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Abstract

This qualitative action-research study explored learner perceptions of Team-Based
Learning (TBL) efficacy in a management course at a Japanese university. Integrating
Self-Determination Theory and student engagement frameworks, the research
examined how TBL aligns with students' psychological needs and engagement
dimensions. Findings from thematic and quantitative analyses revealed that TBL
significantly enhanced students' sense of competence, autonomy, and relatedness. It
also fostered behavioral, emotional, cognitive, and agentic engagement. However,
challenges such as language barriers, team dynamics, and peer evaluation fairness were
noted. The study underscores TBL's potential in fulfilling basic psychological needs
and promoting comprehensive engagement, highlighting the need for culturally
sensitive adaptations and language support in TBL implementation. These insights are
pivotal for educators aiming to enhance learner engagement and satisfaction in diverse
educational settings.

Keywords: Team-Based Learning (TBL), Learner Engagement, Self-Determination
Theory (SDT), Cultural Context in Education

=
#E

COEEMRT 7 v a Y —FHETIE, BAOKFORE 2 —ATOF— L4
NR— 25238 (TBL) DO#hHRIC ou\f%ﬂ%‘@wa&%#ﬁﬂibi L7z, HOEWREHR
BLOREZ VP~V A 0 PO ERAET D Z LI TBL?»%E@AL&E
==Xl F =D A FORITEED X S| ﬁéé‘?‘éﬁ fmﬂﬁbi Lz, 7
OB L OERSHNOOFTRIC KD &, TBLIXADORES, B 1M, B
HEORREEHE LM EXEE L, £2, 1TER, BIEMR., 5B, B X OHEE)
oo =D A P RELE L, L LARRDL, SiEORE, F—AF (532
7 A, BEOECTIFMIOANFHEICET 28 EbEf SN E Lis, 2o
T&ﬁ%ﬁ%@b@%:—f%ﬁtb\@%%&iyﬁ—yxyb%ﬁﬁﬁéT
REMEZBREH LT v . TBLO EMIZ I T SYUANCBUR I #EIS T 53 & S
— OB ERELZVICLTOET, 2D ORI, %%@ﬁﬁ%ﬁ;%w
THEEEOZ U=V A U N EMEEEZRDL L2 AR THBERICE > (EE
T,

1 Introduction

In the evolving landscape of higher education, innovative teaching methodologies like
Team-Based Learning (TBL) have attracted significant attention for their potential to
enhance student engagement and learning outcomes. This research paper delves into the
efficacy of TBL for management students at a medium-sized university in Japan.
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The primary aim of this qualitative study is to gather insights into learners' perceptions
of TBL as implemented in one representative course. By focusing on the learner
perspective, this research seeks to contribute to the broader understanding of TBL's
effectiveness, particularly in a Japanese educational context. This context is critical, given
the noted preference among Japanese for hierarchical leadership, consensus-driven
decision-making, and non-confrontational disagreement styles (Meyer, 2014) — cultural
nuances that may significantly influence the reception and effectiveness of TBL.

Underpinning this study are two conceptual frameworks: Self-Determination Theory
(SDT), especially its emphasis on the basic psychological needs of competence,
autonomy, and relatedness; and student engagement, with a particular focus on cognitive
and emotional dimensions. These frameworks guide the investigation into how TBL, with
its core components of individual and team readiness assurance tests (RATs), application
of key concepts, and peer assessment, aligns with or challenges these psychological and
engagement needs in a Japanese university setting.

As TBL continues to evolve as a pedagogical approach, this study's findings should
offer significant implications for educators and institutions, particularly in similar cultural
contexts. By exploring Japanese university students' perceptions, the research hopes to
illuminate the nuances of implementing TBL in a setting characterized by distinct cultural
and educational dynamics, thereby contributing to the ongoing discourse on effective
teaching methodologies in diverse educational settings.

2 Literature Review

Broad overviews of TBL and the conceptual frameworks of SDT and Student (Learner)
Engagement are presented here, citing key studies or publications that have informed the
current study.

