 
 
Reading-aloud task(recording1) 
The recording1 is applied to each parGcipant to collect students’ English pronunciaGon producGon. This 
reading consists of 2 parts: part1:10 preparatory vocabulary with phoneGc transcripGon and English 
meaning given as a warm-up; part 2: the reading-aloud the text of 106 words. The 106-word English 
paragraph entails words selected to examine parGcipants’ reading-aloud performance over phonological 
segmental and suprasegmental features. ParGcipants are informed that they are allowed to correct 
themselves during the recording process.  
 
Retrospec6ve s6mulated recall protocol (recording 2) 
The terminology “retrospecGve sGmulated recall protocol” is adopted from Wremble’s (2013, 2014) 
research. The retrospecGve sGmulated recall protocol is a sub-type of verbal report which is learners’ 
verbalizaGon, “either while comple-ng a task (concurrent reports or think-alouds) or some-me thereaGer 
(retrospec-ve reports) ...one par-cular retrospec-ve verbal report (is) known as s-mulated recall....” 
(Bowles, 2018, p. 339). “RetrospecGve” means the inspecGon of specific language learning behavior 
which happens 20 seconds aoer the mental event as defined in Cohen’s verbal report methodology 
(1996) and Gass & Mackey’s (2000) sGmulated recall methodology. The RetrospecGve sGmulated recall 
protocol covers following categories: 
 
Category 1: NoGcing: NoGcing one’s own problems with English pronunciaGon includes specific instances 
of pronunciaGon problems that are paid selecGve a[enGon to.  
Category2: Self-correcGon: ParGcipants’ correcGon of pronunciaGon of the (vowels/consonants/word 
stress/speech rate/fluency) when they are sGmulated by listening to their own recording from the 
reading- aloud task.  
 
The “NoGcing” category is rooted in Bialystok’s informaGon-process model of “analysis of 
representaGons” and “control of the a[enGon” as well as Schmidt’s noGcing hypothesis (1995) which 
defines noGcing, a form of conscious awareness. The term “self-correcGon” in the current study is 
adapted from the terms “self-repair” and “self-correcGon” employed in Wrembel’s (2013, 2014) arGcles, 
which is also based on presumpGon that “MLA could be reflected in instances of self-repair and analysis 
of language properGes” (Angelovska, 2018). 
 
Retrospec6ve s6mulated recall interview protocol (recording 3) 
SGmulated recall interview is employed for gathering data by asking individuals to vocalize what is going 
through their minds as they are performing a task while being presented with some tangible (perhaps 
visual or aural) reminder of an event, namely, the “sGmulus” (Cohen, 1996).  

The current sGmulated recall interview elicits rich data of parGcipants’ retrospecGve comments 
on their reading-aloud producGon such as explanaGon for the pronunciaGon mistakes, jusGficaGon of 
self-correcGon and resorGng to learning experience, covering following categories and the terminology 
for categories and sub-categories are adapted from Wrembel (2013, 2014) and Kopečková(2018): 
 
Category 1 Levels of Complexity of Metaphonological Awareness.  
Low Level: parGcipants report noGced instances of problemaGc instances of pronunciaGon and making 
self-correcGon, describing certain superficial audio forms of the phonological aspects.  
Medium Level: parGcipants contribute descripGon or explanaGon and analyze certain targeted features, 
but it does not involve meta-language.   
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High Level: parGcipants contribute metalinguisGc descripGon or explanaGon, or the analysis is arGculated 
employing metalinguisGc categories 
  
Category 2 Cross-linguisGc Influence  
It covers students’ report on cross-linguisGc influences and idenGficaGon of the sources and roles of the 
CLI sources.  
 
Category 3 Self-report and Self-observaGon 
Self-report: it covers parGcipants’ reflecGve statements about their general English phonological learning 
behavior they observed. 
Self-observaGon: it covers parGcipants’ reflecGve verbal report on their specific phonological producGon 
instances 
 
Coding Scheme 
The coding scheme is inspired and adapted from the research of Wrembel (2013, 2014) and Kopečková 
(2018). To address intra-rater reliability, 20% of the data was re-coded by the researcher aoer a three-
week interval. Agreement between the two rounds of coding reached 91%, suggesGng a high level of 
coding stability. In addiGon, coding categories were piloted on a sample of data and refined prior to full 
analysis, which further supported the reliability of the coding process. 
 
Table 2. 
Coding Scheme 
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RESULTS AND DISCUSSION 

 
The findings are presented and discussed by instrument employed. The findings are discussed in 
comparison with the relevant previous studies concerning the Metaphonological Awareness in 
mulGlinguals. 
         
Reading-aloud task 
 
Table 3. 
Grades of reading-aloud pronuncia-on 

 
 
Based on 9 parGcipants’ performance in reading-aloud task, they are assigned to 7 grades from Grade A 
(least mistakes) to Grade G (most mistakes) by an English phonology expert with enriched experience 
teaching mulGlingual students in Thailand.  Grade A is for parGcipants with 0 to 10 pronunciaGon 
mistakes, Grade B for 11 to 20 pronunciaGon mistakes, Grade C for 21 to 30 pronunciaGon mistakes, 
Grade D for 31 to 40 pronunciaGon mistakes, Grade E for 41 to 50 mistakes: Grade F for 51 to 60 mistakes 
and Grade G for 61 to 70 pronunciaGon mistakes. ParGcipants’ pronunciaGon performance roughly 
corresponds with the phonology proficiency level: the parGcipant of C1 (Proficient User) achieved Grade 
B, the parGcipant of B2 (Independent User) achieved Grade A and the A1 (Basic User) parGcipant a[ained 
Grade G. 

The phonological mistakes consist of 239 consonants (69%), 72 word stress (21%) and 35 vowel 
(10%). The most striking mistake categories are consonants and word stress, accounGng for 90% of all the 
mistakes. The ranking of the pronunciaGon performance Grade is consistent with raw frequency of the 
consonant mistakes, which means parGcipants’ accuracy with u[ering consonants decides their 
pronunciaGon performance. The only Grade A parGcipant made the least mistake with consonants (4), 
Grade B parGcipant made the second least consonant mistakes (15), and number of mistakes made by 
parGcipants of Grade C to G increased accordingly from 24 to 44 consonant mistakes.   
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Figure 1. DistribuGon of pronunciaGon mistakes 

 
 
RetrospecBve sBmulated recall protocol 
 

 
Figure 2. DistribuGon of noGced pronunciaGon mistakes 

 
No6cing of mistakes: 
All 9 parGcipants noGced 70 mistakes in total, distribuGng into five phonological features including 53 
instances of consonants (76%), 7 of vowels(10%), 5 of word stress (7%) , 4 of speech rate (6%) and 1 of 
fluency(1%). The most noGced phonological mistake is consonant, which means parGcipants’ a[enGon 
were mostly directed to the segmental features of consonants and vowels in contrast with 
suprasegmental features of word stress, speech rate and fluency. This distribuGon pa[ern is in common 
with several similar previous studies using retrospecGve verbal reports from mulGlingual learners 
(Wrembel 2013, 2014; Kopečková, 2018). This phenomenon could be explained by mulGlinguals’ selecGve 
a[enGon to certain phoneGc aspects.  
 
Self-correc6on of mistakes: 
Among 239 pronunciaGon mistakes, all parGcipants made 53 successful self-correcGons in total, the 
correcGon-mistake rate is 15.3%. The consonant category has the highest correcGon-mistake rate of 
17.6% compared with 14.3% of vowel correcGon rate and only 1% of word stress correcGon rate. It 
demonstrates that word stress is the most problemaGc for mulGlinguals to fix compared with other 
pronunciaGon problems.  
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21%

Vowel
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Table 4.  
Percentage of no-cing and self-correc-on 

 
 

With the review and analysis of  instances, raw frequency and percentage of noGcing and self-
correcGon, it is found that parGcipants who perform extraordinarily in reading-aloud task did not 
necessarily performed be[er in reflecGng upon their own phonological producGon which is exemplified 
by the parGcipant with Grade A and parGcipant with Grade C who ranked the first highest and third 
highest in reading-aloud performance barely noGced and self-corrected anything during the self-ediGng 
session.  

Nevertheless, in the meanwhile it should not be ignored that the parGcipant who achieved the 
highest correcGon-mistake rate is the one at the highest level of phonology proficiency among all the 
parGcipants. The other two parGcipants who achieved second and third highest correcGon-mistake rates 
are both at B1 level of phonology proficiency. In contrast, those who are at A1 and A2 (Basic User) levels 
made minimal successful self-correcGon. This result suggests certain consistency between English 
phonology proficiency and successful self-correcGon, which begs further study to decide the correlaGon 
between them, since previous relevant studies uGlized overall English proficiency instead of phonology 
proficiency.  
 
SBmulated-recall interview protocols 
 
Complexity Levels: 
9 parGcipants contributed 37 reflecGve comments on their reading-aloud performance and responses 
regarding tracing the underlying factors accounGng for their phonological performance, among which the 
majority totaled at 62% fall into Low-level of complexity (C1), 30% are Medium-level of complexity (C2) 
and the remaining 8% consGtutes the high-level of complexity (C3).   
 
Low-level Complexity (C1): 
The 24 reflecGve comments reported by 6 parGcipants of Grade A to Grade F and their phonology 
proficiency level ranges from A2 (Basic User) to C1 (Proficient User) which suggests that parGcipants of 
various levels of English pronunciaGon performance and phonology proficiency all contributed to the 
lowest level of complexity comments.  
 
QualitaGve data from C1 reveals parGcipants’ a[empts at jusGfying their self-correcGon by resorGng to 
superficial audio formal aspects such as adding /s/ sound to the words ended with s or deleGng /s/ sound 
from some words without s in the sGmulated recall verbal report, for instance, one  parGcipant (Chinese 
(Chaochew)-Thai-English-Chinese (Mandarin))stated: Motorbikes, carries, they have -s and fusion, with 
no -s .Another  parGcipant(Kmer-English-Chinese-Thai) stated snippet should be snippets. I forgot -s again 
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in chops-cks. Not only can parGcipants focus on small segments but also can realize the missing of larger 
phonological segment: Mul-cultural, I said mul-culture, which manifests their Metaphonological 
Awareness of suprasegmental features, reflecGng upon a syllable’ arGculaGon, not reflecGng on meaning 
or formaGon of the word. It differenGates from the lexical percepGon which pertains to the recogniGon 
of whole words and their meanings (Anthony & Francis, 2005). A parGcipant explained the difference 
between pronouncing last syllable in cultural and spiritual: in cultural, it’s -tural, but in spiritual, is -tual. 
 
Medium-level Complexity (C2): 
The 10 collected explanatory comments of C2 differ from C1 in that explanaGon for their pronunciaGon 
performance is more explicitly verbalized or demonstrates parGcipants’ endeavor to induce certain 
pronunciaGon principles in their own expressions. 1 parGcipant a[ributed the difficulty in u[ering the 
sound /l/ to its posiGon in the word: /l/ sound in Float is difficult because it's in the middle. Another 
parGcipant demonstrated his explicit Metaphonological Awareness by offering a reason for each of his 
self-correcGon: I said engulf not engulfs, because I didn’t say the s. It’s not /ðə/ air, it’s /ði:/ air.  
ParGcipants also were more confidently and explicitly expressed why they made correcGons of word 
stress: It (The stress) should be at the beginning. It (The stress) should be at the first syllable. This displays 
their explicit awareness about what is right in posiGoning the stress. 
 
High-level Complexity (C3): 
As the coding scheme specifies, category C3 involves employing metalinguisGc language or categories to 
analyze their pronunciaGon performance. C3 as a higher degree is differenGated from C2 in explicitness 
of metaphonological knowledge, but the researcher concurs with Woll (2018) that metalinguisGc 
awareness does not mean that parGcipants must use the terminology. Taking a parGcipant’s jusGficaGon 
and summary of his correcGon for instance, he said Typically like every word that is ended with s, usually 
need to.... end with /s/.  Despite that no terminology like “plural form” or “third-person” was used, the 
parGcipant used the words typically, every word, usually to show that cogniGvely he induced a rule from 
observed individual instances. Another parGcipant’s explicit consciousness of comparing English and 
Chinese pronunciaGon systems: Chinese has four tones, this, that (wri-ng tone marks of Chinese in the 
air). It(tone) makes the sound stretchy, longer, although the term “tone marks” was not used.  

For the C3 level of complexity, only 2 parGcipants of Grade B and Grade D contributed their 4 
comments. Their pronunciaGon proficiency belongs to B1(Independent User) and C1(Proficient User) 
which lives up to the expectaGon that higher phonology proficiency and be[er read-aloud performance 
in pronunciaGon leads to the possibility of more advantageous MLA with respect to the complexity level 
of Metaphonological Awareness. But so far, there has been no established consistent correlaGon 
between phonology proficiency and complexity level of Metaphonological Awareness, which begs further 
research.   

There is also another finding that the 2 parGcipants who contributed the most affluent reflecGve 
comments covering all 3 complexity levels are 4-language mulGlinguals, which gives rise to speculaGon 
that mulGlinguals who are more experienced with acquisiGon of more languages may be more 
advantageous in self-reflecGon on their L2 phonological performance, corroboraGng Holfer’s (2016) study 
displaying that enhanced L2 English MLA was observed among mulGlinguals who had acquired L3 and L4.  
 
Cross-linguisBc Influences 
 
5 out of 9 parGcipants contributed 11 statements on the CLI, among which 7 statements point to Thai as 
the source of CLI and 4 menGoned both L1 Thai and L3 Chinese influences on their L2 English 
pronunciaGon task and phonology learning process. These results substanGate the previous supposiGon 
that CLI can be forward and backward (Atar, 2018; Freudlich, 2016; Jessner, 2008), which also 
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corroborates previous research findings that mulGlingualism is more complex than bilingualism (Jessner, 
2006) while contradicGng the previous similar research reporGng only forward transfer (Wrembel, 2013, 
2014). 

With respect to whether CLI is conceived as a facilitatory or inhibitory role, there emerges 
contradictory evidence. Five parGcipants all reported L1 Thai as an inhibitory factor because they all 
ascribed pronunciaGon inaccuracy to Thai influence such as r/l confusion, misplacement of word stress 
and 1 also menGoned Chinese Pinyin influences: 

 
Thai also have this one /l/.  
I adapt and I speak like them. “Can you please pass me the waDER” (The parGcipant exemplified 
how he adapted to Thai accent) 
It’s hard to separate ch- and sh.- Some-mes, it’s hard to separate. Some-mes I get confused 
about ch- and sh just like ch and sh, like xi (Pinyin)  

 
Nonetheless, 1 parGcipant’s comments revealed his recogniGon of the similarity between 

Romanized Pin Yin system and English facilitated his learning experience: 
 

I compared English and Chinese, Like the Pinyin is the same, similar, I know how to sound, 
without Pinyin, I cannot read. 

 
The mixed reported roles of CLI are contradicted with the study only claiming only facilitaGve 

role of CLI and in consistent with the studies displaying data of both facilitaGve and inhibitory roles 
manifested by the verbal reported statements.  
 
Self-report & Self-observaBon  
 
The last finding segments evolve around metacogniGve comments of Self -report and Self-observaGon. 
Self-report is a category of general statements on their L2 learning process. To lay out mulGlinguals’ 
Metaphonological Awareness in Self-report more detailed and explicitly, current study applied and 
adapted certain sub-categories (1. Awareness & Control 2. MetalinguisGc Awareness 3. EvaluaGon) 
defined and developed by Wrembel (2014). 
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Self-report 
 
Table 5. 
Self-report statements 

 
 
1. Awareness & Control 
Under this sub-category, the data reflect that mulGlingual learners direct their awareness and a[enGon 
to their English pronunciaGon in their general descripGon of L3 phonology acquisiGon process. One 
salient conscious effort they reported is comparing, separaGng several language systems between English 
and other languages or among variaGons of English (statements A1-A4).  Another a[enGonal focus they 
reported is that they noGced their habitual way of sounding out (statements A5-A6). 
 
2. MetalinguisBc Awareness 
This subcategory manifests “their heightened sensiGvity to languages and conscious efforts to acquire 
English” (Wrembel, 2014, p. 18). ParGcipants reported uGlizing strategy during acquiring L2 English 
pronunciaGon (Statements M1-M2). Statement M3 involves using both metalanguage (“bilingual 
speaker”) and strategy (“need to remember it”).  These statements of MetalinguisGc Awareness are quite 
similar to those in Wrembel’s (2014) study, but his parGcipants’ mean age is 24.8 years contrasGng the 
current parGcipants whose mean age is 16. This comparison and contrast lead to the supposiGon that 
teenager mulGlinguals are also capable of having enhanced Metaphonological Awareness comparable to 
adult counterparts.  
 
3. EvaluaBon 
EvaluaGon means evaluaGve statements concerning such aspects as difficulty, significance and overall 
judgment of English phonology (Wrembel, 2014). There are 2 explicit statements(E1-E2) concerning the 
parGcipant’s judgment on the degree of difficulty of pronouncing, 4 statements(E4-E7) evaluaGng their 
accents as Thai and 1 evaluaGve remark(E3) on her pronunciaGon outcome. Compared with previous 
studies (Wrembel, 2014), there lack evaluaGve remarks on the significance of L3 acquisiGon and 
saGsfacGon with their pronunciaGon.  
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Self-observaBon 
 
Table 6. 
Self-observa-on Statements  

 
 

In contrast with self-report, verbal reports from Self-observaGon focus on specific cases of 
phonological producGon. The phonological features they reflect upon entail final/s/ deleGon or adding, 
confusion of consonants mistakes, vowel subsGtuGon and word stress. 

For Final/s/ problems, 2 Statements(C1-C2) revealed their forgezulness of the ending sound. 1 
parGcipant also explained her difficulty in u[ering the sound liquids /r/ (Statement C3). She also 
a[ributed her confusion of consonants /tʃ/& /ʃ/, to the CLI of Thai, English and Chinese(C4). For vowel 
mistakes, 2 parGcipants reported their reflecGve analysis on their pronunciaGon(V1-V2). For word stress, 
2 parGcipants reported their comments(W1-W3) on the misplacement of word stress which means they 
are aware that the word stress is mistakenly moved to other syllables, usually to the last one.  

