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Abstract

While learner-centered approaches in language education increasingly emphasize co-constructing
content and learning processes, most research has focused on conventional classroom settings. This study
explores how a negotiated curriculum shapes learners’ Willingness to Communicate (WTC) in the
specific context of synchronous one-on-one online Chinese language tutorials between adult learners and
native-speaker tutors. Grounded in the Synchronous Chinese Online Language Teaching (SCOLT)
framework and informed by Complex Dynamic Systems Theory (CDST), the study employs a mixed-
methods design. A major methodological contribution lies in its fine-grained analysis of moment-to-
moment WTC dynamics using the idiodynamic method, triangulated with stimulated recall interviews,
learner reflection journals, and session-based WTC scales. Findings show that WTC co-evolved with
features of the negotiated curriculum—such as rapport building, real-time topic negotiation, and
collaborative learner involvement in task design and informal assessment—alongside learners’ emotional
investment and emerging agency. The one-on-one synchronous format enabled personalized negotiation
and reciprocal tutor—learner interaction, which significantly influenced communicative readiness.
Challenges included residual teacher-centered practices, difficulties in interpreting learner needs, and
limited learner preparedness for co-construction. While contextually bound, the study contributes to a
more situated theoretical understanding of WTC as an emergent, interaction-sensitive construct and
offers practical insights for curriculum design and tutor development in similarly personalized online
environments.
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Introduction

In second language (L2) education, learner-centered approaches emphasizing collaboration and co-
construction are central to fostering autonomy, engagement, and communicative competence. One such
approach is the negotiated curriculum, a collaborative process where teachers and learners jointly
determine learning objectives, content, activities, and assessment methods (Candlin, 1984; Clarke, 1991).
This framework promotes shared decision-making to enhance learner agency and responsiveness to
individual needs (Cammarata, 2009; Orug, 2024). While extensively studied in traditional classrooms for
its role in fostering autonomy, reducing anxiety, and increasing motivation (Boon, 2011; Breen &
Littlejohn, 2000; Pakdaman et al., 2022), its application in technology-mediated environments presents
new opportunities and challenges.

* Corresponding Author: Michael Li, S.Li.1@massey.ac.nz


mailto:S.Li.1@massey.ac.nz
https://www.wxy.stu.edu.cn/index.php
https://www.stu.edu.cn/index.htm
https://www.massey.ac.nz/about/colleges-schools-and-institutes/college-of-humanities-and-social-sciences/school-of-humanities-media-and-creative-communication/
https://www.massey.ac.nz/
https://doi.org/10.64152/10125/73657

2 Language Learning & Technology

Online learning modalities—technology-supported environments enabling synchronous or asynchronous
communication—are well researched in L2 education, including asynchronous learning platforms (e.g.,
Madzlan et al., 2023), video-based feedback (e.g., Park, 2024), and game-based learning environments
(e.g., Reinders & Wattana, 2012, 2014, 2015). However, synchronous one-on-one tutorials conducted
through videoconferencing with live tutors have received comparatively less attention (Kozar, 2016;
Zhang & Du 2023). This format, increasingly utilized in private tutoring, institutional programs, and
teacher training, features a negotiated curriculum tailored to individual learner needs (White et al., 2021).
Yet, little is known about how negotiated curricula translate into synchronous one-on-one digital contexts,
where real-time interaction amplifies the need for personalization.

The one-on-one format requires understanding how negotiated curricula address individual learner
preferences and challenges (White et al., 2021). Unlike traditional group classrooms, one-on-one online
tutorials creates a dyadic interactional space in which communicative turns are continuous and learner
responsibility for sustaining dialogue is intensified. In group settings, learners may remain silent or rely
on peers, but in one-on-one tutorials, silence is more marked, and turn-taking is unavoidable. This
structural difference foregrounds individual learners’ moment-to-moment Willingness to Communicate
(WTC) as they navigate topic negotiation, feedback, and relational alignment with the tutor. These
dynamics, though highly relevant to L2 learning, remain underexplored in WTC research.