2.1 Team-Based Learning (TBL)

Team-Based Learning (TBL) is an instructional method that transforms traditional
teaching approaches into dynamic learning experiences. It involves structured pre-class
preparation, individual and team readiness assessment tests (RATs), immediate feedback,
and application exercises (Michaelsen & Sweet, 2008; 2011). Originating in the late
1970s (Michaelsen, Bauman Knight, & Fink, 2002), TBL differs from traditional group-
oriented instruction by emphasizing structured group composition, focused class
activities, and the development of group cohesiveness to foster student responsibility for
their own and their peers' learning (Michaelsen, Watson, Cragin & Fink, 1982).

TBL addresses common issues found in traditional group work, such as coordination
challenges and varying levels of contribution, by fostering continuous dialogue,
reflection, and collaboration within teams (Dochy, Segers, & Sluijsmans, 1999). This
approach aligns with the increasing emphasis in universities on collaboration and
teamwork as essential graduate attributes and is grounded in social constructivism theory,
which emphasizes the importance of social context in learning (Vygotsky, 1978). This
theory focuses on learning as an active process where the learner engages in social
interactions to construct knowledge. In TBL, this translates to an environment where
students actively collaborate to understand and apply concepts.

TBL requires students to engage in social communication, fostering the development
of team skills and critical thinking, and its constructivist approach involves scaffolding,
where students receive structured support that gradually diminishes as their understanding
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and skills develop (Helliar, 2013; Wood, Bruner, & Ross, 1976). In addition to organizing
students into strategic teams, working through various group activities across a semester
(Johnson & Johnson, 1999; Michaelsen, Knight & Fink, 2002), this cooperative learning
environment is shown to result in higher academic achievements and positive student
experiences (Lightner, Bober, & Willi, 2007). Key elements include:

Flipped Classroom Approach: Pre-class preparation is vital, allowing in-class
time to focus on applying principles through team activities (Lage, Platt, &
Treglia, 2000).

Readiness Assessment Tests (RATs): These assessment opportunities ensure
students are prepared for class discussions and promote teamwork (Michaelsen &
Sweet, 2008).

Formative Assessment: This involves ongoing assessment through peer and
teacher feedback, enhancing the learning process.

Team Members’ Performance Feedback: Teams undertake peer-review processes
for self and group assessment.

TBL is a powerful pedagogical approach that goes beyond traditional content delivery,
focusing on active learning and skill development. Its application in various disciplines
demonstrates its effectiveness in enhancing both technical understanding and essential
professional skills.

2.2 Self-Determination Theory (SDT)

Self-Determination Theory (SDT), as outlined by Ryan and Deci (2000), emerges as a
robust framework for understanding learner engagement. Central to SDT are the
psychological needs of competence, autonomy, and relatedness, which are essential for
healthy development and effective functioning (Deci & Ryan, 2000). These elements not
only foster intrinsic motivation but also aid in integrating extrinsic motivation, thereby
enhancing learner aspirations and engagement (Appleton, Christenson, & Furlong, 2008;
Reeve, 2012).

Reeve (2012) emphasizes the interplay between student motivation, classroom support,
and the teaching context, suggesting that student motivation and engagement are
inherently linked to the learning environment and the role of the educator. This
relationship is seen as reciprocal, where student engagement can influence and be
influenced by the teaching context.

Ryan and Deci (2000) further elaborate on the evolution of their theories from focusing
on intrinsic vs. extrinsic motivation to understanding the social-contextual conditions that
enable or hinder self-motivation and psychological development. In this context, the
continuum of intrinsic and extrinsic motivation becomes relevant, particularly in
environments where learner engagement may vary, such as in English as a Foreign
Language (EFL) settings.

In the realm of competence, Deci and Ryan (2000) note that perceived competence is
crucial for positive educational outcomes and well-being. This is echoed by Goto Butler
(2015) in the context of Japanese EFL learning, where classroom atmosphere
significantly influences learners’ willingness to communicate. Regarding autonomy,
studies highlight the importance of autonomy-supportive teaching styles in enhancing
learner engagement (Lawson & Lawson, 2013; Reeve, 2012). For instance, Reeve, Jang,
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Carrell, Jeon & Barchet (2004) found that high school teachers trained in autonomy-
supportive behavior could foster higher levels of student engagement. In terms of
relatedness, research indicates the significance of teacher-learner relationships across
different educational levels and contexts (Hawk, Cowley, Hill & Sutherland, 2002; Reeve
& Tseng, 2011; Skinner & Belmont, 1993). This aspect is particularly relevant in
Japanese educational settings, where relatedness is a prominent feature of the student-
student and student-teacher dynamics.