 

CONCLUSION 

From this research, a spectrum of mulGlingual Metaphonological Awareness, CLI and affecGng factors are 
mapped out and the emerging enriched qualitaGve data substanGates the existent theoreGcal models for 
MLA such as Bialystok’s “Analysis and Control” and the previously underesGmated Wrembel’s research 
framework for Metaphonological Awareness. More importantly, the present research not only supplies 
evidence filling the age gap of parGcipants in previous studies, who manifest MLA through noGcing, self-
correcGon, levels of complexity and self-report and self-observaGon, but also displays both forward and 
reverse CLI experienced mulGlingual learners. Besides, this research iniGates in employing CEFR 
Phonology Control proficiency levels and proposes it as a potenGal affecGng factor for Metaphonological 
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Awareness. The pedagogical implicaGon dwells in shedding light on pronunciaGon teaching secondary 
students in Thailand, such as guiding students’ a[enGon to suprasegmental aspects and imparGng more 
explicit phonological knowledge such as terms of phonology. The limitaGon lies in that the limited size of 
parGcipants is not representaGve and uGlizaGon of phonology proficiency level limits comparison with 
other similar research, which proposes further study in uGlizaGon of phonology proficiency level. 
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Abstract 
 
The global spread of English has made it become more diverse due to the different linguisHc features 
from heterogenous cultures. However, regardless of the shiKing paradigm in English varieHes, students 
sHll lack awareness of diverse varieHes of the language. This pilot study invesHgated the integraHon of 
Global Englishes-informed materials in a classroom and examined the percepHons and anxiety levels 
before and aKer the treatment of 14 secondary students in an Islamic school in Southern Thailand. This 
context has received liQle aQenHon from previous research. This study specifically examined the impact 
of the intervenHon in the English classroom by integraHng GE–informed materials into the students' 
textbooks. Their experiences with GE–informed materials were explored through two quesHonnaires and 
focus group interviews. Data were quanHtaHvely and qualitaHvely analyzed. The preliminary results from 
the percepHon quesHonnaire indicate that most students had posiHve percepHons of GE–informed 
materials. Furthermore, through the focus group interviews, the students reported experiencing 
improved confidence and comfort post–intervenHon. Although the Foreign Language Classroom Anxiety 
Scale showed a non–significant increase in the students’ anxiety, with the overall feedback suggests a 
posiHve impact on their anxiety level. These findings highlight the potenHal of GE–informed materials to 
foster more inclusive learning environments. Moreover, to enrich the depth of analysis, future data on a 
bigger sample size will provide deeper insights by combining quanHtaHve and qualitaHve approaches to 
fully capture the impact of integraHng GE–informed materials in the classroom on student percepHons 
and anxiety levels. 
 
Keywords: Global Englishes-informed materials, English varieHes, percepHons, foreign language 
classroom anxiety 
 

INTRODUCTION 
 
The expansion of global communicaHon has made the world increasingly interconnected. Meanwhile, 
English as a language with a vast number of non–naHve speakers (NNS) has developed into a dynamic 
lingua franca. This dynamism then gave rise to the concept of Global Englishes (GE). GE legiHmizes the 
diversity of its every user and no longer Hghtly Hed to the naHve English speaker (NES) norms (Jenkins, 
2014). As a result of this shiK, effecHve communicaHon should be prioriHzed overachieving NES–like 
accuracy (Jenkins, 2007; Seidlhofer, 2004). Regardless of the appreciaHon for the varieHes of English, the 
use of grammar is sHll considered crucial to facilitate meaningful and effecHve communicaHon in global 
communicaHon.  

Thorough and careful evaluaHon needs to be carried out considering the large role of textbooks 
in conveying language and cultural ideology to students in the language learning process (Nguyen & Cao, 
2019). However, despite the importance of rich resources in mulHcultural sefngs, Syrbe and Rose (2018) 
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found that some textbooks sHll focus on the naHves’ norms. Therefore, reviewing students' learning 
resources is needed to make sure textbooks as pivotal instruments in learning equip them with the skills 
necessary to face cross–cultural communicaHon. 

The materials in the textbook are not the only challenges faced by students in learning English. 
Students’ emoHons play a crucial part in facilitaHng the learning process. One form of emoHon that can 
be experienced by students is anxiety and, in this context, Foreign Language Classroom Anxiety (FLCA). 
According to Horwitz et al. (1986), one of the triggers of FLCA is the fear of gefng negaHve comments 
from peers or teachers on the language they produce. SomeHmes, students feel anxious about their local 
accent when communicaHng in English. It is important for educators to find ways to educate them that it 
is not a disadvantage that must be eliminated. 

Previous studies have reviewed various factors that cause FLCA and its impact on students 
(Amengual–Pizarro, 2018; Coppinger & Sheridan, 2022). However, there is sHll a gap in exploring specific 
teaching materials such as GE–informed materials that can help overcome FLCA. Most exisHng research 
in this area focused primarily on university students (Boonsuk & Ambele, 2020; Boonsuk et al., 2023; 
Chou, 2018). Furthermore, there is a dearth of research addressing students in Islamic schools and less 
dense urban sefngs. Thus, this study addresses these gaps by exploring how GE–informed materials 
integrated into students’ textbooks can affect secondary Islamic school students’ percepHons and 
examining whether these materials have a direct impact on their FLCA.  

The GE–informed materials integraHon aims to provide insight into students’ percepHons of the 
materials as well as the impact of the materials on reducing their FLCA. Aiming to explore the feasibility 
of the implementaHon of the intervenHon and the instruments for further larger–scale research 
implementaHon, the pilot study addresses the following research quesHons.  

1. What are the students’ percepHons of GE–informed materials? 
2. Does integraHng GE–informed materials into the textbook have an impact on students’ 

Foreign Language Classroom Anxiety? 
 

LITERATURE REVIEW 
 
Global Englishes Language Teaching (GELT) 
 
In line with the development of global communicaHon, the ways we learn and teach English have 
significantly shiKed away from the tradiHonal English language teaching framework. Current ELT 
frameworks including world Englishes (WE), English as an internaHonal language (EIL), and English as a 
lingua franca (ELF) which are all under the umbrella term called Global Englishes (GE) are increasingly 
being implemented (da Costa & Rose, 2024). Thus, this study builds upon the exisHng literature to create 
and implement GE–informed materials in the classroom. This invesHgaHon contributes to the broader 
discussion on the role of materials in English language teaching. It parHcularly focuses on raising 
students’ awareness of English varieHes and its impact on their FLCA. 

The GELT concept can be promoted through materials presented in the classroom. Previous 
research by Kiczkowiak (2020) offered seven pracHcal principles for developing ELF materials. These 
principles emphasize the importance of clarity over similarity to naHve speakers, successful ELF users as 
models, authenHc ELF use, intercultural communicaHon skills rather than fixed cultural models, 
communicaHve skills over naHve–like correctness, mulHlingual use rather than monolingual, and raising 
students' awareness of an ELF mindset. In this study, these principles serve as a reference for creaHng 
materials that are not centered on naHve speakers and beQer meet the communicaHon needs of students 
in the global era. 

Therefore, this study integrates GE–informed materials and creates an inclusive learning space 
for every student. The GELT concept applied in this study views mistakes and linguisHc uniqueness as 
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communicaHve resources, which posiHvely impact the reducHon of students' fear of evaluaHon (Rose & 
Galloway, 2019). With this approach, students are guided to become more confident in using English in 
their own ways and reduce their fear of making mistakes. 
 
Students’ PercepKons of Global Englishes 
 
Research related to students’ percepHons and aftudes has aQracted a lot of interest from previous 
researchers. However, many students are not aware of mulHcultural communicaHon and are sHll fixated 
on naHve–speakerism due to the tradiHonal pedagogical pracHce in a classroom. Therefore, intervenHons 
to introduce the concept of GE to students are sHll needed. As menHoned in the study by Lu and 
Buripakdi (2020) who conducted a 12–week intervenHon pre–experimental design study with 82 
undergraduate students in China, they found that the concept of naHve–speakerism was sHll aQached to 
students’ minds. Some parHcipants sHll think that English belongs to the BriHsh and American English 
users only. Furthermore, some of them even stated that they do not like foreign accents such as Indian 
English and Malaysian English. 

Another study has proven that some varieHes of English have not gained acceptance even in 
their own countries. The example was portrayed in a study by Liu et al. (2023) who conducted focus 
interviews with nine students at an elite senior high school in the capital city of a province in North–
Eastern China. This study focuses on learners' aftudes towards Chinese English (CE). Through the results 
of the qualitaHve content analysis (QCA), it was found that students and even teachers have negaHve 
percepHons of CE. The results of this study indicate that expanding understanding of English variaHons 
needs to be encouraged. Moreover, it is important for students to possess this understanding in real life 
through communicaHon with English speakers from other cultures. 

The applicaHon of Global Englishes pedagogy itself has been carried out in previous studies, one 
of which is a study of da Costa and Rose (2024). They conducted a classroom–based quasi–experiment 
with 25 teenagers (13–17 years old) enrolled in a private English language learning insHtuHon. All 
parHcipants were L1 Portuguese. This study conducted an intervenHon with five lessons focusing on 
raising learners' awareness of English varieHes. The findings revealed that students showed posiHve 
percepHons of non–standard English varieHes. This further echoes the findings of previous studies that 
GE–related acHviHes have a big potenHal to raise students’ awareness of English diversity. 
 
Foreign Language Classroom Anxiety (FLCA) 
 
FLCA is an uneasy feeling during the process of learning a foreign language. As stated by Horwitz et al. 
(1986), complex feelings, beliefs, behaviors, and self–percepHons that arise when learning a language 
can be FLCA. It is considered a type of specific anxiety that is oKen triggered in classroom sefngs only. 
Previous studies have consistently shown that higher levels of FLCA play a negaHve role in students' 
language achievement (Dewaele et al., 2023; Dewaele & MacIntyre, 2016; MacIntyre, 2017). This impact 
implies that there is a beQer chance for improvement in language learning outcomes if students’ FLCA is 
reduced. 

IniHally, Kalra and Siribud (2020) conducted research to invesHgate public speaking anxiety in the 
Thai EFL context. They gathered data from Thai students through classroom observaHons, focus 
interviews, and quesHonnaires. This research focused on finding out students’ percepHon towards the 
English public speaking class and the challenges experienced by the students while learning in the class. 
The finding showed that the students tend to prefer achieving naHve–like fluency and accent in speaking 
English. This ambiHon could lead to the increased anxiety when they failed to achieve naHve–like level of 
fluency. IntegraHon of GE–informed materials encourage learners to appreciate English varieHes instead 
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of glorifying the naHve variety. This paradigm shiK has been proven to increase students' self–confidence, 
which is one of the factors in reducing anxiety. 
 
Global Englishes Language Teaching and Foreign Language Classroom Anxiety 
 
GE brings significant changes to language teaching as stated in the GELT framework by Rose and Galloway 
(2019). AddiHonally, GELT is not bound by NES–oriented norms and it is argued that English is a diverse, 
fluid, flexible language (Rose & Galloway, 2019). In other words, the GELT framework offers fresh insight 
into English teaching by acknowledging all its users as the target interlocutor as well as the owner of the 
language. Thus, this study introduced diverse varieHes of English under the GE scope by integraHng the 
GELT framework into the materials. 

In the context of this research, the first language (L1) of students is not considered an obstacle in 
learning English. Students are given space to maintain the linguisHcs uniqueness of their L1 including 
their accent in speaking English. Some previous studies (Algazo, 2024; Al–Shahwan & Ahmad, 2024) have 
proven that teachers who allow students to use their L1 in the foreign language class can make students 
feel more comfortable. 

The integraHon of GE–informed materials have an impact in strengthening students' self–
confidence and acceptance of their English variaHons (Da Costa & Rose, 2024). The posiHve percepHon 
that arises from the integraHon of the material can increase the comfort of students in learning in class, 
so they feel more relaxed, and anxiety will be reduced. Thus, this is the basis for exploring deeper about 
the integraHon of GE–informed material and its impact on reducing student anxiety in this study. 
 

METHODOLOGY 
 
Research Design 
 
This pilot study employed a mixed-methods design, specifically a one-group framework due to the 
limited number of parHcipants within 4-week intervenHon in the classroom. This study integrated 
triangulaHon with both quanHtaHve and qualitaHve data to produce a deep understanding of research 
problems. The quanHtaHve data from the quesHonnaires were supported by the qualitaHve data from 
the interviews to enrich the data and confirm results. By combining both methods, this research explores 
the complexity of research quesHons thoroughly. 
 
SeRng and ParKcipants 
 
This pilot study was conducted in one of the Islamic Schools in Southern Thailand with 14 students from 
grade 12 parHcipaHng in this study. All parHcipants were naHve Thai speakers and had experience 
learning with foreign teachers from Indonesia, Pakistan, and Egypt. In this school, the students use a 
textbook Htled UPBEAT 6 wriQen by Evans and Dooley (2023). This textbook was then analyzed and 
modified to suit the objecHves of this study. 
 
Instruments 
 
There were four instruments used in this study. The first instrument is the short–form foreign language 
classroom anxiety scale (S–FLCAS) consisHng of eight items to determine students' anxiety before and 
aKer the intervenHon. The S–FLCAS is a shortened version of the 33–item FLCAS scale by Horwitz et al. 
(1986). The eight–item S–FLCAS was chosen for its proven psychometric validity. This shortened version 
of the 33–item FLCAS provides convenience for respondents without compromising reliability and validity 



Thailand TESOL Conference Proceedings 2025 
 

147 

(Botes et al., 2022). Furthermore, the S–FLCAS provides efficiency in the study, with results comparable 
to those of the full scale. 

In addiHon, some items from the English as an InternaHonal Language PercepHon Scale (EILPS) 
by Nakamura et al. (2018) were also adopted and modified to explore students' percepHons of GE aKer 
the intervenHon. Through this process, the quesHonnaire resulted in 12 items that focused on 
parHcipants' percepHons of GE including current English status, English variaHons, strategies for 
mulHcultural communicaHon, English speaker idenHty, students' anxiety, the usefulness of the materials, 
students' enjoyment, students' self–confidence, and overall evaluaHon.  

All items in both quesHonnaires were rated on a 5–point Likert scale ranging from 1 (strongly 
disagree) to 5 (strongly agree). Higher scores indicate a high level of FLCA and posiHve percepHons, and 
vice versa. Moreover, both quesHonnaires were translated into Thai to facilitate students with limited 
English comprehension skills.  

GE–informed materials as the main instrument were also used in the classroom for a four–week 
period with the aim of introducing English diversity and diverse cultural contexts. An illustraHon of how 
GE–informed materials were integrated into the textbook is shown in the appendix.  

To triangulate data, a qualitaHve instrument in the form of a focus group interview with four 
parHcipants divided into two groups was also conducted aKer the intervenHon. There were five main 
quesHons that focused on parHcipants' experiences with the materials, their understanding and 
awareness of English diversity, the usefulness of the materials, and the overall evaluaHon in this 
interview.  

 
Research Procedure 
 
The data collecHon procedure in this research involved several stages as shown in Figure 1: preparaHon, 
administraHon of the iniHal S–FLCAS quesHonnaire, a 4–week intervenHon, administraHon of the final S–
FLCAS quesHonnaire, compleHon of a percepHon quesHonnaire, and conducHon of focus group 
interviews: 

Figure 1. Visual representaHon of the research procedure 
 

In the preparaHon stage, the textbook used by the students was analyzed using Syrbe and Rose’s 
(2018) framework to review four main aspects in GE–informed materials, namely, ownership of English, 
the target interlocutor, the norms, and the cultures depicted in the textbook. AKer that, the materials in 
the textbook were modified following Kiczkowiak’s (2020) seven principles to introduce English varieHes 
and preparing students in global communicaHon. These principles emphasize creaHng realisHc English 
teaching materials by prioriHzing communicaHon over naHve speaker norms, showcasing non–naHve 
speaker voices, and fostering intercultural competence.  

Before the intervenHon, the students completed the pre–S–FLCAS in the classroom. The 
quesHonnaire took them about five to seven minutes to complete. The classroom intervenHon consisted 
of four meeHngs focusing on introducing English varieHes (American English, BriHsh English, Thai English, 
Singaporean English, and Indian English) to the students with materials adapted in the textbook. Each 
lesson lasted 40 minutes and involved a series of acHviHes of listening, watching videos, and doing 
worksheets related to the theme of the lesson (Appendix). 

Material 
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At the end of the 4–week intervenHon, the students completed the post–S–FLCAS scale and 
percepHon quesHonnaire. Then, four students categorized into two groups (high percepHon and low 
percepHon) were selected for focus group interviews lasHng approximately 15 minutes per session.  

The selecHon of four students for qualitaHve interviews was based on their scores on the 
percepHon quesHonnaire. This quesHonnaire focused on a comprehensive assessment of their learning 
experiences with GE–informed materials, including the FLCAS. The students were divided into two 
groups: "high percepHon" and "low percepHon." The two students with the highest percepHon scores 
received a score of 60 out of a maximum of 60. These high scores indicate a very posiHve experience with 
the integraHon of the materials. On the other hand, students in the "low percepHon" group scored 36 
and 43 out of 60, indicaHng that they may face unique challenges in the learning process. Involving two 
groups in interviews allows the study to tap into diverse and comprehensive views on the intervenHon 
outcomes. 
 
Data Analysis 
 
Mixed–methods analysis was employed in this study with quanHtaHve data from the S–FLCAS 
quesHonnaire analyzed using descripHve staHsHcs, and t-tests to idenHfy significant paQerns before and 
aKer the intervenHon. Then, to ensure that the t-test was feasible with the small sample size of this 
study, a one–sample Kolmogorov–Smirnov test was run. Through this test, it was found that the sample 
data was normally distributed. Furthermore, the percepHon quesHonnaire was analyzed using descripHve 
staHsHcs.  

QualitaHve data from the focus group interviews were analyzed using qualitaHve content analysis 
(QCA). QCA in this study was used to organize and interpret textual data to idenHfy the themes emerging 
from the interview results (Schreier, 2012). The interview process involved audio recording which was 
then transcribed into Thai before being translated into English. AKer the interview, the script was shown 
to every student to ensure the appropriateness of the transcript. As menHoned by McKim (2023), 
parHcipant parHcipaHon in verifying the transcript is important to ensure that the transcript accurately 
reflects their statements. 
 

RESULTS AND DISCUSSION 
 
This secHon presents and discusses all the emerging themes derived from the quanHtaHve and qualitaHve 
data. The findings address both research quesHons concerning the students' percepHons of GE–informed 
materials and their FLCA before and aKer the intervenHon. 
 
Students' PercepKons of Global Englishes–Informed Materials 
 
In addressing the first research quesHon, both quanHtaHve and qualitaHve data revealed generally 
posiHve percepHons among the students towards GE–informed materials. This finding is consistent with 
those of previous studies that highlight GE–informed materials could influence students’ aftude toward 
non–standard varieHes (Lu & Buripakdi, 2020; Sangpetch et al., 2023; Yunhua & Budiman, 2024).  The 
following secHons present the findings in detail. 
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QuanKtaKve results 
 
The results of the quanHtaHve analysis are presented in Table 1. Overall, the students in the study agreed 
with the statements related to the GE–informed materials in the quesHonnaire (M = 4.11, SD = 0.56). This 
indicates that they had a posiHve impression of the materials in the study.  
 
Table 1.  
Students’ Percep0ons  

No. QuesKonnaire items Mean SD InterpretaKon 
Current status of English 

1. 
English is used today as an internaHonal language to 
communicate effecHvely with people from around the 
world. 

4.64 0.75 Strongly agree 

Varie2es of English 

2. 
Different varieHes of English, such as Indonesian English, 
Taiwanese English, and Japanese English, are acceptable 
today. 