WTC, a critical factor in these interactions, is defined as a situational readiness to engage in target
language interaction with a specific person at a particular time (Maclntyre et al., 1998). It has evolved
from being viewed as a stable trait to a dynamic, context-sensitive construct shaped by situational factors
such as topic relevance and emotional states (Cao & Philp, 2006; Kang, 2005). High WTC levels often
lead to increased language practice and meaningful communication, essential for language acquisition
(e.g., Lee et al., 2020; MacIntyre & Wang 2021). However, most studies focus on traditional classrooms
or asynchronous settings, leaving a gap in understanding its dynamics in synchronous one-on-one
tutorials, which may offer unique affordances for fostering WTC but also present challenges requiring
further exploration (Huang & Li, 2024).

This study investigates the implementation of a negotiated curriculum within one-to-one online language
tutorials between native-speaker teachers and adult learners. These sessions are part of the Synchronous
Chinese Online Language Teaching (SCOLT) project (Dai, 2022; White et al., 2021), pairing learners of
Chinese in New Zealand with pre-service tutors in China for individualized, real-time Zoom sessions.
Using the SCOLT framework (White et al., 2021) alongside Complex Dynamic Systems Theory (CDST)
(Larsen-Freeman & Cameron, 2008; Maclntyre & Legatto, 2011), the study explores how personalized,
learner-centered approaches enhance communication and agency in digital tutorials. While one-on-one
online tutorials are context-specific, they represent a growing modality in digital language education.
Rather than aiming for broad generalizability, this study provides context-rich, transferable insights to
inform pedagogical strategies in other personalized or small-group environments, offering a nuanced
understanding of how negotiated curricula and WTC co-evolve in digital spaces.

Theoretical Frameworks and Literature Review

Learner-centered Pedagogy and Negotiated Curriculum

Learner centered pedagogy emphasizes active learner involvement in shaping objectives, methods, and
outcomes, challenging teacher dominated instruction and fostering autonomy, engagement, and
ownership. Involving learners in setting aims and methods helps teachers and students “inhabit the same
classroom world,” creating shared perspectives (Littlejohn et al., 2024). This is especially important
online, where the lack of physical presence and non-verbal cues heightens the need for intentional
engagement (White et al., 2021). One key application is the negotiated curriculum, widely studied in
language learning (Pakdaman et al., 2022; Clarke, 1991; Peyvandi et al., 2021). It involves instructors and
learners collaboratively co-constructing objectives, content, and methods—such as topics, lesson



Huang Huan and Michael Li 3

structure, interaction modes, and skill priorities. As a process-based model, it reconceptualizes curriculum
design as ongoing negotiation embedded in instruction rather than a fixed plan (Breen, 1987; Clarke,
1991). This negotiation democratizes classroom power dynamics, shifting to participatory models (Breen
& Littlejohn, 2000), as shown in general EFL courses (Pakdaman et al., 2022) and English for Specific
Purposes programs (Peyvandi et al., 2021).

Existing studies have highlighted several benefits of negotiated curricula, particularly in fostering learner
autonomy, reducing anxiety, and enhancing motivation. For instance, Ma and Gao (2010) found that
involving learners in syllabus negotiation promoted their sense of ownership and autonomy, which are
critical for effective language learning. Similarly, Pakdaman et al. (2022) reported that negotiated syllabi
helped reduce language anxiety while increasing motivation among undergraduate students in EFL
classrooms. These findings underline the psychological and pedagogical advantages of giving learners a
voice in their educational journey.

While much of the literature focuses on face-to-face classrooms, emerging evidence suggests that
negotiated curricula principles are equally applicable to online and one-on-one environments. For
instance, White et al. (2021) demonstrate how learner agency and negotiated content play central roles in
synchronous Chinese language learning via videoconferencing. Their study is one of the few recent
empirical works that foregrounds the negotiated curriculum in digital L2 contexts, revealing how tutors
adapt content with learners through iterative interaction. The scarcity of similar studies points to an under-
explored area, particularly regarding how negotiated curricula influence constructs like WTC in
technology-mediated environments—an issue that this study seeks to address.

CDST and WTC in L2 Learning Context

CDST conceptualizes language learning as a nonlinear, adaptive process emerging from interactions
among multiple interdependent factors, including learners, teachers, emotional states, tasks, and
environmental affordances (Larsen-Freeman, 2008; Ushioda, 2009). Language development is viewed not
as the result of isolated or fixed variables but as emerging from continuous, often unpredictable
interactions within the learning system. CDST emphasizes key principles such as adaptation, variability,
and self-organization, highlighting that small shifts in one part of the system can lead to significant
changes across the whole. CDST explicitly discourages linear cause-effect assumptions. Instead, it
focuses on how complex patterns emerge through the dynamic interplay of system components over time
(Larsen-Freeman & Cameron, 2008).