2.3 Student (Learner) Engagement

Student engagement, recognized as a crucial precursor to learning and academic
achievement (Appleton, Christenson & Furlong, 2008; Zyngier, 2008), has garnered
significant attention in educational research. Its importance is highlighted by a growing
body of literature, including reports (Dunleavy & Milton, 2009; Fredricks & McColskey,
2011), books (Coates, 2006; Shernoff, 2013), and journal special issues (Sinatra, Heddy
& Lombardi, 2015).

Engagement is multifaceted, encompassing students' cognitive, motivational, affective,
and social processes in academic contexts (Azevedo, 2015; Hu & Kuh, 2002). Student
Engagement generally refers to students' active involvement in learning activities (Reeve,
2012), and has been conceptualized as both a process and an outcome, with different
temporal, existential, directional, and moral characteristics (Coates, 2006).

Engagement is widely accepted as a multidimensional construct, including behavioral,
emotional, cognitive, and, as proposed by Reeve (2012), agentic dimensions: (a)
Behavioral Engagement: QObservable actions like attendance, participation, and
involvement in academic tasks (Fredericks, Blumenfeld & Paris, 2004), (b) Emotional
Engagement: Deep involvement reflected in caring, valuing, and identifying with school
experiences (Linnenbrink & Pintrich, 2003), (c¢) Cognitive Engagement: Active
investment of mental energy in learning, exemplified by questioning, persistence, and
mastery (Linnenbrink & Pintrich, 2003), and (d) Agentic Engagement: Proactive efforts
to enhance learning experiences (Reeve, 2012).

Engagement in language learning has been investigated through various lenses,
including corrective feedback (Ellis, 2010) and task engagement (Svalberg, 2009; Philp
& Duchesne, 2016). The concept of engagement is still evolving in SLA contexts, with a
need for more detailed analysis at different levels (micro to macro).

3 Research Design

This study aims to explore learner engagement within the context of Team-Based
Learning (TBL) in a Japanese university setting, specifically focusing on students in a
management program. The research design integrates qualitative methodologies to gain a
comprehensive understanding of how TBL influences learner engagement, considering
the multidimensional nature of engagement and the specific educational and cultural
contexts of the learners.

The research objectives are to (a) examine the behavioral, emotional, cognitive, and
agentic dimensions of learner engagement in TBL settings, (b) investigate the role of TBL
in facilitating or hindering learner engagement among Japanese university students, and
(c) explore the interplay between cultural factors and learner engagement in a TBL
environment.
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3.1 Participants

The study will involve second-, third-, and fourth-year students enrolled in a course
titled International Relations and Cooperation, a course comprised of English lectures
and Japanese readings dealing with the causes of war, pathways to peace, and intercultural
understanding. The course is one of several elective courses that are required for
graduation.

3.2 Data Collection and Analysis

Questionnaire: This instrument, comprised of both Likert-scale and open-ended
questions will be used to assess various dimensions of engagement (behavioral,
emotional, cognitive, and agentic) as well as attitudes and perspectives of TBL
components and structure (Appendix 1).

3.3 Data Analysis

Qualitative data from open-ended questions will be analyzed using thematic analysis to
identify patterns and themes related to engagement in TBL. Quantitative data from
surveys will be used to generate descriptive statistics (mean and standard deviation) with
the aim of supplementing qualitative data regarding the connection between engagement
levels and TBL experiences.

3.4 Theoretical Framework

The study will be guided by self-determination theory (specifically the basic
psychological needs) and student engagement to frame the understanding of TBL in this
context. This multidimensional approach allows for a comprehensive understanding of
how TBL impacts different aspects of learner engagement.