4.07 0.92 Agree 

Strategies for mul2lingual/mul2cultural communica2on 

3. I am open–minded about the accents that are different 
from my own accent. 

4.36 0.84 Strongly agree 

English speakers’ iden2ty 

4. I don't mind if people laugh at my English accent when I 
speak because it is my own English. 

4.14 0.86 Agree 

5. It is unnecessary to speak like American or BriHsh English 
speakers as long as my English is understandable to others. 

4.29 1.20 Strongly agree 

Students’ speaking anxiety 
6. I feel less nervous to speak English aKer taking this class. 3.79 0.89 Agree 

7. I feel more relaxed to speak English with my Thai accent 
aKer taking this class. 

4.07 0.73 Agree 

Usefulness of the materials 

8. I have noHced significant improvements in my English–
speaking ability. 

3.64 0.75 Agree 

Students’ enjoyment 

9. I enjoy learning about different varieHes of English in this 
class. 

4.29 0.82 Strongly agree 

Students’ confidence 

10. Studying in this class has boosted my confidence to speak 
English in my own way. 

4.00 0.68 Agree 

11. I can speak English confidently aKer knowing that English 
belongs to everyone. 

4.07 0.92 Agree 

Overall evalua2on 

12. 
I would recommend studying the materials in this class to 
other English learners. 
 

4.29 0.83 Strongly agree 

Overall 4.14 0.56 Agree 
Note: The interpreta,ons for the means are as follows: 4.21–5.00 = strongly agree, 3.41–4.20 = agree, 2.61–
3.40 = neutral, 1.81–2.60 = disagree, 1.00–1.80 = strongly disagree. 
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The data in the Table 1 show observable paQerns. The highest level of agreement falls into the 
item about the current status of English which said, ‘English is used today as an internaHonal language to 
communicate effecHvely with people from around the world’ (M = 4.64, SD = 0.75). This finding shows 
the students’ understanding of the current posiHon of English in global communicaHon. In contrast, the 
lowest level of agreement was obtained from the item addressing usefulness of the materials which said, 
'I have noHced significant improvements in my English–speaking ability' (M = 3.64 SD = 0.75). While sHll 
indicaHng agreement with the statement, the lowest mean score could imply that some students may 
experience challenges in noHcing the significant improvement in speaking English. 
 
Qualita've Results 
 
 To explore the students' percepHons of GE–informed materials deeply, data from the interviews were 
analyzed. The analysis provided valuable context and seek for the common themes reflecHng their 
subjecHve experiences. The first theme that emerged from this analysis is related to students’ self–
confidence. They reported increased confidence and comfort in speaking English without worrying too 
much about mistakes and their accents.  

Students also menHoned that GE–informed materials helped them learn new accents. For 
example, one student stated, “The materials [GE–informed materials] made it easier for students to 
understand accents from different languages”. This indicates that the materials successfully improved 
their acceptance of the NNES accents. 

AKer the intervenHon, they felt comfortable using their own accent and understood that effecHve 
communicaHon was more important than the ability to imitate the NES accent. This was conveyed by one 
student, “Local accent is not a problem. Just being able to communicate and understand will make us 
understand each other. We don’t have to speak like naHve speakers either”.  

Students’ anxiety was the last theme that emerged from the interview transcripHon results. 
Some students reported feeling less worried about their local accents, as menHoned by one of them 
“Students can use the language without worrying about speaking incorrectly or correctly. Students can 
also communicate with any accent they have”. This finding indicates that the students’ sense of accent 
acceptance could reduce their worry and anxiety in English communicaHon. 

These themes addressed how GE–informed materials brought posiHve impacts on students’ learning 
and unmasking their emoHonal barrier. Therefore, it can be said that introducing a range of English 
varieHes around the world to the students could help support their emoHonal well–being and raise their 
confidence in speaking English. 

 
Foreign Language Classroom Anxiety (FLCA) Before and A=er the Interven'on 
 
Despite the students’ posiHve percepHons of GE–informed materials, the quesHonnaire results reveal 
that their FLCA increased following the intervenHon. To beQer illustrate this trend, the following staHsHcal 
data highlight the shiK in FLCA scores before and aKer the intervenHon.  
  
Table 2.  
Students’ Pre– and Post– FLCA 

 Mean SD t–test 
Pre 3.50 0.85 t = –0.75 
Post 3.93 1.07 p = 0.47 

 
The staHsHcal data in Table 2 show that the mean value of the students’ post–FLCA increased 

from 3.50 to 3.93. However, the paired t–test results (t–value = –0.75 and p–value = 0.47) indicate that 
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the increase in this anxiety level did not meet the typical standards for being considered staHsHcally 
significant (p < 0.05). This implies that the intervenHon was not strong enough to aQribute the increase 
in the students’ anxiety level. Thus, the finding calls for further exploraHon especially through the 
students’ insight in the interview. 

The triangulaHon approach employed in this study proved effecHve in unveiling the causes of 
increased anxiety levels among the students’ post–intervenHon. During the focus group interview 
sessions, the students expressed concerns about language usage. For example, one student stated, "I 
have anxiety about using language and I'm afraid of using incorrect vocabulary". Another student 
expressed feelings of shyness when speaking English, staHng, “I sHll feel shy to speak English”. This 
statement highlights how the fear of making mistakes and students’ confidence levels play a major role 
in elevaHng anxiety levels. 

However, there was also a posiHve impact on their learning experience menHoned by other 
students. For example, one student stated, “The use of teaching materials has made the content easier 
to understand, grammar easier to remember, and communicaHon in teaching and learning easier”. This 
means that relevant content is easier to understand and can facilitate easier communicaHon. 

In addiHon, other students felt less anxious about vocabulary errors and accent differences. As 
one student noted, “The materials help students use vocabulary to communicate beQer without worrying 
about using the wrong words”. Another added that the materials supported them to express themselves 
freely: “The materials make students dare to express themselves, dare to speak, dare to use vocabulary 
even though their accent is not the same as that of a naHve speaker”. 

The interview results generally idenHfied a posiHve impact of the GE–informed materials 
intervenHon on students’ learning experiences. The materials make the students feel more comfortable 
using English in their unique ways. The students also expressed saHsfacHon with the materials used in 
class. In addiHon, the anxiety that emerged was found to be related to the students' internal factors 
related to their fear of making mistakes. 
 On the whole, this study found a contradicHon between quanHtaHve and qualitaHve data. 
QuanHtaHve data show an increase in the students' anxiety aKer the intervenHon, while qualitaHve data 
reveal the opposite results. Probably, a few methodological shortcomings can account for the menHoned 
contradicHon. All items in the S-FLCAS referred to English classes in general. An emphasis on students 
only focusing on classes with GE-informed materials was missing. However, in the focus group interview 
session, the interviewer emphasized that the interview would only focus on classes with GE-informed 
materials. In addiHon, the S-FLCAS may not be able to capture emoHonal changes in a short intervenHon 
period. Lastly, a small sample size and a short duraHon of intervenHon also limit the ability to detect 
significant quanHtaHve changes. 

Nonetheless, drawing all the threads together it can be concluded that the findings of this study 
indicate the potenHal of GE–informed materials to help the students improve their self–confidence and 
communicaHon skills. To facilitate students' emoHonal aspects, it is highly recommended for teachers to 
create a safe and emoHonally supporHve classroom environment. Furthermore, teachers also need to 
introduce the GE concept through audio or video with successful English speakers from various countries. 
This approach is a crucial step in preparing students to engage in global communicaHon with English 
speakers from diverse cultural backgrounds.  
 

CONCLUSION 

ReflecHng on the iniHal quesHons posed about students’ percepHons of GE–informed materials and their 
impact on students’ FLCA, this study confirms that the intervenHon materials were posiHvely received by 
the students and had a posiHve impact on increasing their confidence in speaking English. This pilot study 
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provides iniHal evidence that GE–informed materials can be feasibly integrated into secondary EFL 
classrooms in Southern Thailand. This integraHon does not turn away from the curriculum that applies in 
Thailand but has successfully added the essence of GELT into the materials. This approach also adjusts to 
the reality of the use of English in Thailand preparing students to communicate effecHvely on a global 
scale. Moreover, students are no longer bound to the naHve norms, allowing them to use English more 
authenHcally. 

This study highlights the importance of a comprehensive approach tailored to the needs of 
students in the global era to facilitaHng student learning and their emoHonal well–being. In this case, the 
findings suggest that the process of learning a foreign language is a gateway that opens opportuniHes for 
exploraHon and cross–cultural communicaHon. Thus, this learning opportunity needs to be carried out in 
an engaging and supporHve manner with minimal anxiety. This study presents one way that educators 
can use to foster mutual respect for cultural differences in global communicaHon and increase students’ 
self–confidence. 

As pointed out earlier, one interesHng thing about this study is that there is a contradicHon in the 
quanHtaHve and qualitaHve results on students' FLCA levels aKer the intervenHon. The quanHtaHve 
results obtained through the S–FLCAS show an increase in anxiety, while the qualitaHve data reveal the 
opposite. These conflicHng findings require further exploraHon confirm the impact of GE–informed 
materials on students' FLCA levels.  

This pilot study is not without limitaHons. The primary limitaHon is the small sample size, which 
restricts the generalizability of the findings. Furthermore, the absence of a control group results limits 
the understanding of the intervenHon and its effects. The duraHon of the study also hinders in–depth 
exploraHon of changes in students’ percepHons and FLCA. It is, therefore, strongly recommended that 
larger-scale studies be conducted with the inclusion of control groups. The control group would add 
valuable insight to strengthen causal inferences. Longitudinal studies are also suggested to assess the 
long–term impact of the GE integraHon. 
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Abstract 
 
In this paper, I argue for the integraBon of genre-based pedagogy and task-based language teaching 
(TBLT) and provide a blueprint for material design to support wriBng development in low-proficiency 
English language learners (A1–A2 CEFR). Drawing from recent research in second language acquisiBon 
and pedagogical design, I argue that combining genre awareness with task-driven learning enables 
learners to develop both rhetorical flexibility and linguisBc confidence. The paper begins by examining 
the shortcomings of tradiBonal academic wriBng instrucBon, parBcularly the limitaBons of formulaic 
models in diverse communicaBve contexts. It then presents theoreBcal and empirical foundaBons for 
genre-based pedagogy and TBLT, followed by a synthesis of their integraBon. A new approach to wriBng 
materials is introduced using a flexible model for material design tailored to low-proficiency learners, 
which emphasizes discovery, scaffolding, and reflecBon. This framework is supported with examples from 
classroom pracBce and an analysis of pedagogical implicaBons in the age of AI-mediated communicaBon. 
The study concludes with a discussion on how the integraBon of genre and TBLT approaches supports 
learner agency, moBvaBon, and real-world wriBng competence. 
 
Keywords: L2 wriBng, material design, genre wriBng, TBLT, low-proficiency learners 
 

INTRODUCTION 
 
In today’s interconnected, mulBlingual world, wriBng has become more than a school subject or 
academic requirement; it is a tool for global communicaBon, professional expression, and personal voice. 
Yet, in many educaBonal contexts, parBcularly in English as a Foreign Language (EFL) classrooms, wriBng 
instrucBon remains overly prescripBve, rooted in formulaic templates and rigid assessments. These 
models may be well-intenBoned, aiming to simplify a complex skill for learners, but they o[en ignore the 
situaBonal, purposeful, and audience-driven nature of real-world wriBng. As Caplan (2019) reminds us, 
“We don’t just write. We write something for someone for some purpose” (p. 11). This perspecBve 
highlights the need to reframe wriBng instrucBon around authenBc communicaBve goals rather than 
fixed formats. 

For low-proficiency L2 learners, parBcularly at the A1–A2 CEFR level, formulaic academic models 
can be especially alienaBng. They are o[en expected to master abstract argumentaBve essay structures 
without sufficient scaffolding or contextual understanding. The result is wriBng that feels both cogniBvely 
overwhelming and disconnected from learners' actual communicaBve needs. These learners struggle not 
just with grammar or vocabulary, but with the broader rhetorical task of creaBng meaning for a real 
audience in a meaningful context. 

In this paper I explore a pedagogical alternaBve—one that combines genre-based wriBng 
instrucBon with task-based language teaching (TBLT) to create wriBng materials that are flexible, 
purposeful, and accessible to low-proficiency learners. Grounded in research and shaped by classroom 
experience, this approach promotes reflecBon, genre awareness, and real-world wriBng ability. 
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Specifically, a new and innovaBve approach to wriBng is introduced that provides a flexible model for 
designing wriBng materials that uses tasks to guide learners through genre structures in a supported and 
moBvaBng way. The goal is not simply to help learners produce “correct” wriBng, but to help them 
become what Tardy (2019) described as “rhetorically flexible writers” (p. 17), capable of navigaBng 
diverse contexts. 

The paper first reviews the theoreBcal foundaBons of genre pedagogy, followed by an 
introducBon to task-based learning. It then explains how the two approaches can be integrated and 
presents the proposed framework with its pedagogical implicaBons. Finally, it concludes with a discussion 
of limitaBons and direcBons for future research. 
 
Task-Based Language Teaching (TBLT) 
 
While genre-based pedagogy helps learners understand what to write, task-based language teaching 
(TBLT) focuses on how to use language meaningfully to achieve specific outcomes. Rooted in 
communicaBve language teaching, TBLT organizes instrucBon around real-world tasks that require 
learners to use the target language to accomplish goals—such as solving a problem, wriBng a message, 
or planning an event. In this approach, communicaBon and meaning-making are central, with grammar 
and vocabulary development emerging organically from the task context. 

Ellis (2009) defines a pedagogical task as one that involves a primary focus on meaning, has a 
communicaBve goal, requires learners to use their own linguisBc resources, and reflects how language is 
used outside the classroom. While TBLT has tradiBonally been applied to oral communicaBon, there is a 
growing recogniBon that its principles can also enhance wriBng instrucBon, especially for lower 
proficiency learners who benefit from structured, meaningful pracBce. 

In wriBng-focused TBLT, learners engage in tasks such as composing an email, summarizing a 
news arBcle, or creaBng a simple flyer. These tasks provide a concrete, communicaBve goal that helps 
learners focus not just on language accuracy but on rhetorical choices, content development, and 
audience awareness. Importantly, wriBng tasks allow for more Bme and reflecBon than oral tasks, giving 
learners a chance to plan, dra[, revise, and edit—a process that mirrors authenBc wriBng in the real 
world. Task-based wriBng is especially effecBve for A1–A2 learners because it provides concrete, goal-
oriented acBviBes that reduce cogniBve overload and emphasize communicaBve purpose. Rather than 
facing the inBmidaBng demand of producing full essays, learners engage in scaffolded micro-tasks (e.g., 
greeBngs, closings, short requests) that build toward a complete product. Research in TBLT (Ellis, 2009; 
Nunan, 2004; Willis & Willis, 2002) and genre-task integraBon (Yasuda, 2011) shows that even low-
proficiency learners can develop confidence and genre awareness when wriBng tasks are sequenced, 
purposeful, and communicaBvely meaningful. Nunan (2004) and Willis and Willis (2002) emphasize that 
effecBve tasks are not isolated exercises but parts of a pedagogical cycle. A wriBng task can include pre-
task planning, a main wriBng phase, peer review, and reflecBon—all of which contribute to language 
development and metacogniBve awareness. Russell and Spada (2006) highlight the importance of 
feedback and opportuniBes for noBcing in language development, principles that also underpin task-
based wriBng acBviBes. TBLT’s emphasis on authenBcity, learner engagement, and meaning-making 
makes it parBcularly useful for low-proficiency learners who may struggle with abstract grammar 
instrucBon or decontextualized drills. By focusing on purpose and process, wriBng tasks help students 
build confidence and communicaBve competence in manageable, meaningful ways. 
 
IntegraHng Genre and TBLT 
 
Although genre-based pedagogy and TBLT are disBnct in focus, their integraBon offers a powerful 
synergy: genre provides the rhetorical roadmap, and tasks provide the vehicle for experienBal learning. 
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Together, they support learners not only in understanding the structure of wriBng but also in pracBcing it 
purposefully and contextually. As Tardy (2019) argues, it is through tasks that students explore genres, 
build awareness, and develop the capacity to adapt to new communicaBve situaBons. 

This integrated approach has been supported by several classroom-based studies. Notably, 
Yasuda (2011) conducted a study with 70 lower-intermediate (A2-B1 CEFR) Japanese university students 
focusing on email wriBng within a genre-task framework. Students were first introduced to different 
types of email (e.g., formal, informal, request, thank-you), analyzed model texts, and then completed a 
series of wriBng tasks. Results showed significant gains in genre awareness, lexical diversity, and 
fluency—demonstraBng that students not only learned what to write, but how to write it effecBvely for 
different audiences. 

In a follow-up study, Yasuda (2017) explored summary wriBng tasks linked to genre analysis and 
Systemic FuncBonal LinguisBcs (SFL), essenBally establishing TBLT as a framework for genre-based wriBng 
pedgagoy. Students were encouraged to reflect on how purpose, audience, and register shape the way 
summaries are wrijen. This approach led to improved rhetorical sensiBvity, bejer language choices, and 
a clearer understanding of genre expectaBons. Importantly, students reported increased confidence and 
awareness of wriBng as a communicaBve act, not just a grammaBcal exercise. 

What makes this integraBon especially effecBve is that it aligns form with funcBon. Instead of 
simply teaching “how to write a paragraph” or “how to use the past tense,” instructors can guide 
students through tasks that mirror authenBc communicaBon—wriBng a job applicaBon, responding to a 
customer inquiry, summarizing a lecture—while highlighBng the genre-specific features that make each 
task successful. These tasks naturally embed grammar, vocabulary, and organizaBon within meaningful 
contexts. 

The genre + TBLT synthesis combinaBon introduced here draws inspiraBon from Yasuda (2011, 
2017) but adapts and extends it for A1–A2 learners with scaffolding and micro-tasks. It allows teachers to 
sequence tasks in a way that gradually builds complexity: starBng with noBcing and analysis, moving 
through pracBce tasks focused on specific genre components, and culminaBng in a final wriBng product. 
This process supports scaffolding, noBcing, and reflecBon, while maintaining learner engagement 
through tangible outcomes. For low-proficiency learners, this is especially valuable: they are not 
overwhelmed with abstract rules but guided step-by-step through a process of discovery, pracBce, and 
producBon. 
 
A Task-based Approach to Genre WriHng 
 
To operaBonalize the integraBon of genre-based pedagogy and task-based learning, I have been working 
with a team in developing materials based on this new framework—a flexible, task-sequenced model 
specifically designed to support low-proficiency learners. This framework emphasizes awareness-raising, 
scaffolding, and learner reflec3on, offering a clear pathway from observing wriBng to producing it in 
meaningful, achievable steps. Rather than overwhelming students with abstract rules or lengthy 
assignments, the framework breaks wriBng down into small, focused tasks that build toward a complete 
product. 
 