Because of its sensitivity to moment-to-moment change and complexity, CDST has increasingly been
adopted to study constructs that are dynamic in nature—particularly WTC in L2 learning. Several studies
have employed CDST as a metatheoretical lens to guide their investigation of how WTC fluctuates over
time and across contexts. For example, MaclIntyre and Legatto (2011) introduced the idiodynamic method
to capture second-by-second shifts in learners’ WTC, illustrating that WTC is not a fixed trait, but an
emergent property shaped by interactions among cognitive, emotional, and contextual variables.

WTC itself has evolved significantly from its early conceptualization as a stable, trait-like predisposition
toward communication to its current recognition as a dynamic, context-sensitive phenomenon. Originally
adapted from L1 research, WTC was defined by MaclIntyre et al. (1998, p. 547) as “a readiness to enter
into discourse at a particular time with a specific person or persons, using a L2.” Later research, such as
that by Cao and Philp (2006) and Kang (2005), emphasized that WTC is shaped by situational factors
including topic relevance, interlocutor familiarity, emotional states, and the surrounding environment.

Empirical research consistently shows that higher WTC leads to increased language practice, risk-taking,
and communicative competence (e.g., Sadoughi & Hejaz, 2024). Learners with elevated WTC engage
more frequently in authentic communication tasks, facilitating deeper language acquisition. Contextual
factors such as topic relevance, interlocutor familiarity, and emotional states like anxiety and enjoyment
significantly affect WTC (Kang, 2005; Lee et al., 2020; MacIntyre & Wang, 2021). Although WTC is a
critical precursor to increased L2 use and the final psychological step before communication (Peng &
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Woodrow, 2010), this relationship is mediated by various factors (Ducker, 2021).

Importantly, WTC is distinct from engagement as conceptualized by Mercer (2019), which encompasses
emotional, cognitive, and behavioral dimensions and evolves through interaction over time. For example,
a learner may show high engagement through consistent attendance or active participation yet exhibit low
WTC if hesitant to speak in the L2. This distinction is especially relevant in one-to-one
videoconferencing, where intensive interactional demands require participation (Meskill & Anthony,
2014). Such obligatory involvement may reflect situational necessity rather than a genuine readiness to
communicate. In addition to these situational influences, recent research highlights that WTC
development relies not only on teacher-led interventions but also on learners' active management
strategies. Ducker (2021) showed that students can protect and enhance WTC through self-regulatory
actions such as task visualization, metacognitive resetting, and peer-peer strategy sharing, emphasizing
the critical role of individual agency in sustaining communication readiness.

As technology-mediated learning has expanded, researchers have examined how digital affordances
influence WTC. Synchronous tools like videoconferencing and instant messaging enhance perceptions of
immediacy and social presence, positively impacting WTC (Chung & Choi, 2023). Studies also show that
shifts in emotional states, task relevance, and learner-tutor interactions can cause WTC to fluctuate even
within a single session (Huang, 2023). Huang and Li (2024) highlight that technology-enhanced
environments can promote WTC through enriching interaction and supporting positive affect.
Nevertheless, most literature focuses on group-based or asynchronous contexts, leaving synchronous one-
on-one tutorials underexplored (Huang & Li, 2024). Zhang and Du (2023) compared online and offline
one-on-one sessions, finding advantages in both but little evidence of deeply personalized curricula
design, underscoring the need for further research (Kozar, 2016).

Intersections of Negotiated Curriculum and WTC

Although no studies explicitly explore the relationship between negotiated curricula and WTC, theoretical
and empirical insights suggest that negotiated curricula can significantly promote WTC in L2 contexts.
They emphasize collaboration between teachers and learners to co-design content, methods, and
assessments, fostering learner autonomy, self-efficacy, and engagement (Breen & Littlejohn, 2000).
These attributes align closely with factors critical for enhancing WTC. Studies on WTC highlight that
collaborative work—whether among peers or between teachers and students—can create supportive
environments that encourages communication. Such collaboration often involves selecting materials
resonating with learners' personal interests and experiences, increasing their WTC in meaningful
communication (Huang & Li, 2024; Kang, 2005; Maclntyre et al., 1998).