3.5 Ethical Considerations

Informed consent will be obtained from all participants. Confidentiality and anonymity
of the participants will be maintained throughout the research process. The study will
adhere to the university’s ethical guidelines for research involving human subjects.

4 Findings

Key themes identified in the survey data are presented here for each component of TBL,
specifically the readiness assurance tests (RATs), applications, and peer evaluation, as
well as the basic psychological needs of competence, autonomy and relatedness. This will
be followed by descriptive statistics for the Likert-scale items.

4.1 RATs

Thematic analysis of students' responses reveals that RATs contributed significantly to
enhancing students' sense of competency through various means, including improved
understanding, increased engagement, collaborative learning, a sense of preparedness,
exposure to diverse perspectives, and boosted confidence. However, the need to address
certain challenges to optimize the effectiveness of RATs is also evident.

Representative phrases like "%1% X < {H# T & 72" (efficiently reviewed) and "Hifi#
RO D T LB TE /" (deepened understanding) highlight the role of RATSs in

promoting comprehension.
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Responses like "FRITICF S L 72" (actively participated) and "H OB R %25 - 7=

W L 72" (expressed opinions) suggest that RATs encouraged active participation and
engagement in the learning process.
Phrases like "57 72> & 72 WA I3 38 B\ T 1T A" (helping each other with difficult

parts) and "F— L A VN — L7 F] L T" (cooperating with team members) emphasize
the importance of collaborative learning in enhancing competency.

Responses like "5 $ A EZFEANCTHITHRZ L 2 T LW T v O 72 & Bl A »
72" (realized the need to study outside of class) indicate that RATs fostered a sense of
responsibility and preparedness among students.

Comments like "EIFRFI 2 7 IR L T, Z D7z D IR EE R Dhp, Bk
LR CMpIEE T 200l B4t b TS 2 & T, XDHEL
MN% % P C % 72" (understood the content more deeply by knowing what is important

for international cooperation and what is happening in the world) suggest that RATs
helped students view course content from various perspectives, leading to a more
comprehensive understanding.

Statements like "H 7723 E 0 LRI Uz ffo CWwWd &35 ZD vy 7IC

B L CH{S 234 £ 4172" (gained confidence in a topic when I realized I had the same

interpretation as others) reflect how RATSs contributed to building students' confidence in
their understanding.

Some responses indicate challenges, such as #ime constraints during team RATSs
leading to decisions by majority vote rather than consensus. This aspect highlights the
importance of balancing the time given for discussions and decision-making in RATs.

4.2 Applications

Thematic analysis identified that team application activities in the course significantly
contributed to students' understanding of complex material through collaborative
learning, exposure to diverse perspectives, active engagement, application of theory to
real contexts, and the development of research and analytical skills. However,
managing team dynamics and ensuring effective participation from all members remain
areas that require attention.

Many students highlighted the value of working together and supporting each other in

understanding complex topics. Phrases like "D 257\ L ZBITHE S T LA TE
%" (able to help each other with things we don't understand) and "B G\ 532> H 78\ &

TA%T FNAZALAW" (advising each other on parts we don't understand)
emphasize collaborative learning's role in deepening understanding.
Responses suchas "7 27 7 4 77 — =¥ 71T X Y " (active learning) and "PHf# % 5

5 T & HTE " (deepened understanding) suggest that active participation in team
activities fostered a more profound comprehension of complex aspects of the course.
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Several students mentioned gaining new insights and perspectives through team
discussions. Statements like "[E QR CHFIC WA AGELLO RO 5 2 L8

T 72" (able to look at the history and wars of countries from various perspectives)
indicate the benefit of exploring multiple viewpoints.
Responses such as "L T & 25k 4 e EIC D W THEIRZ L A3 TE £ 97" (able

to learn about various issues happening in the world) demonstrate the application of
course theories to real-world situations, enhancing comprehension.
Students reported that team activities encouraged them to research and analyze topics

in depth, as seen in responses like "= 2D Z & MY LTI~ 2 2 & A ¥
233 - 72" (deep digging into one thing led to various discoveries).
Teams discussing who should take on which role, as indicated by "Fff2> & D% & % H