The framework consists of three broad stages: 
1. NoHcing / Discovery 
The first stage engages students in exploring real examples of a target genre. Learners read or examine 
model texts—such as a thank-you email, a summary, or a recommendaBon lejer—and are guided to 
noBce how these texts funcBon in context. To support this analysis, they respond to discovery quesBons 
that draw ajenBon to the text’s context, purpose, language, and structure, including: 

• Context: Who is the writer? Who is the audience? 
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• Purpose: What is the purpose of the text? 
• Language: What kind of language is used? How formal or informal is the tone? 
• Structure: What is the structure of the text? 

 
By answering these quesBons, students begin to noBce genre features such as openings, 

transiBons, tone, and vocabulary. They become aware of how the writer adjusts language for audience 
and purpose, which is crucial for rhetorical flexibility. 
 
2. Genre Awareness and PracHce 
Once students have analyzed model texts, the focus shi[s to pracBcing genre-specific components 
through scaffolded tasks. For example, if students are learning to write a formal email, they may 
complete separate short tasks to pracBce: 

• WriBng appropriate subject lines 
• Choosing the right greeBng and closing 
• RequesBng informaBon politely 
• Using transiBonal phrases 

Each task is targeted, allowing learners to master small pieces of the genre puzzle without cogniBve 
overload. The acBviBes are o[en collaboraBve, encouraging discussion about form, funcBon, and 
variaBon. 
 
3. Building Toward a Final Product 
In the final phase, students put the pieces together. They brainstorm a real-world situaBon where the 
genre might be used (e.g., thanking a professor, summarizing an arBcle), then dra[ a complete text using 
the skills developed in earlier tasks. This phase can be broken down into clear steps that guide learners 
from iniBal ideas to a polished product: 

• Brainstorm a real-world context for the genre 
• Dra[ a complete text using earlier skills 
• Share dra[s for peer review and feedback 
• Revise and edit for clarity, appropriateness, and rhetorical effecBveness 
• Produce a polished dra[ that demonstrates purpose and audience awareness 

 
This stage highlights that accuracy is valued, but the greater emphasis is on appropriateness, 

clarity, and rhetorical intent. By moving step by step from micro-tasks to a full product, learners gain 
confidence while building pracBcal wriBng skills. 
 
Learner-Centered Design for Low Proficiency 
 
Low-proficiency learners—those operaBng around CEFR A1 to A2—face unique challenges in wriBng. 
These learners are o[en sBll developing basic vocabulary, sentence structure, and reading fluency. Asking 
them to produce long-form academic essays without scaffolding can lead to anxiety, disengagement, and 
minimal learning. The new task-based approach to genre wriBng is designed specifically with these 
learners in mind, incorporaBng pedagogical features that reduce cogniBve load, build confidence, and 
promote authenBc engagement with wriBng. 
 
CogniHve Load Management 
 
CogniBve Load Theory (Sweller, 1988; 2010) reminds us that working memory is limited, and tasks that 
overload learners with vocabulary, grammar, and organizaBon at once o[en cause frustraBon—especially 



Thailand TESOL Conference Proceedings 2025 
 

159 

for A1–A2 writers. To reduce this burden, the framework breaks wriBng into scaffolded micro-tasks (e.g., 
greeBngs, subject lines, closings). This design lowers extraneous load while controlling intrinsic load, 
allowing learners to focus on germane processing that builds transferable schemas for genre wriBng 
(Kalyuga, 2011; De Jong, 2010). In this way, task-sequenced wriBng supports beginners by making 
complex genres manageable and meaningful. This reduces the demand on working memory and allows 
students to focus on one skill at a Bme. Over Bme, these parts are connected and integrated into a 
complete, coherent text. 
 
Scaffolding and RepeHHon 
 
Tasks are sequenced to build on one another, with increasing complexity. Early exercises might include 
sentence compleBon or rearranging a model text, while later tasks involve original producBon. The 
framework encourages repeBBon with variaBon—students encounter the same genre mulBple Bmes but 
with slightly different content or goals, allowing for deeper learning and transfer without boredom. 
 
Offline PreparaHon and ReflecHon 
 
Because lower-level students o[en need more Bme to process language, much of the work in this 
approach can be done offline—through worksheets, collaboraBve tasks, or guided discovery before 
moving to open-ended producBon. ReflecBon is also built into each stage. Students are encouraged to 
compare their dra[s with model texts, ask quesBons like “What tone am I using?” or “Is this appropriate 
for my reader?” and revise accordingly. 
 
Low-Stakes Environment 
 
Another benefit of the framework is that it fosters a low-risk environment for learners. Since tasks focus 
on building specific components before asking students to write full texts, there is less pressure to “get it 
right” from the start. Learners are supported through discovery, feedback, and peer collaboraBon before 
submirng a polished product. 
 
Purposeful, Real-World Relevance 
 
Finally, all wriBng tasks are goal-directed and framed around communicaBve purpose. Students learn not 
only how to write but why a parBcular text majers: to thank someone, to explain a problem, to 
summarize something they’ve read. This gives meaning to the wriBng process and enhances moBvaBon—
two essenBal ingredients for success at the beginner level. This learner-centered design philosophy 
ensures that even students with basic English skills can parBcipate in meaningful wriBng experiences and 
make progress toward communicaBve competence. 
 

DISCUSSION 
 

The integraBon of genre-based pedagogy and task-based language teaching offers a Bmely response to 
the evolving demands of 21st-century wriBng instrucBon, especially in an era shaped by rapid 
technological change and increasing linguisBc diversity. This synergy represents an effort to reconcile two 
complementary approaches—genre and TBLT—into a unified model that promotes learner agency, real-
world relevance, and pedagogical flexibility. 

Perhaps the most important takeaway from this integraBon is the shi[ in focus from accuracy-
driven wriBng to meaningful communicaBon. In tradiBonal wriBng instrucBon, parBcularly at low levels, 
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there’s o[en a disproporBonate emphasis on grammaBcal correctness. While accuracy remains 
important, genre and TBLT prioriBze purpose, audience, and intent—factors that are far more central to 
successful communicaBon in real-world contexts. Learners begin to see wriBng as something they can 
use, not just something they have to get right. 

This shi[ is especially significant in the age of AI-generated text. Tools like ChatGPT and Google’s 
Gemini can now produce grammaBcally accurate texts on demand. This raises important pedagogical 
quesBons: If a machine can generate a five-paragraph essay in seconds, what is the value of teaching 
students to write them? The answer lies in the process—not just the product. Genre + TBLT approaches 
teach students how to make rhetorical decisions, how to reflect on language use, and how to 
communicate purposefully in a variety of genres and contexts. These are skills that remain essenBal, even 
when AI tools are widely available. 

The reflecBve dimension of this approach is also worth highlighBng. As learners engage in genre 
analysis, task sequencing, and collaboraBve review, they are encouraged to think criBcally about their 
wriBng choices. They develop metacogniBve awareness—the ability to plan, monitor, and evaluate their 
own language use. This kind of awareness supports long-term growth and adaptability, empowering 
learners to transfer their wriBng skills to new contexts, genres, and audiences. 

Another benefit of the integrated approach is its flexibility across proficiency levels and 
insBtuBonal serngs. While this paper has focused on low-proficiency learners, the same framework can 
be adapted for higher-level students by modifying task complexity, increasing genre sophisBcaBon, and 
encouraging greater independence. Similarly, teachers in different insBtuBonal serngs—high schools, 
universiBes, private language programs—can implement the framework using whatever materials, class 
Bme, or technological tools they have available. 

In short, this new approach to wriBng is not a fixed curriculum but a pedagogical lens—a way of 
designing materials and acBviBes that foster genre awareness, task engagement, and real-world wriBng 
competence. 
 
LimitaHons 
 
At the same Bme, several l imitaBons must be acknowledged. First,  this paper presents a 
conceptual/material-design framework rather than empirical classroom data. While supported by 
exisBng research (e.g., Yasuda, 2011, 2017), further empirical validaBon is needed to test its effecBveness 
across diverse learner populaBons and instrucBonal contexts. Second, the framework has been 
developed primarily with A1–A2 learners in mind, which raises quesBons about scalability to higher 
proficiency levels without significant adaptaBon. Third, as with many genre-based approaches, there is 
the risk of over-prescripBon if teachers rely too heavily on models rather than promoBng rhetorical 
flexibility. These limitaBons suggest the need for future studies that explore implementaBon in different 
serngs, gather learner feedback, and examine how digital tools (including AI) might support or 
complicate task-based genre instrucBon. 
 

CONCLUSION 
 

This paper has argued that a combinaBon of genre-based pedagogy and task-based language teaching 
offers a compelling approach to wriBng instrucBon for low-proficiency learners. In contrast to tradiBonal, 
one-size-fits-all models that rely heavily on abstract essay formats, formulaic wriBng and isolated 
grammar drills, this integrated approach emphasizes purposeful, scaffolded, and context-sensiBve wriBng 
instrucBon. 

Through a task-based approach to genre wriBng, learners are not merely taught how to produce 
grammaBcally correct sentences, but how to understand and navigate genres, respond to audience 
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needs, and complete wriBng tasks that mirror real-life communicaBon. The process of no3cing, analyzing, 
prac3cing, and producing wriBng through tasks allows students to develop rhetorical awareness and 
linguisBc competence simultaneously. 

For low-proficiency learners in parBcular, this approach offers a path to engagement, moBvaBon, 
and confidence. It removes the inBmidaBon of long-form academic wriBng and replaces it with 
achievable, meaningful tasks that build toward real-world communicaBve competence. By focusing on 
authenBc goals and providing structured support, students are encouraged to take risks, revise their 
work, and ulBmately, see themselves as capable and purposeful writers. 

At the same Bme, this framework is conceptual and designed for A1–A2 learners, so further 
classroom-based validaBon is needed, and care must be taken to avoid over-prescripBon. SBll, its 
pracBcal implicaBons are clear: teachers can make the model accessible by using short, authenBc texts, 
sequencing tasks from controlled to free wriBng, and allowing extra Bme for reflecBon and peer support. 
As we move deeper into the 21st century—where mulBlingualism, technology, and cross-cultural 
communicaBon are central to both personal and professional success—wriBng instrucBon must evolve. 
The genre + TBLT approach not only meets learners where they are, but helps them get where they want 
to go. Future research might explore how this framework funcBons across different age groups, 
insBtuBonal serngs, and proficiency levels. There is also space to invesBgate how digital tools, including 
AI wriBng assistants, can be integrated into this model ethically and effecBvely. Regardless of how 
technology changes, one constant remains: wriBng is a human act of expression and connecBon. Our 
pedagogies must honor and empower that. 
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Abstract 
 
Game-based learning has emerged as a promising pedagogical approach for enhancing student 
engagement and moDvaDon in language classrooms. This classroom-based acDon research invesDgated 
the impact of digital games on vocabulary learning moDvaDon among 42 Thai lower-secondary EFL 
students with mixed abiliDes (A1–B1 CEFR) enrolled in a Fundamental English course at a demonstraDon 
school in Bangkok. An explanatory sequenDal mixed-methods design was employed. QuanDtaDve data 
were collected via pre- and post-intervenDon Vocabulary MoDvaDon Scale (VMS) quesDonnaires to 
assess changes in students’ moDvaDon levels. To enrich these findings, qualitaDve data were gathered 
through classroom observaDons and focus group interviews to explore students’ percepDons and 
experiences in depth. The results indicated a posiDve correlaDon between the use of digital games and 
enhanced vocabulary learning moDvaDon. Students reported increased enjoyment, a stronger sense of 
challenge, and a heightened feeling of accomplishment during game-based acDviDes. Games such as 
“Who Is Your Partner?” and “Passing Ball” were especially effecDve in fostering engagement, 
communicaDon, and vocabulary recall. Moreover, the approach fostered a collaboraDve and supporDve 
classroom environment, encouraging acDve engagement with the language and peers. These findings 
contribute to the growing body of evidence advocaDng for the integraDon of game-based learning 
strategies in EFL contexts, parDcularly to foster intrinsic moDvaDon in young language learners. 
 
Keywords: game-based learning, vocabulary moDvaDon, Thai EFL students, young learners, classroom 
acDon research 
 

INTRODUCTION 
 
The advancement of educaDonal technology has significantly transformed tradiDonal models of English 
language teaching in the 21st century, parDcularly in English as a Foreign Language (EFL) context. Among 
these innovaDons, game-based learning (GBL) has emerged as a promising pedagogical strategy that 
supports language acquisiDon by promoDng learner interacDon and enhancing moDvaDon through 
interacDve and engaging learning experiences (Ahmed et al., 2022; Czerkawski & BerD, 2020; Erhel & 
Jamet, 2013). In parDcular, GBL has been shown to foster greater vocabulary retenDon, especially among 
young EFL learners who ogen face difficulDes in maintaining focus and applying new vocabulary in 
authenDc contexts (Waewchimplee & Oyibochia, 2022; Rakangthong & Yimwilai, 2020). In Thailand, 
tradiDonal teaching methods such as rote memorizaDon and translaDon conDnue to dominate 
instrucDon, ogen leading to student disengagement, low moDvaDon, and lack of confidence in language 
learning (Tongsom & Tangkiengsirisin, 2022; Meeprom, 2020). 

Recent studies in Thai educaDonal sejngs have demonstrated that integraDng digital games can 
significantly improve vocabulary learning outcomes and student saDsfacDon (Horphet & Yimwilai, 2020; 
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Saraiwanga & Worawonga, 2023; Waewchimplee & Oyibochia, 2022). GBL approaches also provide 
opportuniDes for collaboraDve and autonomous learning, allowing students to acDvely parDcipate in 
their own language development (Wiriyakarun & Khrongsakun, 2020). To address these ongoing 
challenges, the present study invesDgates the potenDal of digital game-based learning in enhancing 
vocabulary acquisiDon and moDvaDon among lower-secondary Thai EFL students. Conducted in a 
demonstraDon school in Bangkok, this classroom-based acDon research explores how integraDng game-
based acDviDes into a Fundamental English course can foster a more dynamic and supporDve learning 
environment for vocabulary development. 
 

LITERATURE REVIEW 
 
Importance of vocabulary learning 
 
According to the Oxford Advanced Learner’s DicDonary (1995), vocabulary refers to the total number of 
words in a language, and it is a core component of language proficiency, alongside listening, speaking, 
reading, and wriDng skills. It also serves as a criDcal element of linguisDc systems, in parallel with 
grammar, phonology, and cultural knowledge (NaDon, 2011). Mastering vocabulary is thus essenDal for 
acquiring a target language such as English, as it enables learners to understand and produce language 
more effecDvely. Through both direct instrucDon and exposure, vocabulary learning strategies, therefore, 
play a very important role in helping learners acquire, retain, and apply new lexical items (Cameron, 
2001; Nagy & Townsend, 2012). Schmi2 (2010) reinforces the viewpoint that vocabulary and lexical units 
are foundaDonal to language learning and communicaDon. He further contends that grammar and other 
linguisDc knowledge cannot be constructed effecDvely in the absence of sufficient vocabulary. Even with 
limited grammar, learners can sDll communicate using lexical items. Conversely, inadequate vocabulary 
significantly impedes effecDve communicaDon and limits learners’ overall language proficiency. 
Furthermore, lexical knowledge supports not only recepDve skills (listening and reading) but also 
producDve ones (speaking and wriDng). A rich vocabulary enables learners to arDculate ideas clearly, 
precisely, and persuasively, thereby forming the basis for effecDve reading, wriDng and advanced 
language use (NaDon, 2011; Nagy & Townsend, 2012). 
 
Approaches of vocabulary acquisiLon  
 
NaDon (2011) and Schmi2 (2010) posit that vocabulary teaching is a conDnuous process where learners 
repeatedly encounter words to deepen their understanding and usage. Cameron (2001) also emphasizes 
that meaningful acDviDes are more effecDve for vocabulary pracDce than rote memorizaDon or flashcard 
drills, as they provide opportuniDes for learners to engage with words in context, which helps enhance 
retenDon and understanding. Several theories emphasize effecDve vocabulary acquisiDon, each offering 
valuable insights into how learners process and internalize new words. The sociocultural theory, as 
proposed by Unrau et al. (2018), highlights the role of social interacDons in learning. Through engagement 
with more knowledgeable individuals, learners gain insights into culture, language, and societal norms, 
forming their own understanding of the world. This perspecDve indicates the importance of collaboraDve 
and interacDve learning environments in vocabulary acquisiDon. Schema theory, also discussed by Unrau 
et al. (2018), explains how individuals use mental structures or "schemas" to organize, store, and retrieve 
informaDon. These schemas funcDon as mental filing systems that enable learners to connect new 
vocabulary to their exisDng knowledge. This makes the learning process more efficient and meaningful. 
CogniDve theory, another approach explored by Unrau et al. (2018), emphasizes the value of meaningful 
learning and acDve engagement. Techniques such as contextual learning, word associaDon, and semanDc 
mapping are rooted in cogniDve principles and support learners in internalizing vocabulary through 
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structured, purposeful acDviDes. Together, these theories provide a comprehensive framework for 
understanding and enhancing vocabulary acquisiDon in language learning. 
 
Importance of moLvaLon 
 
MoDvaDon plays a vital role in the learning process, shaping how learners approach and sustain their 
efforts in educaDon. Sinclair (2008) defines moDvaDon in terms of a2racDon, retenDon, and 
concentraDon, highlighDng its role in drawing individuals to a task, keeping them commi2ed, and 
deepening their engagement. MoDvated learners are more likely to put in consistent effort and persevere 
through challenges, demonstraDng resilience in the face of setbacks. MoDvaDon also enhances 
engagement, making tasks more enjoyable and fostering richer learning experiences. Furthermore, it 
drives goal sejng and achievement, encouraging learners to establish ambiDous objecDves and work 
diligently to accomplish them. Closely Ded to self-efficacy, moDvaDon insDlls confidence in learners, 
enabling them to believe in their abiliDes to master new skills, such as acquiring vocabulary, and 
overcome obstacles. AddiDonally, moDvaDon contributes to a posiDve learning environment, as 
moDvated individuals create a supporDve and collaboraDve classroom atmosphere that benefits all 
learners. (Dörnyei & Ushioda, 2021; Erhel & Jamet, 2013; Fachraini, 2017). All in all, these factors 
underscore the role moDvaDon plays in promoDng effecDve and meaningful learning  
 
Advantages of Game-Based Learning 
 
Prensky (2001) maintains that games facilitate meaningful learning by connecDng new knowledge to 
prior understanding, making concepts more memorable. They also provide immediate feedback, enabling 
learners to learn from their mistakes and refine their understanding in real Dme. Likewise, Whi2on 
(2009) highlights the versaDlity of games in engaging learners through various mechanics, including 
compelling challenges, rewards, puzzle-solving, arDfact creaDon, compeDDon, storytelling, collaboraDon, 
and saDsfying the human desire for achievement. Games provide a fun and engaging learning experience, 
tapping into students' intrinsic moDvaDon. By tailoring acDviDes to individual interests and learning 
styles, games make vocabulary acquisiDon more relevant and enjoyable for learners. Furthermore, games 
transform students from passive recipients of informaDon to acDve parDcipants, fostering essenDal skills 
such as problem-solving and criDcal thinking. Group-based gameplay also promotes collaboraDon and 
communicaDon and enhances interpersonal skills (Erhel  & Jamet, 2013). AddiDonally, games offer 
realisDc simulaDons of real-world scenarios, allowing students to pracDce skills in a safe and controlled 
environment. This contextualized approach to learning helps bridge the gap between classroom acDviDes 
and real-world applicaDons (Meeprom, 2020). Overall, game-based learning enhances student 
engagement and moDvaDon as well as creaDng a dynamic and effecDve learning environment that 
supports deeper understanding and retenDon.  
 