572 bWV D2 EEE LA D RESI A3 D\ 72" (gained the ability to discuss who should

take on which role), suggests improved communication and effective role distribution
within teams.
Some students expressed an increase in motivation and interest in course topics through

team activities, as indicated by responses like "H 7> Db 55 & T A1z T, D

LW E TAIFEZTH B H X I L 72" (helped by teaching what I know and

learning what I don't).
A few responses hinted at challenges, such as managing absences or balancing

contributions, as seen in "7 L ¥ VIED X, — A— ANIKEBE VIR N T, BIE
RioTHEEZTEI LR TER, LAL, YHORERLELICHIETE L

D3 L 2> 72" (making presentations was about assigning roles and taking
responsibility, but dealing with absences or lateness on the day was difficult).

4.3 Peer-Evaluation

The peer-evaluation process in the International Relations course generally had a
positive impact on students' learning experiences. It motivated them to contribute more,
enhanced self-awareness, encouraged active participation and communication, and
fostered a sense of responsibility. However, it also brought some feelings of anxiety and
pressure for a few students. It also presented challenges in terms of fair evaluation,
subjectivity, and communication within the team.

Many students felt that the peer-evaluation process motivated them to contribute more

actively to the group. Responses like "It made me put on my effort more" and "X 1% D -

EVLRHZRLA S LA BB DB & oD IFICD 7x o 72" (Next time, I want to get

better points, which motivated me to improve) highlight this trend.
The process allowed students to view their contributions objectively and understand

their strengths and areas for improvement. For example, one student mentioned, " H 77 D

M2 F 5 2 &N TE, FEEIC/RIL7" (I was able to know my evaluation and
become more objective).
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Students appreciated the opportunity to recognize and reward the efforts of their peers,
as in "FHfiAiH B 2 & THIRo 7 A VN — R EREICEIRICIZZ 2 T LA TE "
(With the evaluation, we could accurately communicate to the professor the members

who worked hard).
The knowledge that they were being evaluated by peers led some students to take their

roles and contributions more seriously, as seen in "3 H 5 L Hl > THHlE, X
D B DRSS T — L DtEZE#MT 2 X512z h . BEEPFRTR"
(Knowing there was an evaluation made me more conscious of my work and the team's
work, and I was able to feel a sense of responsibility).

A few students expressed feeling pressure or anxiety due to being evaluated by their
peers, as indicated by "it made me little scared for it," while other students did not
perceive a significant impact from the peer-evaluation process on their learning
experience.

A number of students mentioned the challenge of evaluating their peers fairly,
particularly when giving lower scores. Statements like "it's hard to evaluate others

especially low point for specific people" and "HAffEIC F— AN TR 2 XEH A2 RO T
BLERD 572 & & 5" (It would have been better if clear tasks were decided within

the team) reflect this difficulty.
Some students felt that their evaluations might be biased, especially when evaluating

friends or acquaintances, as noted in "Hl Y BV DFHi7Z & N A T A03H 2o TL E

ST Y 23T L % 9 L 51Tk L 72" (I felt that evaluating acquaintances could lead
to biased and skewed results).

4.4 Basic Psychological Needs

The International Relations course and the TBL approach appear to have largely met
students' needs for competency, autonomy, and relatedness, enhancing their
understanding, promoting independent learning, and fostering teamwork and
international awareness. However, challenges related to language barriers and course
complexity were also noted, indicating areas for potential improvement.

Students expressed that the course helped them gain a deeper understanding of

complex international issues, as seen in comments like "¥LF I DWW T H T b HIGEkH
B0l DFEEZ@EL T, ZOEEMEICOWTIS LS enTERE" (1

didn't know much about war, but through this course, I was able to understand
international issues better). This enhancement of understanding directly relates to their
sense of competency in grasping the subject matter.