Research ObjecLves 
 
This study invesDgates the impact of game-based learning on vocabulary learning moDvaDon among Thai 
lower-secondary EFL students. Specifically, it aims to: 

1. Evaluate the effecDveness of digital games in enhancing vocabulary learning moDvaDon among 
students with mixed language abiliDes 

2. IdenDfy key moDvaDonal elements within game-based learning that influence learner 
engagement. 
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Research QuesLons 
 

1. How does game-based learning affect the vocabulary learning moDvaDon of Thai EFL lower-
secondary students? 

2. What are the specific factors within game-based learning that contribute to increased 
vocabulary learning moDvaDon among Thai EFL lower-secondary students? 

 
METHODOLOGY 

 
Research design 
 
This classroom-based acDon study uDlized a mixed-methods explanatory sequenDal design to invesDgate 
the impact of game-based learning on vocabulary acquisiDon and moDvaDon among Thai EFL lower-
secondary students. QuanDtaDve data were collected first, using pre- and post-Vocabulary MoDvaDonal 
Scale (VMS) and Likert Scale quesDonnaires, to measure changes in students’ moDvaDon levels and other 
related variables such as ajtudes, beliefs, and self-efficacy. Subsequently, qualitaDve data were gathered 
through focus group interviews and classroom observaDons to provide deeper insights into students’ 
perspecDves and experiences. This sequenDal approach allowed for a comprehensive understanding of 
the quanDtaDve results by integraDng qualitaDve findings, offering a holisDc view of the effecDveness of 
game-based learning in enhancing vocabulary learning moDvaDon. 
 
ParLcipants  
 
The parDcipants were 42 Grade 8 students enrolled in a Fundamental English course at a demonstraDon 
school in Bangkok, Thailand, during the first semester of the 2024 academic year. The students, aged 
between 13 and 15, represented a range of English proficiency levels from A1 to B1 on the Common 
European Framework of Reference (CEFR). Their abiliDes varied, including low, fair, and good levels of 
English, making the group diverse and representaDve of typical EFL classrooms in Thailand. 
 
InstrucLon 
 
The intervenDon consisted of five lesson plans designed to teach English vocabulary through various 
game-based acDviDes. These lessons were conducted over five weeks, with each session lasDng 90 
minutes. The vocabulary was selected from the coursebook the parDcipants used and was then 
integrated into games including Bingo, Jigsaw puzzle, Mystery box, Passing ball, and Who Is Your Partner? 
These games engaged students in interacDve and collaboraDve acDviDes, making their vocabulary 
learning more dynamic and enjoyable. For example, Bingo involved matching words with their definiDons, 
while Passing ball required students to recall vocabulary words quickly. These acDviDes were designed to 
cater to diverse learning styles and promote acDve parDcipaDon in the classroom. 
 
Data CollecLon 
 
Data were collected through both quanDtaDve and qualitaDve methods to ensure a comprehensive 
analysis. For the quanDtaDve component, pre- and post-Vocabulary MoDvaDonal Scale (VMS) and Likert 
Scale quesDonnaires, translated into Thai to ensure parDcipants' understanding, were administered 
before and ager the instrucDon to measure changes in students’ moDvaDon levels, ajtudes, and beliefs 
toward vocabulary learning. The qualitaDve data were collected through classroom observaDons, where 
student engagement, parDcipaDon, and interacDons during the lessons were noted. AddiDonally, focused 
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group interviews were conducted with five students at the end of the intervenDon to gather detailed 
insights into their experiences and percepDons of game-based learning. These methods provided 
complementary perspecDves, with the quanDtaDve data capturing measurable outcomes and the 
qualitaDve data offering more profound explanaDons. 
 
Data Analysis 
 
The data analysis process combined both quanDtaDve and qualitaDve approaches to draw meaningful 
conclusions about the effecDveness of game-based learning. QuanDtaDve data from the pre-/post-VMS 
and Likert Scale quesDonnaires were analyzed using mean and standard deviaDon (S.D.) to determine 
changes in moDvaDon levels. StaDsDcal significance was assessed by comparing pre- and post-test scores 
to idenDfy any significant differences in moDvaDon. For the qualitaDve data, themaDc analysis was 
employed to idenDfy common themes and pa2erns in students’ responses during interviews. These 
themes provided insights into specific aspects of game-based learning that influenced moDvaDon, such 
as enjoyment, collaboraDon, and self-efficacy. To ensure coding credibility, inter-rater reliability was 
established by having an independent coder review the data. Discrepancies were discussed and resolved, 
resulDng in a high level of agreement. By integraDng the quanDtaDve and qualitaDve findings, the study 
was able to explain how and why game-based learning impacted students' vocabulary moDvaDon. 
 

RESULTS 
 

Results from quanLtaLve data 
 
Before the vocabulary games were introduced, students completed a pre-test using the Vocabulary 
MoDvaDonal Scale (VMS) quesDonnaire. This pre-test measured their iniDal moDvaDon levels for learning 
vocabulary. The results, including the mean and standard deviaDon (S.D.) for each statement, are 
summarized in Table 1, providing a baseline for assessing changes in moDvaDon following the game-
based learning intervenDon. 
 
Table 1.  
Pre-test Vocabulary Mo?va?onal Scale (VMS) Results 

Statement Mean S.D. 
1. I enjoy learning new English vocabulary.   3.79 1.05 
2. I feel confident when I learn new English words. 3.69 0.98 
3. I ogen use new vocabulary words that I learn in class. 3.45 0.97 
4. I find it easy to remember new English words. 2.60 1.43 
5. I am moDvated to learn English vocabulary to improve my language skills.  3.55 1.06 
6. I enjoy using different strategies to learn vocabulary (e.g., flashcards, 
apps). 

3.60 1.11 

7. I believe learning new vocabulary is important for my future goals.    3.81 1.66 
8. I acDvely parDcipate in vocabulary learning acDviDes in class. 3.74 0.86 
9. I feel bored when learning new vocabulary. 2.62 1.06 
10. I feel moDvated when my teacher introduces new vocabulary acDviDes. 3.52 1.09 
11. I like compeDng with my classmates in vocabulary games or acDviDes. 3.10 1.39 
12. I ogen review new words on my own ager class. 2.79 1.22 
13. I find learning vocabulary challenging but enjoyable. 3.38 0.99 
14. I am eager to learn more English words outside of class.   3.29 1.24 
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15. I find it difficult to stay focused during vocabulary lessons.   3.52 1.13 
Summary of Learning aWtudes 3.36 1.15 

 
The results from the pre-test Vocabulary MoDvaDonal Scale (VMS) quesDonnaire highlight key 

aspects of students' moDvaDon toward vocabulary learning. The highest mean score (3.81) was for the 
statement, "I believe learning new vocabulary is important for my future goals," indicaDng that students 
strongly value vocabulary acquisiDon for personal and academic development. However, the lowest 
mean score (2.60), associated with the statement "I find it easy to remember new English words," 
suggests that many students face challenges in retaining new vocabulary. Statements related to 
enjoyment and parDcipaDon, such as "I enjoy learning new English vocabulary" (3.79) and "I ac?vely 
par?cipate in vocabulary learning ac?vi?es in class" (3.74), received moderately high scores, reflecDng 
students' generally posiDve ajtudes toward classroom acDviDes. On the other hand, lower scores on 
statements like "I oKen review new words on my own aKer class" (2.79) and "I find it difficult to stay 
focused during vocabulary lessons" (3.52) reveal difficulDes with self-directed study and maintaining 
focus. The overall summary of learning ajtudes yielded a mean score of 3.36 (S.D. 1.15), indicaDng a 
moderately posiDve baseline but with noDceable variability. These findings suggest that while students 
appreciate the value of vocabulary learning, there is a need for strategies to enhance retenDon, focus, 
and independent pracDce, such as incorporaDng engaging and interacDve methods like game-based 
learning. 

The post-test Vocabulary MoDvaDonal Scale (VMS) quesDonnaire was administered to students 
ager compleDng the vocabulary games to measure any changes in moDvaDon and to evaluate the impact 
of game-based learning on fostering a collaboraDve and supporDve learning environment. To provide 
insights into how game-based learning influenced students' moDvaDon levels, the data, including the 
mean and standard deviaDon (S.D.) for each statement, are summarized in Table 2. 

 
Table 2.  
Post-test Vocabulary Mo?va?onal Scale (VMS) Results 

Statement Mean S.D. 
1. I enjoyed learning new English vocabulary through the games we played in 
class. 

4.21 0.72 

2. The vocabulary games made me more confident in using new words. 4.02 0.72 
3. I ogen used the new vocabulary words I learned during the games in 
other. 

4.02 0.95 

4. I found it easier to remember new English words ager playing the games. 4.14 0.95 
5. The games moDvated me to learn more English vocabulary. 4.19 0.86 
6. I enjoyed using different strategies to learn vocabulary during the games 
(e.g., Bingo, Jigsaw puzzle). 

4.21 0.81 

7. I believe the vocabulary games are important for improving my English 
skills. 

4.12 0.92 

8. I acDvely parDcipated in the vocabulary games in class. 4.02 0.84 
9. I felt bored during the vocabulary games. 2.95 1.21 
10. I felt moDvated when my teacher introduced a new vocabulary game. 4.14 0.95 
11. I liked compeDng with my classmates during the vocabulary games. 4.02 1.09 
12. I reviewed the new words I learned during the games on my own ager 
class. 

4.07 0.92 

13. I found learning vocabulary through games challenging but enjoyable. 4.07 0.87 
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14. I am eager to conDnue learning new English words through similar 
games.  

4.02 0.87 

15. The vocabulary games helped me stay focused during lessons. 4.08 0.88 
Summary of Learning aWtudes 4.09 0.90 

 
The table illustrates the results of the post-test Vocabulary MoDvaDonal Scale (VMS) 

quesDonnaire. It highlights students' moDvaDon and ajtudes toward learning vocabulary through game-
based acDviDes. The highest mean score (4.21) was observed for the statements "I enjoyed learning new 
English vocabulary through the games we played in class" and "I enjoyed using different strategies to 
learn vocabulary during the games (e.g., Bingo, Jigsaw puzzle)," indicaDng that students found the game-
based acDviDes highly enjoyable and engaging. Similarly, statements such as "The games mo?vated me 
to learn more English vocabulary" (4.19) and "The vocabulary games made me more confident in using 
new words" (4.02) suggest that the games significantly boosted students’ confidence and moDvaDon. The 
statement "I found it easier to remember new English words ager playing the games" (4.14) underscores 
the posiDve impact of the games on vocabulary retenDon, while "I ac?vely par?cipated in the vocabulary 
games in class" (4.02) and "I liked compe?ng with my classmates during the vocabulary games" (4.02) 
highlight the role of the acDviDes in fostering acDve parDcipaDon and collaboraDon. Notably, the lowest 
mean score (2.95) was for the statement “I felt bored during the vocabulary games,” indicaDng that most 
students found the games engaging and enjoyable. This item was intenDonally reverse-coded to assess 
a2enDveness and response consistency. AddiDonally, "The vocabulary games helped me stay focused 
during lessons" (4.08) reinforces the role of games in maintaining students’ a2enDon and focus. Lastly, 
the statement "I am eager to con?nue learning new English words through similar games" (4.02) 
indicates students' posiDve ajtudes toward using game-based learning for future vocabulary acquisiDon. 
Overall, the results demonstrate that game-based learning effecDvely enhanced students’ moDvaDon, 
engagement, and retenDon, thereby creaDng a supporDve and interacDve learning environment. 
 
Results from qualitaLve data 
 
The qualitaDve data obtained from focus group interviews offered valuable insights into students’ 
experiences with game-based learning and its influence on vocabulary acquisiDon and moDvaDon. 
Overall, students expressed a strong preference for learning vocabulary through games rather than 
tradiDonal methods such as rote memorizaDon or textbook-based exercises. They described the game-
based approach as more engaging, enjoyable, and effecDve, parDcularly in helping them connect new 
vocabulary to prior knowledge and improving long-term retenDon and recall. Their opinions were such 
as:  

“Learning vocabulary through games turned out to be far more engaging and effec?ve 
than tradi?onal methods like rote memoriza?on or textbook exercises.” (Student 1) 
 
“Using games to learn vocabulary was really enjoyable. It helped me connect new 
words with what I already knew, which made it easier to remember and recall them.” 
(Student 2) 

 
Among the acDviDes implemented, Who Is Your Partner? emerged as a student favorite due to its 

communicaDve and collaboraDve nature, which not only supported vocabulary recall but also enhanced 
interpersonal interacDon. Similarly, Passing Ball was praised for its fast-paced, interacDve format, which 
encouraged spontaneous vocabulary use and sharpened recall skills in a playful environment. 
Nonetheless, through themaDc analysis, the key themes were idenDfied from the qualitaDve data as 
follows: 
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1. Engagement and Mo.va.on 
Game-based acDviDes significantly enhanced students' moDvaDon to learn new vocabulary. The sense of 
fun and compeDDon made students more eager to parDcipate and stay focused throughout lessons. 

 
“The games were really fun. I actually looked forward to English class for the first 
?me.” (Student 2) 
 
“GeWng a high score in the game made me proud. It felt like I was achieving 
something, not just memorizing words.” (Student 4) 
 

Students also appreciated the interacDve nature of the games, which required them to engage 
acDvely rather than passively listen. 

 
“I had to stay alert because I didn’t want to miss my turn. It helped me concentrate 
more.” (Student 5) 
 
“Playing with friends made the class feel less boring. We were learning, but also 
laughing together.” (Student 4) 
 

2. Learning Experience 
Students reported that games helped them remember new vocabulary more effecDvely. PresenDng 
words in meaningful and contextualized ways improved their understanding and retenDon. 

 
“I remembered words beYer because I saw them in different situa?ons, not just a 
list to study.” (Student 1) 
 
“The games helped me learn how to use new words, not just what they mean.” 
(Student 3) 
 

The enjoyable nature of the acDviDes also contributed to deeper learning. 
 
“It was more fun than wri?ng words over and over. That made them s?ck in my 
head.” (Student 2) 
 
“Because we were having fun, I didn’t realize how much I was learning un?l later.” 
(Student 3) 
 

3. Social Interac.on and Collabora.on 
Game-based learning fostered peer interacDon and reduced anxiety about using English in class. Students 
noted that games encouraged teamwork and made speaking less inDmidaDng. 

 
“We had to work together and talk in English. It made me less nervous.” (Student 2) 
 
“I usually don’t speak in class, but in the games I did, because it felt more relaxed.” 
(Student 3) 

 
The collaboraDve environment helped build classroom rapport and supported 

language use in a non-threatening sejng. 
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“Talking during games was easier. I didn’t feel judged if I made a mistake.” (Student 
4) 
 
“We laughed together and helped each other. It felt more like a team than just 
classmates.” (Student 5) 
 

4. Sugges.ons for Improvement 
While students responded posiDvely to game-based learning, they also provided thoughyul feedback on 
how to make the game-based learning more effecDve. 
 

“It would be beYer to use the words in conversa?ons, like in real life. That would help 
more.” (Student 1) 
 
“I want to know how well I did—like if I need to improve or not. Maybe we can get 
feedback aKer each game.” (Student 3) 
 

Students expressed a desire for more meaningful integraDon of vocabulary beyond the game 
context. 

 
“Some?mes the games were fast, and I didn’t know if I learned the word right.” 
(Student 2) 
 
“If the teacher tells us which words we need to work on, I think we can improve faster.” 
(Student 4) 
 

For the classroom observaDon during the iniDal stage before the implementaDon of game-based 
learning, students exhibited limited engagement in vocabulary lessons. Many appeared passive, with 
minimal parDcipaDon in acDviDes such as rote memorizaDon or textbook-based exercises. Some students 
struggled to maintain focus, frequently losing interest in the lesson. CollaboraDve interacDons among 
students were scarce, and the classroom atmosphere ogen felt rigid and uninteresDng. It was evident 
that tradiDonal instrucDonal methods failed to capture students' a2enDon or moDvate them to acDvely 
engage with vocabulary learning tasks. 

Following the implementaDon of game-based learning, significant improvements were observed 
in student engagement and classroom dynamics. Students demonstrated heightened enthusiasm and 
acDve parDcipaDon during vocabulary games such as Bingo, Passing ball, and Who is your partner?. They 
appeared more focused and moDvated, eagerly compeDng and collaboraDng with peers to complete 
tasks. The classroom atmosphere became lively and interacDve, with students frequently communicaDng 
in English as part of the game acDviDes. CollaboraDon increased substanDally, as many games required 
students to work together or interact with one another. Students who previously seemed disengaged 
began contribuDng more acDvely. This suggests that the games successfully encouraged parDcipaDon 
across various proficiency levels. Overall, the post-instrucDon observaDons highlighted a posiDve 
transformaDon in students' engagement, focus, and willingness to interact, demonstraDng the 
effecDveness of game-based learning in creaDng an engaging and supporDve learning environment. 
 

DISCUSSION 
 

This study highlights the posiDve impact of game-based learning (GBL) on the vocabulary learning 
moDvaDon of Thai lower-secondary EFL students. Data from pre- and post-intervenDon Vocabulary 
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Mo?va?onal Scale (VMS) quesDonnaires, classroom observaDons, and focus group interviews collecDvely 
suggest that integraDng games into vocabulary instrucDon significantly enhanced students’ moDvaDon, 
engagement, and vocabulary retenDon. 

Ager parDcipaDng in game-based acDviDes, students reported increased enjoyment, confidence, 
and willingness to use newly learned vocabulary. This outcome supports previous research demonstraDng 
that interacDve and enjoyable acDviDes can posiDvely influence language learners' moDvaDon and 
engagement (Whi2on, 2009; Aydın & Çakır, 2022; Ahmed et al., 2022). The notable increase in post-test 
scores also indicates that game-based learning effecDvely addressed moDvaDonal barriers idenDfied in 
the pre-test, such as difficulty in recalling vocabulary and maintaining focus. 

Classroom observaDons further revealed a transiDon from passive to acDve learning behaviors. 
Students who were previously disengaged became noDceably more parDcipaDve and a2enDve during 
game-based sessions. These findings align with construcDvist learning theory (Piaget, 1970), which 
emphasizes that learners build knowledge through interacDve and contextual experiences. Vocabulary 
games created opportuniDes for students to connect new words to prior knowledge in meaningful 
contexts, reinforcing deeper retenDon and applicaDon. 