Students felt that the course structure and activities, particularly group work, promoted

self-directed learning and autonomy. Statements like "2 — A TD NV —T77 — 7
X, I —=7NTHFENICTEIL X5 & 325D > 72" (Group work in the

course helped us to act autonomously within the group) illustrate this.
Many responses highlight the importance of teamwork and building relationships

within the group. Comments like "5 — A D17 /1" (team cooperation) and " 7" v — 7"
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— I B% o770, KET LY. BREZECIEGERIT 5T u 72" (There were

many group works, which provided opportunities to speak and listen to opinions) show
that students valued the collaborative aspect of the course.
The course content and activities seem to have broadened students' perspectives on

international issues and cultures. This is evident in responses like " H 47 @ [EFE ) 7x (187

IZ DWW TR B 372" (1 was able to broaden my international perspective).
The course encouraged students to research and analyze topics, enhancing their skills
in these areas. This is reflected in responses like "HIfED 4 X T T L DEIC DWW T

DHBZ LR TE, HEMNICHTHNS X 917 o 72" (I was able to learn about current

issues in Israel and started to research proactively). Several students also mentioned that
the course contributed to their personal growth and confidence in discussing

international issues, as in "7z L L7z, ¥R L, BERZAXRZY, 5FTIC
WO %EHL N TE2 56" (It met [my needs] because I could express my

opinions and learn things I had never learned before).

While many students felt that their needs were met, some expressed that there were
aspects of the course that did not fully meet their expectations or needs. This is evident in
varied responses ranging from satisfaction to a need for more comprehensive reviews or
support. Some students mentioned difficulties in understanding due to language barriers

or the complexity of the content, as seen in "JRFETD I I 2 =57 — v 3 VITHL »

23" (Communication in English is difficult).

4.5 Quantitative Data (International Relations)

Item Mean SD

The individual RATs made me feel confident in my understanding of the weekly topics. / il A | 47 1.0
RATIX. RO by 7o 2RO A 2R L - F L7,

The team RATSs enhanced my sense of collaboration and team learning. /  — LRATIZ. 71 | 478 L1
EF—LEEHOBEEEDE L,

The team applications like policy briefs and case study presentations were effective learning | 4.88 0.8
tools. / BUSR 7' ) — 77 —AAXF 4 FL X VT —vavhoF— iz, 2%
78 Y = TL 7,

These activities helped me feel more autonomous in applying the course concepts. / Z 3L H D 5.04 0.8

WENE, a3 - 202 EMT 20 AN 2D 2 DICKRILL £ L7z,

This course enhanced my sense of competency in international relations. / £ D = — X (%, 5.02 0.8
BEBEGRIC B 1 2 FADREN I Z M0 £ L 72,

The course structure and activities supported my need for autonomy. / 2 — & D& & 75H) 4.98 0.9
i, BEMO=—X% K-+ L T L7
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I felt a sense of relatedness and connection with my peers through team-based activities. / 7 — 5.0 0.9

LR —Z2OWEB @ T, e OBEEC oA Y ZE LU E L7

The peer evaluation process was clear and fair. / € 7 3l 7" &2 & R 3B CAFETL 72, 4.84 0.9

Peer evaluations contributed to my understanding of my role and contributions in the team. / ¥’ 4.78 0.9

7 aHlZ, F—LANTOHSOKE L BikZ BT 5 ECRIZB L,

The course met my expectations. / T — A (IFADHARFICIE X £ L 7= 4.98 0.8

I would recommend this course to other students. / fiD 2 EicZ D a— 2Rz BEO L 7, 5.04 0.8

Overall, these results indicate a highly positive response from students, with particularly
strong perceptions of autonomy, relatedness, competency, and perceived effectiveness
across various aspects of the course.

4.5 Summary

In summary, the most beneficial aspects of the International Relations course, as
perceived by the students, included the practical application of knowledge through group
work and presentations, the development of English language skills, and a deeper
understanding of international issues and perspectives. These elements not only enhanced
their academic knowledge but also contributed to the development of critical thinking,
communication, and cooperation skills.

While many students were satisfied with the course, there were clear areas for
improvement identified. These include managing group sizes for more effective team
dynamics, balancing English and Japanese in course content for better comprehension,
and refining the peer evaluation process. Additionally, there's an interest in more diverse
interactions within the class and a continuation of helpful elements like iRATs. These
insights can be crucial for course development to enhance the learning experience.