Moreover, the moDvaDonal gains observed are consistent with Self-DeterminaDon Theory (Deci 
& Ryan, 1985), which idenDfies autonomy, competence, and relatedness as core drivers of intrinsic 
moDvaDon. The use of vocabulary games allowed students to exercise choice, receive immediate 
feedback, and collaborate with peers—all contribuDng to a supporDve and moDvaDng classroom 
environment (Waewchimplee & Oyibochia, 2022; Meeprom, 2020). These elements helped reduce 
classroom anxiety and improve students’ confidence in using English, as also observed by Rakangthong 
and Yimwilai (2020). 

Beside this, the key factors within game-based learning were idenDfied as contributors to 
increased vocabulary learning moDvaDon. That is, games introduced elements of intrinsic moDvaDon 
through challenges such as point-scoring, Dme limits, or winning condiDons. Students expressed that 
successfully compleDng a game or achieving a high score provided a sense of saDsfacDon and 
accomplishment. This aligns with findings by Saraiwanga and Worawonga (2023), who noted that game 
mechanics support persistence and resilience in vocabulary learning tasks. AddiDonally, the immediate 
feedback presented ager the games allowed learners to recognize progress and adjust strategies, thereby 
fostering a growth mindset and encouraging further effort. 

Games such as Who Is Your Partner? helped students pracDce vocabulary in authenDc, 
communicaDve contexts, which deepened their understanding and memory of new words. As observed 
in the classroom, students engaged in meaningful interacDons that reinforced vocabulary use. This is 
consistent with Cameron (2001) and Horphet and Yimwilai (2020), who argue that contextualized 
language exposure is more effecDve than isolated drills or memorizaDon. It also echoes Ahmed et al. 
(2022), who found that digital games help bridge vocabulary input and pracDcal usage in meaningful 
tasks. 

Game-based learning also facilitated collaboraDon and peer communicaDon, creaDng a socially 
rich learning environment. Students expressed that working in teams helped reduce language anxiety 
and promoted greater confidence in speaking English. This supports Sociocultural Theory (Vygotsky, as 
cited in Unrau et al., 2018), which highlights the role of social interacDon in language development. Peer 
engagement provided scaffolding that supported learners at varying proficiency levels (Wiriyakarun & 
Khrongsakun, 2020). 

Last but not least, reduced boredom and increased engagement go hand in hand. Many students 
who were previously disengaged during vocabulary lessons showed increased focus and enjoyment when 
parDcipaDng in games. The shig in classroom dynamics from teacher-led instrucDon to acDve learner 
parDcipaDon promoted a more sDmulaDng environment. These results align with Whi2on (2009), who 
emphasized that games can transform learning into an engaging and immersive experience. This was also 
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reflected in the findings of Waewchimplee and Oyibochia (2022), who reported that young learners 
found vocabulary games highly moDvaDng and memorable. 

Although students responded posiDvely to game-based learning, several offered insighyul 
suggesDons to improve its effecDveness. For instance, Student 1 recommended integraDng vocabulary 
into real-life conversaDons to enhance its pracDcal value. Student 3 proposed adding more personalized 
feedback and self-assessment opportuniDes to help track individual progress. These suggesDons align 
with learner-centered pedagogical models, which emphasize the importance of reflecDon, feedback, and 
personalizaDon in supporDng sustained moDvaDon and development (Harmer, 2001; Meeprom, 2020). 
 

CONCLUSION, LIMITATIONS, AND IMPLICATIONS 
 

The findings of this classroom acDon research provide compelling evidence that game-based learning can 
significantly enhance vocabulary learning moDvaDon among Thai EFL lower-secondary students. By 
fostering enjoyment, engagement, and collaboraDon, games address key challenges in tradiDonal 
vocabulary instrucDon and create a supporDve learning environment. This study contributes to the 
growing body of evidence supporDng the integraDon of game-based learning in language educaDon. 
However, further research is needed to explore the long-term effects of this approach and to idenDfy 
opDmal strategies for incorporaDng games into classroom instrucDon. AddiDonally, future studies could 
examine how personalized feedback and real-world applicaDons can enhance the impact of game-based 
learning. These findings also underscore the potenDal of game-based learning as an innovaDve and 
effecDve tool for improving vocabulary acquisiDon, promoDng moDvaDon, and creaDng meaningful 
learning experiences for young EFL learners. 

This classroom-based acDon research provides strong evidence that game-based learning (GBL) 
can significantly enhance vocabulary learning moDvaDon among Thai EFL lower-secondary students. The 
integraDon of games into vocabulary instrucDon increased students' enjoyment, parDcipaDon, and peer 
collaboraDon, while also improving vocabulary retenDon. These outcomes address challenges ogen 
associated with tradiDonal methods, such as limited engagement and difficulty retaining new words. 
However, several limitaDons should be acknowledged. The study was conducted in a single school with a 
relaDvely small sample size, limiDng the generalizability of the findings. The intervenDon was short-term, 
so long-term effects on vocabulary acquisiDon and moDvaDon remain unclear. AddiDonally, the lack of a 
control group makes it difficult to isolate the impact of GBL from other influencing factors, such as 
teacher style or classroom environment. Despite these limitaDons, the study offers valuable implicaDons 
for pracDce and future research. Educators are encouraged to incorporate GBL into vocabulary instrucDon 
to foster engagement, support collaboraDon, and make learning more meaningful. Future research could 
explore the long-term impact of GBL, examine its integraDon with real-world language tasks, consider 
pairing compeDDve games with reflecDve vocabulary journals, or invesDgate the role of personalized 
feedback in maximizing learning outcomes. These direcDons can help opDmize the use of game-based 
strategies in language classrooms and be2er support diverse learner needs and circumstances. 
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Appendix I: Focus Group Interview QuesDons 
1. How did you feel about learning vocabulary through games compared to tradiDonal methods (e.g., 

rote memorizaDon, textbook exercises)?  
2. Which game(s) did you enjoy the most? Why? 
3. Did the games make you feel more moDvated to learn new vocabulary? Can you explain why or why 

not?  
4. How did the games affect your parDcipaDon in class?  
5. Did the games help you remember new words be2er?  
6. Can you give an example of a word or words that you learned through the games?  
7. How did the games help you use new vocabulary in other acDviDes, both inside and outside of the 

classroom? 
8. Did the games encourage you to communicate more in English?  
9. How did the games affect your confidence in using the language? 
10. How do you think learning through games could be improved to help you learn even more 

effecDvely? 
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Appendix 2: Classroom Atmosphere with Game-Based Learning 
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Abstract 
 
Teaching preparatory Intensive English courses is widely recognized as challenging, as many students 
perceive them as monotonous and disengaging. This study invesBgated whether AcBvity-Based Learning 
(ABL) could enhance students’ learning experiences and happiness. ParBcipants were 63 first-year 
students enrolled in two secBons of an Intensive English course taught by the researcher. Over a three-
week, 45-hour program, six ABL strategies were implemented: experienBal learning, role-playing, 
problem-based learning, collaboraBve learning, game-based learning, and project-based learning. Data 
were collected using the Oxford Happiness QuesBonnaire (OHQ) and focus group interviews. The OHQ 
results indicated that students’ happiness was at the “Happy” level, with a mean score of 3.05 on a four-
point scale. QualitaBve findings further revealed that students enjoyed the course, acBvely engaged in 
acBviBes, and developed a posiBve aZtude toward teamwork. These findings suggest that ABL can foster 
not only language development but also greater student well-being in Intensive English contexts. 
 
Keywords: acBve learning, authenBc contexts, acBvity-based learning, Oxford Happiness QuesBonnaire 
 

INTRODUCTION 
 
Teaching Intensive English courses to first-year students poses well-documented challenges, parBcularly 
in sustaining learner moBvaBon and engagement (Brown, 2014). A baseline survey conducted in 2025 
revealed that many students entered the course with low moBvaBon, passive learning habits, and 
frequent boredom. Students o_en reported feeling sleepy or disengaged, as they were expected 
primarily to listen and memorize rather than parBcipate acBvely. Before adopBng more interacBve 
approaches, learners struggled to maintain concentraBon during long lessons, experienced vocabulary 
overload, and felt anxious when asked to speak. Limited pracBce opportuniBes and repeBBve grammar-
focused instrucBon further prevented them from applying knowledge in meaningful contexts. TradiBonal 
lecture-based methods have been widely criBcized for intensifying these difficulBes, leading to 
disengagement and poor knowledge retenBon (HaZe, 2009). In response, recent research has 
emphasized interacBve, student-centered approaches such as AcBvity-Based Learning (ABL) to promote 
acBve parBcipaBon and improve outcomes. 

AcBvity-Based Learning (ABL) is grounded in educaBonal theories that emphasize acBve 
parBcipaBon and experienBal learning. Dewey (1938) contended that real-life experiences should form 
the foundaBon of educaBon, staBng that students learn most effecBvely when they acBvely parBcipate in 
the process. Kolb's (1984) experienBal learning theory similarly views learning as a cycle where the 
transformaBon of experience creates knowledge. Drawing on these foundaBons, ABL encourages learners 
to engage in tasks that promote criBcal thinking, problem-solving, and collaboraBon. 

Beyond its theoreBcal underpinnings, a growing body of research highlights the effecBveness of 
ABL across diverse educaBonal contexts, parBcularly in STEM fields. Evidence indicates that ABL 
encompasses methodologies such as project-based, problem-based, and case-based learning, as well as 
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innovaBve pracBces like photovoice acBviBes, typically implemented over extended periods of 9 to 24 
weeks to foster sustained engagement (Gyasi et al., 2021). Empirical findings consistently demonstrate 
moderately large posiBve effects on student performance, with effect sizes reaching 0.65 in studies 
involving Asian STEM students (Ting et al., 2022). ABL has also been shown to enhance engagement, 
moBvaBon, and saBsfacBon levels (Blázquez et al., 2023). It is parBcularly effecBve in complex problem-
solving contexts for instance, in IoT projects or graphic engineering courses where structured, hands-on 
approaches enable students to idenBfy and resolve challenges while improving academic outcomes 
(Jaramillo et al., 2023; Olmedo-Torre et al., 2020). Importantly, research suggests that ABL is most 
powerful when used not to replace tradiBonal methods enBrely but to complement them, creaBng a 
balanced framework that combines experienBal learning with foundaBonal knowledge acquisiBon. 

In language educaBon, ABL has shown similar promise. Studies in English as Foreign Language 
(EFL) contexts demonstrate that incorporaBng collaboraBve, acBvity-based strategies enhances both 
learner moBvaBon and language proficiency (Cheng & Walters, 2009; Li et al., 2024). Prince (2004) also 
found that acBve learning methods significantly improve student engagement and academic performance 
compared to lecture-based instrucBon, while Freeman et al. (2014) confirmed through meta-analysis 
that such approaches yield higher test scores and greater knowledge retenBon. Within Intensive English 
courses, ABL has been parBcularly effecBve in addressing challenges of student passivity, boredom, and 
disengagement. Research by Kember and Gow (1994), Halpern (2016), and Sager et al. (2022) revealed 
that the use of acBve learning acBviBes increases student saBsfacBon and moBvaBon, while Cheng and 
Walters (2009) showed that ABL fosters more posiBve aZtudes toward language learning and measurable 
gains in proficiency. CollecBvely, these findings underscore ABL’s potenBal to transform Intensive English 
instrucBon by creaBng more engaging, student-centered learning environments that directly address the 
shortcomings of tradiBonal lecture-based approaches. 
 
Construc=vist Learning Theory 
 
ConstrucBvist learning theory serves as a foundaBonal framework for understanding how students 
construct knowledge through acBve engagement. This theory emphasizes the cogniBve, metacogniBve, 
evolving, and effecBve dimensions of learning, where knowledge construcBon is heavily reliant on the 
learner's exisBng knowledge base (Li et al., 2024). According to David Ausubel (1968), prior knowledge 
plays a crucial role in meaningful recepBon learning, which aligns with Jerome Bruner's (1961) concept of 
learning through discovery. This method encourages guided exploraBon that facilitates student 
involvement, allowing them to analyze and experiment within a structured framework. 
 
Second Language Learning Theories 
 
Understanding second language learning theories is crucial for designing effecBve instrucBonal strategies, 
including AcBvity-Based Learning (ABL), in English language educaBon. Several prominent theories offer 
ideas about how learners acquire a second language and how different instrucBonal approaches can 
support this process. 
 
Krashen’s Input Hypothesis 
Krashen (1985) proposed that language acquisiBon occurs when learners are exposed to comprehensible 
input that is slightly beyond their current level of proficiency (i+1). This aligns with ABL strategies, where 
students engage in interacBve and contextualized learning experiences that provide meaningful input. 
For instance, role-playing and project-based acBviBes immerse students in authenBc communicaBon, 
facilitaBng natural language acquisiBon. 
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Vygotsky’s Sociocultural Theory 
Vygotsky (1978) emphasized the role of social interacBon and the Zone of Proximal Development (ZPD) 
in learning. His theory suggests that learners acquire language through meaningful interacBon with more 
knowledgeable peers or instructors. In an ABL context, collaboraBve learning acBviBes, such as group 
work and problem-solving tasks, provide opportuniBes for learners to co-construct knowledge and 
develop linguisBc skills in a supporBve environment. 
 
Interac9on Hypothesis 
Long (1996) extended Krashen’s work by emphasizing the importance of interacBon in language 
development. He argued that modified interacBon, such as clarificaBon requests and negoBaBon of 
meaning, helps learners process input more effecBvely. In an ABL seZng, acBviBes like collaboraBve 
discussions and game-based learning promote meaningful interacBons that enhance comprehension and 
fluency. 
 
Cogni9ve Theories of Second Language Acquisi9on 
CogniBve theories, such as those proposed by Ellis (2005), highlight the importance of noBcing and 
processing language structures. Learners benefit from tasks that encourage metacogniBve awareness, 
such as self-assessment and reflecBon acBviBes. ABL supports such awareness through interacBve 
exercises that encourage learners to consciously engage with language paserns while developing 
communicaBve competence. 

IntegraBng second language learning theories into ABL-based instrucBon ensures that 
pedagogical pracBces are grounded in research. By providing comprehensible input, fostering meaningful 
interacBon, encouraging language output, and promoBng cogniBve engagement, ABL strategies 
effecBvely support second language acquisiBon and enhance student engagement. Future research 
should explore the long-term impact of ABL on language proficiency and its adaptaBon to various cultural 
and insBtuBonal contexts. 
 
Ac=ve Learning Strategies 
 
AcBve learning strategies are integral to enhancing informaBon retenBon and student engagement. 
Techniques such as discussions, debates, and pracBcal applicaBons promote acBve parBcipaBon and 
allow students to process content more effecBvely. This personalized approach to learning fosters 
posiBve emoBons that contribute to memorable educaBonal experiences (Kevin, 2023). This noBon is 
further supported by Nielsen (1999) by emphasizing the value of independent exploraBon, where 
engaging learners in a manner suitable to their developmental stages culBvates a space for self-reliant 
learning (BhakB et al., 2019; Kevin, 2023). The InformaBon Processing Theory corroborates the idea that 
acBve engagement aids retenBon by moving informaBon through sensory memory, short-term memory, 
and ulBmately into long-term memory, thereby enriching the educaBonal journey over Bme (Kevin, 
2023).  
 
The Role of Emo9ons in Learning 
EmoBonal aspects of learning also play a pivotal role in student outcomes. Research indicates that 
students' happiness posiBvely influences their academic engagement and resilience in the face of 
challenges. When students approach difficulBes from a place of overall happiness, they are more likely to 
maintain a posiBve outlook, fostering resilience that benefits their learning experiences both inside and 
outside the classroom. Joyful learning environments not only enhance student engagement but also 
deepen connecBons among peers and educators, creaBng a balanced educaBonal approach where 
learning is perceived as enjoyable, even when faced with challenges. 
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Integra9on of Happiness in Educa9on 
Happiness in educaBonal contexts is increasingly recognized as a criBcal component influencing learning 
efficacy. Studies suggest that when students feel content and engaged, they are more moBvated to seek 
learning opportuniBes and are beser equipped to navigate challenges. The interplay between cogniBve, 
affecBve, and psychosocial dimensions of happiness underscores its significance in promoBng opBmal 
producBvity, performance, and future saBsfacBon in students' educaBonal journeys. As such, the 
incorporaBon of happiness into learning models is vital for creaBng a holisBc educaBonal experience that 
supports both academic success and personal growth. 
 
Components of ABL  
 
Several studies have explored the applicaBon of ABL in language educaBon, highlighBng its effecBveness 
in enhancing student engagement and language acquisiBon. This study implements six core components 
of ABL: (1) experienBal learning, (2) role-playing, (3) problem-based learning, (4) collaboraBve learning, 
(5) game-based learning, and (6) project-based learning. Each is purposefully integrated into the 
curriculum to address student engagement and happiness. Research has shown that collaboraBve 
learning, involving group work and peer interacBon, enhances language skills and social competencies 
(Johnson & Johnson, 1999). Researchers have also found that game-based learning, which integrates 
educaBonal games into the curriculum, boosts moBvaBon and engagement (Gee, 2003). Lastly, project-
based learning allows students to work on extended projects that integrate various language skills, 
providing a comprehensive and immersive learning experience (Thomas, 2000). 
 
Authen=c Contexts in Educa=on 
 
Defini9on and Importance 
AuthenBc contexts in educaBon refer to learning environments and acBviBes that closely mirror real-
world situaBons, allowing students to engage with material that is relevant and applicable outside of the 
classroom. This approach emphasizes the necessity of connecBng educaBonal content to students' 
personal experiences and cultural backgrounds, enhancing both engagement and comprehension 
(Cronin, 2022; Leming, 2024). The integraBon of authenBc contexts fosters a more profound 
understanding of the subject maser, encouraging students to apply theoreBcal concepts in pracBcal 
scenarios. 
 
Characteris9cs of Authen9c Contexts 
AuthenBc learning is characterized by several key features that enhance its effecBveness (Fig. 1). 

1. Real-World Applicability: CreaBng tasks and projects that mirror real-life scenarios boosts student 
moBvaBon and imparts valuable knowledge that extends beyond the classroom environment. 

2. Interdisciplinary Learning: AuthenBc contexts o_en span mulBple subjects, promoBng a holisBc 
understanding and enabling students to see the connecBons between different fields of study. 

3. Student-Directed Learning: Encouraging students to take control of their learning process fosters 
autonomy and responsibility, crucial traits for lifelong learning. 

4. Open-Ended Inquiry: AuthenBc contexts allow for exploraBon and inquiry, pushing students to 
ask quesBons and seek soluBons in an unstructured manner, reflecBng the complexiBes of real-
world problem-solving. 