5 Discussion

Findings from this action-research study at a medium-sized university in Japan offer
several significant insights into how TBL aligns with the conceptual frameworks of
Self-Determination Theory (SDT) and student engagement. The data reveals a strong
correlation between the TBL approach and the fulfillment of basic psychological needs
of competence, autonomy, and relatedness, as well as the promotion of behavioral,
emotional, cognitive, and agentic dimensions of student engagement.

Competence: Students' responses indicate that TBL, particularly through RATs and
application activities, significantly enhanced their sense of competence. This aligns with
the SDT perspective, which emphasizes the need for feeling competent in one’s
environment (Ryan & Deci, 2000). The TBL's structure, with its focus on application
exercises and immediate feedback, resonates with Michaelsen & Sweet's (2008)
emphasis on active learning, contributing to a deeper understanding and skill
development in international relations.

Autonomy: The study's findings suggest that TBL supported students' need for
autonomy. The freedom to engage in self-directed learning and make decisions within
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their teams likely contributed to this sense of autonomy, consistent with Reeve's (2012)
emphasis on autonomy-supportive teaching styles. This is particularly noteworthy given
the traditional preference for hierarchical structures in Japanese educational contexts.

Relatedness: TBL’s focus on teamwork and collaborative learning fostered a strong
sense of relatedness among students. This finding is in line with SDT, which posits that
feeling connected with others is a basic psychological need (Deci & Ryan, 2000). The
emphasis on peer evaluation and teamwork reflects the importance of social interactions
in learning, as underlined by Vygotsky’s (1978) social constructivism theory.

Student Engagement: The engagement dimensions were clearly evident in the TBL
setting. Behavioral engagement was observed in students’ participation and involvement
in RATs and team applications. Emotional engagement was reflected in students'
interest and enjoyment in learning activities. Cognitive engagement was demonstrated
through the deep processing of content, as students applied theories to real-world
contexts. Lastly, agentic engagement, as proposed by Reeve (2012), was evident in
students taking an active role in enhancing their learning experiences.

The observed benefits of TBL in this study resonate with the existing literature. As
discussed by Michaelsen, Bauman Knight, & Fink (2002), TBL’s structured group
activities and emphasis on individual accountability and group cohesiveness effectively
address common issues in traditional group work, which is consistent with the positive
outcomes reported by the students in this study.

In terms of pedagogical implications, there seem to be a clear need to (a) recognize
and adjust for cultural Context with TBL, (b) enhance language support, (c) refine peer
evaluation, and (d) focus on team dynamics.

Given the traditional Japanese educational preferences, it is crucial to adapt TBL in a
way that respects cultural nuances while promoting active learning. For instance,
integrating hierarchical elements within TBL might help in easing the transition for
students more accustomed to traditional learning environments.

Considering the language challenges, providing additional support for English
language comprehension could enhance the efficacy of TBL in this context.

To address concerns about fairness and subjectivity in peer evaluations, educators
could develop more structured and transparent criteria, possibly incorporating self-
assessment components.

Effective team formation and management are essential. This includes ensuring
balanced team sizes and diverse skill sets to foster a more inclusive and effective
learning environment.

6 Conclusion

In conclusion, the alignment of the course with contemporary educational theories,
particularly regarding student engagement and active learning, suggests the effectiveness
of team-based learning. The divergences, meanwhile, offer valuable insights into
customizing teaching approaches based on course content and objectives. These findings
contribute to the broader discourse on effective teaching strategies in higher education,
particularly in using TBL to promote student engagement, autonomy, and competence.
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Appendix 1 - Questionnaire
Current Year of Study / “7:4F Gender / £}l Study Abroad Experience
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If answering yes, where and for how long did you study abroad? [lx\v] & BE 2 DEH, £ T T,
EDLbWOMEFELE L2 ?