5. CollaboraBon and Community Engagement: Many authenBc learning experiences involve 
teamwork and community interacBon, which help students develop essenBal communicaBon 
and negoBaBon skills. 
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Figure 1. CharacterisBcs of AuthenBc Contexts 
 
Examples of Authen9c Learning 
Examples of authenBc learning acBviBes include project-based learning assignments, internships, field 
trips, and classroom simulaBons. These experiences engage students and provide them with the 
opportunity to tackle real-world problems, thereby enhancing their criBcal thinking and creaBvity. For 
instance, classroom mock trials can simulate legal processes, allowing students to understand the 
intricacies of the law while developing skills in argumentaBon and reasoning. 
 
The Impact of Authen9c Contexts on Learning 
AuthenBc contexts significantly enhance student engagement and well-being. By parBcipaBng in 
meaningful acBviBes, students o_en reach a state of flow, where they are fully immersed in their learning 
tasks. This immersion is associated with higher academic success and personal saBsfacBon. Moreover, 
authenBc learning experiences help students connect their academic knowledge with future career 
paths, preparing them for the complexiBes of the 21st-century workforce. 
 
Effec9ve Strategies to Enhance Students' Happiness 
CreaBng a joyful and engaging learning environment is crucial for enhancing students' happiness and 
overall well-being. Research shows that students who enjoy class are more resilient and moBvated to 
learn. 
 
Instruments  
 
Measuring student happiness and saBsfacBon is crucial in evaluaBng the effecBveness of educaBonal 
intervenBons. The Oxford Happiness QuesBonnaire (OHQ) is a widely used instrument for assessing 
subjecBve well-being and happiness (Hills & Argyle, 2002). Research indicates that higher levels of 
happiness are associated with beser academic performance and greater engagement in learning 
acBviBes (Lyubomirsky et al., 2005). Focus group interviews provide qualitaBve details about student 
experiences, allowing researchers to capture nuanced perspecBves and aZtudes (Kitzinger, 1995). This 
study therefore employed focus group interviews with 14 students (seven from each secBon) to gain 
more evidence to support it. 
 
The Oxford Happiness Ques9onnaire 
The Oxford Happiness QuesBonnaire (OHQ) consists of 29 items aimed at esBmaBng happiness based on 
the assumpBon of equal effecBveness for each item. Numerous studies have uBlized the OHQ, but there 

Student-
Directed 
Learning

Authentic 
Learning

Collaboration 
and 

Engagement

Open-Ended 
Inquiry

Real-World 
Applicability

Interdisciplinary 
Learning



Thailand TESOL Conference Proceedings 2025 
 

182 

has been limited invesBgaBon into the role of individual items in explaining personal happiness. Recent 
research employs Structural EquaBon Modeling (SEM) to analyze how specific OHQ items correlate with 
personal happiness as a latent variable, ulBmately aiming to create a new measurement score that 
weighs these items based on their significance. Various fields uBlize the Oxford Happiness QuesBonnaire 
(OHQ) to assess and enhance well-being, serving both academic and pracBcal purposes. In research, the 
OHQ is a criBcal tool in happiness studies, which have seen considerable growth in the last few decades, 
parBcularly in economics and psychology. Despite the limited involvement of sociologists in happiness 
research, there is a growing call for sociological perspecBves that consider social contexts and unintended 
consequences of policies affecBng happiness. Research uBlizing the OHQ spans disciplines and o_en 
informs policy-making aimed at improving societal well-being. For instance, comprehensive literature 
reviews and studies highlight the need to integrate happiness into sociological inquiries, posiBng that 
such studies could facilitate connecBons between well-being and academic research. For educaBonal 
purposes, the OHQ is also employed in educaBonal seZngs to teach students about happiness and well-
being. Its structured format, which includes iniBal overviews and summaries, supports learners in 
understanding complex concepts in a digesBble manner. It helps students who are just starBng to learn 
about happiness, making it easier for them to understand the topic and how it connects to different 
fields, like posiBve psychology and other areas of study. 
 

THE STUDY 
 
This study employed a mixed-methods approach to invesBgate the impact of AcBvity-Based Learning 
(ABL) on student engagement and happiness in an Intensive English course. The methodology integrated 
both quanBtaBve and qualitaBve data collecBon and analysis to provide a comprehensive understanding 
of the effects of ABL on the parBcipants. The study was conducted over a three-week period, involving a 
purposive convenience sample of 63 first-year university students enrolled in two secBons of an Intensive 
English course. One secBon was offered in the morning and the other in the a_ernoon. Both secBons 
were conducted by the researcher. The course comprised a total of 45 hours over three weeks. ABL 
strategies were systemaBcally incorporated into the curriculum. The major components of ABL were 
implemented as briefly described in Table 1.  
 
Table 1.  
Major ABL strategies 

Components   Examples of ac=vi=es 
Experien=al Learning AcBviBes that require students 

to engage in real-life 
scenarios. 

Organize a “university tour” where 
students role-play as tour guides for an 
internaBonal audience. They must 
research university landmarks, prepare a 
script, and deliver the tour in English, 
providing explanaBons and answering 
quesBons.  

Role Playing Simulated interacBons to 
pracBce language skills. 

Set up a shopping simulaBon where 
students play the roles of both seller and 
customer. Each student is required to 
create a shopping script, such as cashier, 
fiZng room, price, and discount, and 
prepare a list of quesBons to ask and 
answer. 
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Components   Examples of ac=vi=es 
Problem-Based 
Learning 

Tasks that involve solving real-
world problems. 

Present students with excuses for 
different daily life situaBons, such as 
absent for class, or making appointment 
to teacher. Students work in groups to 
write a formal email to a teacher. 

Collabora=ve Learning Group work to foster 
teamwork and 
communicaBon. 

Assign students to do group work. 
ClassDojo is used to assign group 
members. Teams are tasked with 
collaboraBvely working to complete 
various assignments.  

Game-Based Learning EducaBonal games to increase 
moBvaBon and engagement. 

Use digital tools like Kahoot or Quizlet for 
a fun quiz-based language review. 

Project-Based Learning Extended projects integraBng 
various language skills. 

This acBvity integrates wriBng, speaking, 
and technological skills, with a final 
presentaBon.  

 
Examples of ABL class environments can be depicted in Figure 2 below.  

 

 
Figure 2. illustrates the ABL class environments. 

 
Procedure 

1. Classes in the two secBons were carried out by the researcher following the details in the lesson 
plan based on the ABL approach all through the three-week, 45-hour course. 

2. The Oxford Happiness QuesBonnaire (OHQ) was administered to all parBcipants at the end of the 
course. The mean score was calculated to determine the overall level of happiness among the 
students.  

3. Focus group interviews were conducted with a representaBve subset of the parBcipants from 
both the morning and a_ernoon secBons. These interviews aimed to gather in-depth insights 
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into the students' experiences, aZtudes, and percepBons of the ABL acBviBes. The focus groups 
were facilitated by the researcher and were structured to encourage open and honest discussion. 
We used the results from the focus group interviews as evidence to support the OHQ results. 

 
FINDINGS 

 
The findings of this study demonstrate that the implementaBon of AcBvity-Based Learning (ABL) 
significantly enhanced student engagement and happiness in the Intensive English course. The Oxford 
Happiness QuesBonnaire (OHQ) results indicated that students’ happiness was at the “Happy” level, with 
a mean score of 3.05 on a four-point scale. The focus group interviews revealed three major themes: (1) 
increased confidence in using English, (2) enjoyment and moBvaBon derived from interacBve acBviBes, 
and (3) stronger teamwork skills. For instance, one student shared, “I used to feel nervous speaking 
English, but the role-play made it fun, and I learned a lot from my friends.” These qualitaBve insights 
provide evidence that students not only enjoyed the course but also developed confidence and 
collaboraBon skills through ABL. The findings indicate that students developed stronger collaboraBon 
and teamwork skills, suggesBng that ABL fosters not only linguisBc progress but also posiBve 
interpersonal dynamics. This is consistent with studies that emphasize ABL’s ability to promote social 
learning and cooperaBve engagement. The emphasis on interacBve, experienBal tasks appeared to 
increase both intrinsic moBvaBon and sustained engagement, aligning with prior studies on the benefits 
of learner-centered approaches. CollecBvely, these results underscore the importance of instrucBonal 
strategies that move beyond tradiBonal lecture formats and instead culBvate acBve, collaboraBve 
learning environments. 

AddiBonally, students highlighted the relevance and applicability of ABL to real-world contexts, 
reinforcing the argument that authenBc learning experiences lead to higher engagement and long-term 
retenBon of language skills. The incorporaBon of pracBcal, hands-on acBviBes facilitated more profound 
understanding and meaningful learning, making the learning experience not only enjoyable but also 
more effecBve in preparing students for real-life communicaBon scenarios. This observaBon is parBcularly 
relevant in second language acquisiBon, as research has demonstrated that meaningful input and 
interacBon accelerate language proficiency development. 
 

CONCLUSION 
 

This study found that acBvity-based learning (ABL) enhanced students’ happiness, engagement, and 
collaboraBve skills in an Intensive English course. QuanBtaBve results showed happiness at the “Happy” 
level, while qualitaBve data indicated greater confidence in using English, enjoyment of interacBve tasks, 
and stronger teamwork. These outcomes suggest that learner-centered, experienBal strategies can 
address persistent challenges in intensive language programs, including boredom, passivity, and low 
moBvaBon. By fostering dynamic interacBon and collaboraBon, ABL supports both language development 
and student well-being. The findings align with major second language acquisiBon theories, 
demonstraBng how ABL facilitates comprehensible input, meaningful interacBon, and cogniBve 
processing (Krashen, 1985; Vygotsky, 1978; Long, 1996). The emphasis on collaboraBon also reflects 
construcBvist approaches, in which learners co-construct knowledge through peer interacBon and 
experienBal tasks (Dewey, 1938; Kolb, 1984). Overall, the study underscores the need to reevaluate 
tradiBonal lecture-based methods in favor of experienBal and collaboraBve learning, offering compelling 
evidence for the wider adopBon of ABL in language educaBon. 
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Implica=ons 
 
This study highlights the value of AcBvity-Based Learning (ABL) in Intensive English educaBon. Teachers 
should adopt strategies such as role-playing, project work, and problem-solving to boost engagement 
and enjoyment (Gee, 2003; Pedaste et al., 2015), supported by targeted training in ABL methods. 
Curriculum designers are encouraged to incorporate experienBal and game-based acBviBes, which 
enhance retenBon and communicaBve competence (Swain, 1985; Hmelo-Silver, 2004), while technology 
can further diversify learning opportuniBes (Freeman et al., 2014). Policymakers and insBtuBonal leaders 
should promote student-centered approaches, linking well-being to academic achievement (Lyubomirsky 
et al., 2005) through professional development and curriculum support. Future research should examine 
the long-term impact of ABL on language proficiency, moBvaBon, and overall student well-being. 
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Abstract 
 
Dictowatch can be described as a communica@ve based, meaning focused classroom ac@vity, which uses 
students’ language to direct their aBen@on to a range of forms (FoF) not usually salient in CLT ac@vi@es 
(Sullivan & Caplan 2003). Working in pairs facing each other, in Stage 1 one partner watches and narrates 
a por@on of a video scene, while the other partner takes notes on their dicta@on. Halfway through the 
video, the partners change roles. In Stage 2 the partners discuss the video with a goal of wri@ng an 
individual, complete narra@ve of the en@re scene, relying on their spoken input, their dicta@on notes, 
and their memory of watching half the scene. Students discuss and compare their wriBen texts orally in 
Stage 3 to spot and no@ce any differences. The dictowatch ac@vity will be applied to a useful and prac@cal 
TBL classroom lesson, consis@ng of a series of ac@vi@es following a task sequence model (Willis & Willis 
2007). The mul@ple ac@vi@es in the pre-task, tasks, and post-task procedure will be explained for purpose 
and relevance in following TBL methodology. As illustra@on, the popular comedy Mr. Bean will be used as 
the dictowatch video example applied to the lesson, while relevant examples of learners’ output will be 
provided for prac@cality. By the end of this ar@cle, readers will have been shown a prac@cal TBL lesson 
incorpora@ng the dictowatch ac@vity, with guidelines towards understanding and implemen@ng the 
three-phase task procedure. 
 
Keywords: dictowatch, task-based learning, Mr. Bean videos, mul@modal learning 
 

INTRODUCTION 
 
In the evolving field of English as a Second Language (ESL) educa@on, communica@ve classroom ac@vi@es 
that effec@vely integrate form-focused instruc@on and student engagement are con@nually sought aZer. 
Dictowatch, a three-stage collabora@ve ac@vity originally proposed by Sullivan and Caplan (2003), 
represents one such innova@ve approach. As an extension of the well-established dictogloss technique, 
dictowatch is designed to foster learner-generated aBen@on to form while maintaining a meaningful 
communica@ve context. According to Sullivan and Caplan, this ac@vity engages students in real-@me 
observa@on, collabora@ve reconstruc@on, and reflec@ve edi@ng of language input, providing mul@ple 
points of entry for language no@cing and metalinguis@c discussion. 

The stages of dictowatch typically include (1) Watch, where students view a short video and take 
notes; (2) Dictate, where learners listen again and collabora@vely reconstruct the spoken content; and (3) 
Compare & Reflect, where the reconstruc@ons are evaluated and refined through group and class-wide 
discussions. The ac@vity not only promotes listening and wri@ng skills, but also encourages peer 
nego@a@on of meaning, language awareness, and increased learner autonomy. 

Building on its communica@ve founda@on, dictowatch can also be restructured as a task-based 
learning (TBL) ac@vity, aligning well with the three-phase TBL model described by Willis and Willis (2007): 
Pre-task, Task cycle, and Post-task language focus. This framework enhances the pedagogical robustness 
of dictowatch by embedding it within a theore@cally grounded, learner-centered instruc@onal model. 
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Finally, the use of Mr. Bean videos in the dictowatch framework adds a highly effec@ve mul@modal 
element. Their non-verbal humor, predictable structure, and universal appeal make them ideal for mixed-
level classrooms, where visual context supports comprehension and s@mulates discussion. This 
integra@on of technology with TBLT in recent years has played a significant role in enhancing students’ 
mo@va@on and in providing greater opportuni@es for prac@cing oral language skills (Chen, 2019). 

This ar@cle explores the use of dictowatch as an engaging and adaptable classroom ac@vity for 
ESL learners. By incorpora@ng curated video content, such as Mr. Bean clips, the procedure becomes 
more accessible, enjoyable, and effec@ve across proficiency levels. Examples of students’ output during 
the reconstruc@on stages of the dictowatch will help to illustrate this procedure. The discussion will 
highlight how this blend of visual media and structured collabora@on supports language development in 
a communica@ve and task-based framework. 
 

THE DICTOWATCH METHOD AND ITS THEORETICAL BENEFITS 
 

Originally introduced by Sullivan and Caplan (2003), dictowatch is a three-stage communica@ve ac@vity 
designed to foster learner-generated aBen@on to linguis@c form within meaning-centered language use. 
Dis@nct from tradi@onal dictogloss tasks, dictowatch emphasizes real-@me oral interac@on, peer 
collabora@on, and spontaneous language reconstruc@on. It is especially well suited for intermediate and 
advanced ESL learners seeking to enhance both fluency and gramma@cal awareness through 
contextualized communica@on. 

The procedure consists of three interrelated stages. In Stage 1, students are placed in pairs and 
presented with a silent video segment. One student views the first half of the clip and provides an 
immediate oral narra@on of the events while the partner listens and takes notes, ac@ng as a scribe. 
Halfway through, roles are reversed: the second student watches the remaining por@on and narrates it 
while the first takes notes. This format ensures reciprocal engagement, encourages ac@ve listening, and 
balances speaking and note-taking responsibili@es between both learners. Stage 2 involves collabora@ve 
text construc@on. AZer comple@ng the narra@on segment, the pair jointly reconstructs a wriBen version 
of the en@re video scene. Drawing on their notes, memory, and prior oral input, students co-create a 
cohesive narra@ve. This phase facilitates nego@a@on of meaning and mutual scaffolding, allowing 
students to pool their linguis@c resources in the service of accurate and fluent expression. Stage 3 focuses 
on comparison and correc@on. Pairs orally compare their wriBen narra@ves with those of another group, 
iden@fying discrepancies, clarifying misunderstandings, and making necessary correc@ons. This reflec@ve 
phase promotes peer feedback and facilitates deeper engagement with language form, as learners are 
prompted to jus@fy and adjust their choices through meaningful dialogue. Sharing their versions of the 
video scene can be an addi@onal storytelling ac@vity.  

The theore@cal benefits of dictowatch are closely aligned with the principles of Focus on Form 
(FonF). FonF is defined as the incidental and extensive aBen@on to linguis@c form that occurs during 
otherwise meaning-driven communica@on. dictowatch meets this criterion by embedding form-focused 
learning opportuni@es within an ac@vity that priori@zes message conveyance. Unlike explicit grammar 
instruc@on or decontextualized drilling, learners' aBen@on is naturally drawn to specific forms during 
interac@on and reconstruc@on, when accuracy becomes communica@vely relevant. Importantly, the 
ac@vity promotes the use of learners' own language rather than reliance on input models. It encourages 
learners to take ownership of the language they produce and no@ce gaps in their output through peer 
nego@a@on. Moreover, the process directs aBen@on to a broad range of linguis@c features, including 
syntax, cohesion, verb tense, and discourse markers, rather than concentra@ng solely on vocabulary 
acquisi@on. Research by Ellis, Basturkmen, and Loewen (2001), for example, highlights the value of such 
interac@ve tasks in genera@ng learner uptake, defined as the observable incorpora@on of feedback into 
revised and modified output. Through collabora@ve narra@on, note-taking, reconstruc@on, and 
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comparison, dictowatch provides repeated opportuni@es for learners to receive feedback and refine their 
language use in real @me. 

Video-based tasks, such as those incorpora@ng Mr. Bean videos, can increase student interest 
and mo@va@on by providing authen@c, humorous, and visually engaging content that transcends 
linguis@c barriers. Bell and Pomerantz (2015) offer clear arguments in favor of humor for pedagogical 
ends (including adding enjoyment, building student-teacher rapport, and for classroom management), 
and serving students’ needs (including giving an outlet to temporarily escape ins@tu@onally mandated 
iden@@es and save face). Such tasks also accommodate diverse learning styles, par@cularly for visual and 
auditory learners, while offering meaningful opportuni@es to prac@ce comprehension and oral 
expression. In this way, video-based ac@vi@es expand the range of learning opportuni@es beyond 
tradi@onal text-based approaches, fostering greater engagement and communica@ve development. 
Mulyadi et al (2021), found that learners’ speaking performance, as evidenced by role-play assessment 
results, was significantly influenced by technology-enhanced TBLT. This improvement appears to have 
been facilitated by engaging pre-task ac@vi@es, such as watching videos related to the target topics. Such 
tasks promoted greater learner involvement and encouraged more ac@ve use of English in communica@ve 
contexts. Addi@onally, Chen (2019), in a Taiwanese technology-mediated TBLT course created to develop 
English speaking abili@es, reported that the par@cipants perceived technology-mediated tasks within a 
collabora@ve learning environment as beneficial for enhancing their English-speaking abili@es, thereby 
underscoring the importance of shiZing from teacher-centered to learner-centered approaches in such 
contexts. 

Dictowatch offers a dynamic, learner-centered approach to second language instruc@on that 
integrates form and meaning through structured yet communica@ve interac@on. Its three-stage format 
supports fluency, accuracy, and metalinguis@c awareness, making it a valuable addi@on to the repertoire 
of classroom-based ESL ac@vi@es. 
 

THE THREE-PHASE TASK SEQUENCE 
 

The three-phase task sequence, a central framework in TBL, can effec@vely scaffold learner engagement 
and language use in communica@ve classroom ac@vi@es such as dictowatch. This sec@on outlines the 
Pre-task, Task, and Post-task stages, focusing primarily on pedagogical objec@ves and considera@ons for 
each phase. 
 
Pre-task Stage 
 
The Pre-task phase plays a vital role in preparing students for successful task comple@on by ac@va@ng 
schema, segng expecta@ons, and reducing cogni@ve load. One key func@on is "framing" the task (Lee, 
2000), which clearly communicates the requirements and intended outcomes to students. Another 
essen@al element is "priming," which equips learners with the topical and linguis@c tools necessary to 
engage meaningfully during the task. This includes both a topic focus and selected vocabulary, thereby 
allowing for smoother task execu@on. Addi@onal techniques such as brainstorming, idea genera@on, and 
"mining", in which learners extract poten@ally useful linguis@c forms from input materials, support 
students in preparing for output. These methods encourage learners to concentrate on meaning and to 
begin forming hypotheses about appropriate language use. Pedagogically, the pre-task phase addresses 
core considera@ons such as prepara@on, planning, and priming. Modeling of the target task by the 
teacher and/or students is encouraged to lower cogni@ve demands and build learner confidence and 
mo@va@on (Van den Branden, 2016). 
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Task Stage 
 
During the Task stage, learners engage in meaningful communica@on with a clear purpose. This stage 
should priori@ze meaning over form. Learners are ac@ve language users with peripheral aBen@on to 
accuracy and structure (Ellis, 2003). The communica@ve task should result in a tangible outcome, and 
task comple@on is emphasized as a central goal (Willis, 1996). Collec@vely, the Pre-task and Task phases 
prepare learners to engage ac@vely with the dictowatch procedure, enabling a communica@ve experience 
rooted in prepara@on, authen@c language use, and structured learner interac@on. 
 
Post-task stage 
 
In the post-task stage, there are several cri@cal considera@ons to ensure language development and 
enhance learners' proficiency. One key aspect is the follow-up tasks, which provide further opportuni@es 
to no@ce and engage with linguis@c features that may not have been fully understood during the task 
itself. These tasks encourage learners to pay closer aBen@on to form and structure in language use. The 
report stage is another essen@al element, where learners present their findings to the group. This stage 
creates addi@onal pressure, pushing students to use richer vocabulary, more complex structures, and 
improved organiza@on, as they aim for accuracy and clarity in their presenta@ons. 
Task repe@@on is also crucial, as it allows learners to change partners, thus gaining exposure to different 
linguis@c inputs and using a broader range of vocabulary and structures in a more accurate and complex 
manner (Bygate, 2001). Finally, the evalua@on and reflec@on phase provides students with feedback from 
both peers and instructors, encouraging self-assessment and awareness of their progress. Overall, the 
post-task stage should emphasize review and report, focusing on language use, followed by task 
repe@@on, to maximize language learning outcomes. 
 

BENEFITS OF MR BEAN VIDEOS FOR THE DICTOWATCH METHOD 
 
Selec@ng appropriate media input is essen@al in op@mizing the benefits of communica@ve classroom 
tasks such as dictowatch. Among various audiovisual materials available, Mr. Bean video clips have 
proven to be par@cularly effec@ve for ESL learners. These short, largely non-verbal comedic sketches, 
originally aired in the 1980s, offer a unique combina@on of linguis@c flexibility, narra@ve clarity, and 
intercultural content, making them ideally suited for meaning-focused tasks that promote language 
output and learner engagement. 

One of the primary advantages of Mr. Bean clips is their minimal use of spoken dialogue, which 
shiZs the narra@ve burden to the learners themselves. This absence of language in the video encourages 
students to generate original oral and wriBen descrip@ons based on their interpreta@on of visual cues, 
thereby promo@ng spontaneous and crea@ve language produc@on. The videos’ universal humor, oZen 
derived from misunderstandings, daily rou@nes, and exaggerated physical reac@ons, transcends cultural 
and linguis@c barriers, ensuring that learners from diverse backgrounds can access and engage with the 
content. In addi@on, the brief dura@on of most Mr. Bean clips (typically 5–10 minutes) aligns well with 
classroom @me constraints and supports focused, scaffolded tasks. The clear plotlines and ac@on-based 
sequences lend themselves to detailed narra@on and note-taking, both of which are integral to the 
dictowatch stages. Addi@onally, the videos offer opportuni@es for intercultural and genera@onal 
comparisons, as learners can examine depic@ons of Bri@sh life in the 1980s and contrast them with 
present-day norms and their own cultural experiences. 

Altogether, Mr. Bean videos represent an ideal audiovisual input for dictowatch, providing 
learners with accessible, entertaining, and narra@vely rich content that enhances both communica@ve 
competence and intercultural awareness. 
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APPLICATION OF MR. BEAN VIDEOS TO THE DICTOWATCH METHOD 
 
Pre-task Stage 
 
The pre-task phase plays a crucial preparatory role in the dictowatch cycle. Drawing from Lee’s (2000) 
concept of “framing,” in Stage 1 learners are first oriented to the communica@ve purpose of the task. For 
example, students are told they will watch a seven-minute video of Mr. Bean entering a park and making 
a sandwich, with one student narra@ng the ac@ons and the other taking notes. This framing helps clarify 
both the procedural and linguis@c expecta@ons of the ac@vity. 

Next, in Stage 2, the “priming” func@on introduces relevant themes and language structures to 
ac@vate learners’ schemata and reduce cogni@ve load (Willis & Willis, 2007). A warm-up discussion, such 
as recalling personal experiences with making sandwiches or ea@ng outdoors, encourages students to 
draw on personal knowledge and engage with the topic meaningfully. These low-stakes conversa@onal 
prompts also serve as a mo@va@onal scaffold (Ji, 2017). 

In conjunc@on with topic priming, in Stage 3 lexical prepara@on is introduced through “mining” 
(Willis & Willis, 2007). This involves learners reviewing a curated list of vocabulary items, e.g., “leBuce, 
thermos, blanket, napkin, anchovy, sprinkle, explode, etc..” that may appear in the video or be useful in 
their narra@ons. The purpose is not rote memoriza@on but an@cipatory ac@va@on, giving learners tools 
for output later in the task. 
 

 
Figure 1. Clips from a Mr. Bean video, for real @me narra@on in the dictowatch method. 

 
In Stage 4, a core task phase, learners engage in paired viewing of a Mr. Bean video, as seen in 

Figure 1 above, with each student responsible for narra@ng half of the clip while the other takes detailed 
notes. This real-@me narra@on encourages ac@ve language produc@on focused on meaning and supports 
collabora@ve meaning-making. The note-taking scribe prac@ces recep@ve skills while preparing to 
reconstruct the sequence later. An example of a student's output in this note-taking stage is seen in 
Figure 2 below. This dual-role setup facilitates balanced par@cipa@on, promotes no@cing of key ac@ons 
and vocabulary (Ellis, 2003), and simulates authen@c communica@on, fulfilling the communica@ve 
purpose of the task (Willis, 1996). The pedagogical focus in this phase is on meaning over form, as 
recommended in task-based language teaching, while also segng up the condi@ons for eventual fluency 
and complexity in output.  
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Figure 2. An example of a student’s note-taking during the dictowatch method. 

 
The final pre-task stage, Stage 5, engages learners in semi-structured interac@on through a 

guided list of ques@ons related to the video content (See Image 3 below). In pairs, students ask and 
answer these prompts orally or in wri@ng, facilita@ng rehearsal of target vocabulary and narra@ve 
structures. Ques@ons are in tune to the sequen@al ac@vi@es of the video, such as “What does he do aZer 
he rinses the leBuce?” and “Mr Bean sneezes and his sandwich explodes. Why did he sneeze?”. But also, 
ques@ons are designed to draw our personal informa@on from the conversa@on partners, such as “How 
oZen do YOU eat lunch in the park?” and “Can YOU make a sandwich?”. This can strengthen relevance 
and personal interest in the task interac@on and comple@on. Although communica@ve in nature, this 
stage s@ll func@ons as priming for the upcoming main task by reinforcing comprehension and encouraging 
linguis@c output in a low-pressure context. If @me allows, teachers may invite students to report their 
responses to the class, thereby extending the interac@on and reinforcing mo@va@on. 
 

 
Figure 3. A list of ques@ons for conversa@on, to facilitate context, vocabulary and narra@ve structures 

found in the video. 
 



Thailand TESOL Conference Proceedings 2025 
 

193 

In conclusion, the pre-task stage ensures that students are cogni@vely and linguis@cally equipped for the 
main task. Through structured framing, targeted priming, and strategic mining, learners enter the viewing 
stage with purpose, readiness, and a scaffolded repertoire of language tools. 
 
Task Stage 
 
In the main task stage, learners transi@on from preparatory interac@on to meaningful language 
produc@on through dictowatch Stage 2. This phase tasks each student with composing a complete 
wriBen narra@ve of the Mr. Bean Makes a Sandwich video, relying on memory, personal notes, and input 
exchanged during prior ques@on-answer interac@ons. The focus now shiZs to achieving a communica@ve 
outcome, defined by the successful and coherent reconstruc@on of the video sequence in a wriBen story. 
An example of a student’s completed wriBen narra@ve of the Makes a Sandwich video. 
 

 
Figure 4. An example of a student’s completed wriBen narra@ve of the Makes a Sandwich video. 

 
As students write, they engage in two-way informa@on flow and informa@on-gap communica@on 

by consul@ng peers to confirm or clarify the sequence of Mr. Bean's ac@ons and events. For example, in 
Mr. Bean Makes a Sandwich, students might write about how he arrives at the park, lays out a napkin, 
and begins assembling a sandwich using humorous and unorthodox items like scissors, socks, or a hot 
water boBle. Reconstruc@ng these scenes requires learners to describe complex ac@ons using sequence 
markers, verb phrases, and descrip@ve language. Examples of such features can be seen in the above 
Figure 4. The humor and physicality of the video support learners in visualizing events clearly, which 
enhances output fluency. The wri@ng component also provides opportuni@es for “mining” language; 
students may draw from vocabulary lists introduced earlier or phrases shared by their peers. Through 
this integrated process, learners refine meaning and improve cohesion while also experimen@ng with 
language forms. 

Overall, the dictowatch task stage embodies the principles of meaningful communica@on, learner 
autonomy, and purposeful output, consolida@ng both linguis@c input and interac@on into a coherent and 
authen@c task outcome. 
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Post-task Stage 
 
The post-task stage in the dictowatch sequence emphasizes consolida@on, reflec@on, and linguis@c 
refinement. In dictowatch Stage 3, learners revisit the task with a focus on accuracy, comparison, and 
deeper language awareness. This stage typically begins with the report stage, in which partners compare 
their wriBen narra@ves of Mr. Bean Makes a Sandwich. They collabora@vely check for accuracy, 
coherence, and appropriate vocabulary use. No@cing discrepancies, such as whether Mr. Bean used 
scissors before or aZer pulling out the buBer, encourages discussion about sequence and detail. If @me 
allows, students may present their narra@ves to the class, promo@ng fluency and audience awareness 
while reinforcing language through peer comparison. 

Following the repor@ng ac@vity, the class transi@ons to a focus-on-forms phase, where they 
watch the full video together for the first @me. As learners had each only seen half of the video during 
dictowatch Stage 1, viewing it in its en@rety offers both novelty and narra@ve closure. During this viewing, 
the teacher can narrate the ac@ons in real-@me, modeling rich vocabulary, verb structures (e.g., “He 
opens the lunchbox carefully” “He spreads the bu;er onto the bread with a credit card”), and sequen@al 
markers (e.g., first, next, then). This teacher-led input helps reinforce gramma@cal accuracy and story 
grammar in an enjoyable, low-pressure context. Finally, the evalua@on and reflec@on phase allows 
learners to receive targeted feedback from peers and instructors. The dictowatch method, an adapta@on 
of dictogloss using video instead of audio, lends itself par@cularly well to silent visual comedies like Mr. 
Bean. These videos are rich in non-verbal cues, structured scenes, and repe@@ve sequences that support 
visual processing and collabora@ve language reconstruc@on. Several key pedagogical considera@ons 
enhance the effec@veness of this method, as discussed below. 
 

CONSIDERATIONS FOR USING MR. BEAN VIDEOS FOR THE DICTOWATCH METHOD 
While the dictowatch method combined with Mr. Bean videos can be highly engaging and effec@ve for 
promo@ng listening and speaking, several poten@al challenges require careful considera@on to ensure 
the ac@vity leads to meaningful language learning. 

First, the choice of video clip is cri@cal. Mr. Bean offers ideal content due to its silent narra@ve 
genre, short clip length (7–10 minutes), and poten@al for focusing on descrip@ve language, sequencing, 
and inferencing. While the absence of dialogue removes direct listening input, it allows for targeted 
vocabulary and grammar produc@on tasks. Teachers should consider the dated cultural context (1980’s 
Britain) and age of the learners (Mr Bean borders on adult level humor possibly not appropriate for 
young ages). While the slaps@ck style may seem universally funny, some learners might not connect with 
the humor or find it outdated, which can reduce engagement. Addi@onally, humor does not always 
translate cross-culturally. Teachers can address this by carefully selec@ng clips that are less culturally 
specific and by incorpora@ng pre-viewing and post-viewing discussions to ac@vate relevant background 
knowledge (Bell, 2009). For example, one video scenario involves Mr Bean checking into a hotel. The 
1980’s hotel interior and other facili@es can be highlighted, and provide excellent points of departure for 
classroom discussion. The language levels of learners (dictowatch requires many steps and @me 
requirements, both which require a certain degree of communica@ve ability) should also be considered. 
Mixed-level groups can also create frustra@on if weaker students feel leZ behind. A possible solu@on is 
scaffolding, providing sentence frames, vocabulary banks, or role assignments (e.g., narrator, vocabulary 
collector), so that all students can contribute meaningfully (Newton & Na@on, 2020). 

Second, teachers may consider highligh@ng sequen@al and other discourse marker usage during 
pre and post-test ac@vi@es to increase storytelling effec@veness and accuracy in students’ task 
produc@on. As Mr. Bean videos and dialogues lack such verbal cues, learners can incorporate them into 
their spoken or wriBen reconstruc@ons. Tasks may prompt learners to use markers such as then, a>er 
that, actually, or you see to structure narra@ves and dialogue, reinforcing cohesion and spoken fluency.   
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Third, assigning group roles (e.g., @mekeeper, narrator, recorder) and strategic planning enhances 
accountability and improves the flow of informa@on. Scaffolding with graphic organizers or @me-
sequenced screenshots can guide reconstruc@on and promote equitable contribu@on.  

Fourth, rever@ng to L1 is a natural occurrence during cogni@vely demanding tasks. While L1 use 
can support task comple@on and clarify concepts (Suantara, 2023), teachers should encourage L2 output 
during repor@ng and final presenta@ons to maximize language exposure. Teachers can consider if L1 
usage is proper in the explana@on of task demands and other stages of the task process, and whether its 
usage will expedite the task interac@ons. 

Addi@onal considera@ons include learner mo@va@on, and the risk of passive engagement. 
Because Mr. Bean videos are highly visual and require liBle verbal decoding, students may enjoy watching 
without ac@vely processing language. If learners remain at a surface level, the linguis@c benefits diminish. 
The humor and relatability of Mr. Bean fosters high engagement, and assessment methods where peer 
and teacher feedback on accuracy, coherence, and fluency can reinforce learning outcomes. Tasks that 
require specific language output, such as the dictowatch, ensure that students stay ac@ve in both 
comprehension and produc@on. Also, visual literacy skills, such as interpre@ng body language, facial 
expressions, and segng, are developed in tandem with linguis@c output, suppor@ng holis@c 
communica@ve competence. These may be factors that may or may not be beneficial to teachers’ 
pedagogical preferences and goals, so considera@ons must be made.   
 

CONCLUSION 
 
This ar@cle has demonstrated how the dictowatch method can be effec@vely implemented within a task-
based learning framework to support the development of both fluency and form-focused awareness. 
Dictowatch, as outlined by Sullivan and Caplan (2003), is a meaning-focused, communica@ve classroom 
ac@vity that leverages learners’ own language produc@on as a vehicle for direc@ng aBen@on to linguis@c 
forms that may otherwise go unno@ced in tradi@onal communica@ve language teaching. By integra@ng 
speaking, listening, reading, and wri@ng, the ac@vity ensures balanced skill development through an 
engaging and interac@ve structure. 

Working in pairs and alterna@ng between the roles of narrator and scribe, students engage in 
real-@me meaning nego@a@on while narra@ng and reconstruc@ng video content. This collabora@ve 
dynamic encourages not only produc@ve and recep@ve language use but also cogni@ve processes such as 
recall, inference, and hypothesis tes@ng. In Stage 2, the shared reconstruc@on of the full narra@ve fosters 
deep processing of form and meaning, while the final stage, oral comparison of wriBen texts, provides 
further opportuni@es for no@cing discrepancies and refining accuracy. 

The applica@on of Mr. Bean video clips within dictowatch offers dis@nct pedagogical advantages. 
The absence of spoken dialogue promotes aBen@on to visual cues, sequencing, and descrip@ve language, 
making it accessible yet cogni@vely s@mula@ng for learners. Moreover, the universal humor and visual 
storytelling support learner mo@va@on and engagement. Addi@onal classroom considera@ons, such as 
mid-task teacher interven@on, the strategic use of discourse markers in wriBen output, role assignments, 
and managing L1 use, further strengthen the ac@vity's effec@veness. 

Finally, this ar@cle has illustrated how dictowatch can be seamlessly integrated into a TBL lesson 
sequence aligned with Willis and Willis’ (2007) three-phase task model. By mapping out a series of pre-
task, task, and post-task ac@vi@es, this ar@cle has illustrated how teachers can be equipped with a 
prac@cal guide for implemen@ng dictowatch in their own classrooms. Through structured interac@on, 
strategic planning, and reflec@ve output, dictowatch encourages not only communica@ve fluency but 
also meaningful engagement with linguis@c form. As demonstrated with the Mr. Bean example, 
dictowatch is a versa@le and pedagogically sound approach that enhances learner autonomy, interac@on, 
and language awareness within a communica@ve, task-based paradigm. 
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