The individual RATs made me feel confident in my understanding of the weekly topics. / il A\ARATIZ.
ERXDO My Z7icnd 2HEOHEFELZE LI E L,

Strongly Disagree / JEH ICZ 5 Bb7e\> 1 2 3 4 5 6 Strongly Agree / FEHICZ 5 5
The team RATs enhanced my sense of collaboration and team learning. / 5~ — ARATIX. /i1 & F— 4
YEHORBFE SO E LT,

Strongly Disagree / JEH 1% 9 B> 1 2 3 4 5 6 Strongly Agree / JEHICZ 5 5
How did the RATSs (individual or team) contribute to your sense of competency in the course material? /
RAT (ANE7213F—2) i, 2 —ANFICHT2RRNOEEICED LI ICHBLE LD ?
The team applications like policy briefs and case study presentations were effective learning tools. / fis
TORZADETA, FRAZ—FLE¥vTF—rayv, HIoEeTAAEDF — 2RI, RN
BFEY =T L,

Strongly Disagree / JEH ICZ 9 B> 1 2 3 4 5 6 Strongly Agree / FEHICZ 5 B 5
These activities helped me feel more autonomous in applying the course concepts. / Z 3L 5 DIEHE) X, =
—AOWEEEEM T OB TN EZ SO 5 DICKILb E L,

Strongly Disagree / JEH ICZ 5 B> 1 2 3 4 5 6 Strongly Agree / FFHIC% 5 5
Describe how a specific team application activity helped you in understanding a complex aspect of the
course. / FfiE D F — LB TEEN A3, 7 — X DEHER I 2 BEF 5 2 DI & D X 9 ITRAL o 72 A
LT T,

This course enhanced my sense of competency in international relations. / £ ® 2 — A (¥, EEBfRICE
JoRDREN R AR mD F L7,

Strongly Disagree / IEH ICZ 5 Bb7e\> 1 2 3 4 5 6 Strongly Agree / FFHICZ 5 5
The course structure and activities supported my need for autonomy. / = — A D & iGE Iz, HEM
D=—R%HK—FLZE LT

Strongly Disagree / JEH 1% 9 b7\ 1 2 3 4 5 6 Strongly Agree / IEFICZ H A5
I felt a sense of relatedness and connection with my peers through team-based activities. / 7 — L ~<— X
DEFZE U T, & OBEMEPL SR Y 2K LU E L 7,

Strongly Disagree / JEHICZ 9 b7\ 1 2 3 4 5 6 Strongly Agree / JEHFICZ H 85
Can you provide an example of how the course met or did not meet your needs for competency, autonomy,
or relatedness? / I — A3, BEJ). HFEM. FAEBEEED = — X%z L2z L Tk
OB HEF T 0N,

The peer evaluation process was clear and fair. / & 7 #¥ffi 7 v & 2 2B CAFETL 72,

Strongly Disagree / JEH ICZ 5 Bb7e\> 1 2 3 4 5 6 Strongly Agree / FFHIC% 5 5
Peer evaluations contributed to my understanding of my role and contributions in the team. / & 7 G
F. F-LHNTOHSOEE E B2 BE S 5 ORI E L,

Strongly Disagree / JEH 1% 9 b7\ 1 2 3 4 5 6 Strongly Agree / IEFICZ H A5
How did the peer-evaluation process impact your learning experience in the course? / &’ 7 #ifi 7° & & 2
B, A—ATOFEERRCED LS ITHELE Ln?
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Can you share any insights or challenges you experienced during the peer evaluation? / & 7 &l I #%
Bl aMgECciREz g0 ?
The course met my expectations. / 2 — A (FFADHARFICIG A F L 72,

Strongly Disagree / JEH 1% 9 b7\ 1 2 3 4 5 6 Strongly Agree / IEFICZ H A5
I would recommend this course to other students. / i D*FEICZ D a— Xz BEIO L £ 7,
Strongly Disagree / JEHIC%Z 5 Bb7e\v» 1 2 3 4 5 6 Strongly Agree / JEHICZ 5 - 5,
What aspect of the course did you find most beneficial? / = — A DH Tl d Hi 72 » 72583l c L
Tz ?
What improvements would you suggest for the course? / 2 — ADHE R ICOWTREIIH Y 357
Any other comments or suggestions? / £ Dftid 2 XA v FLREIEZH Y 55 ?
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