Personalized and engaging learning experiences, a hallmark of negotiated curricula, are strongly
associated with increased WTC. Research by Han et al. (2024) demonstrates that learners are more
willing to communicate when the topics and materials are relevant to their interests and provide
opportunities for self-expression. Similarly, the SCOLT model illustrates how tailoring content through
negotiation dynamically enhances learner agency and fosters a sense of ownership, essential for
sustaining WTC in digital contexts (Dai, 2022; White et al., 2021).

Implementing a negotiated curriculum demands conscious effort from both teachers and students (Brown,
2012; Orug, 2024). Teachers must invest time in understanding learners' preferences and needs, while
learners must actively participate in co-constructing the learning process. This collaboration extends
beyond content selection to shared decisions about learning objectives, interaction modes, and assessment
methods, requiring higher levels of commitment and interaction. These efforts align with the interactive
and situated nature of WTC, wherein contextual and interpersonal factors shape learners’ readiness to
communicate (Huang & Li, 2024; Kang, 2005).

Given the growing demand for personalized online learning, particularly in one-on-one tutorials (Kozar,
2016), examining how negotiated curricula explicitly influence WTC is timely. Studies such as Tzirides
(2020) and White et al. (2021) emphasize integrating learner-centered strategies in online education,
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highlighting their potential for fostering meaningful communication. While these studies suggest
promising links, the present study does not assume a direct causal relationship between negotiated
curricula and WTC; instead, it explores how these practices co-occur with fluctuations in WTC, shaped
by multiple interacting influences, consistent with a CDST perspective.

SCOLT Model for Online Chinese Language Learning

The SCOLT model (see Figure 1) conceptualizes language learning as an emergent, co-constructed
process unfolding through continuous feedback loops between learners and tutors. It is structured around
four interrelated dimensions: (a) learner-tutor interactions, (b) pedagogical and technological affordances,
(c) task evaluation principles such as learner fit and authenticity, and (d) the broader contextual interplay
of agents and environments. Learners are viewed as active agents whose evolving goals shape curricular
adaptations, while tutors offer scaffolded support responsive to learners’ needs and the affordances of the
digital environment.

Figure 1
The SCOLT Model
Language
Principles adapted from Chappelle, 2001
SCOLT Environment Affordances:
Piecisliiy technological, pedagogical, interactive Language
learning
Emerging interactions: levels potential
synchronous
Agent: one;to-one . with g .
TATIOr 1. For each pair over the series of n asynchronous Environment:
Positive impact : -
e P sessmnf : fm—— Leamer fit  multimodal
2. Comparing pairs (T1/L1;T2/L2 ...) .
accessible personalised
T : (focus and
3. For each pair within one session feedback)
Authenticity : : : Meaning
4. For single interactions
multimodal recordable

Note. Adapted from White et al. (2021)

Central to the model are learner fit and authenticity, crucial for sustaining engagement and fostering
WTC. Learner fit emphasizes adapting instruction to align with learners' linguistic needs, interests,
proficiency levels, and pacing (Murray & Christison, 2014). Rather than imposing a predetermined
syllabus, tutors and learners collaboratively negotiate session topics, activities, and feedback in real-time.
Authenticity bridges online tasks with real-world communicative practices, encouraging engagement in
meaningful activities that mirror genuine language use (Huang, 2023).

Recent research supports the model’s value in capturing the fluid nature of communication readiness
within one-on-one tutorials. Huang (2023) demonstrates that learners' WTC fluctuates across sessions and
within interactions, shaped by factors such as topic relevance, tutor scaffolding, emotional states (e.g.,
anxiety, confidence), and the evolving learner-tutor relationship. This reinforces CDST's core idea that
small contextual shifts can generate significant changes in learners' communicative behavior, and
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highlights the importance of designing negotiated curricula that flexibly respond to emergent learner
needs. Given the prior findings, the following research questions (RQs) are the focus of this study:

RQ1: What patterns of interaction emerge between features of the negotiated curriculum and learners’
WTC in one-on-one online language tutorials?

RQ2: What challenges do tutors and learners experience in co-constructing a negotiated curriculum, and
how do these challenges interact with learners” WTC?

Methodology

Context and Participants

This study was conducted within the Synchronous Chinese Online Language Teaching (SCOLT) project
(Dai, 2022; White et al., 2021), which connects Chinese language learners in New Zealand with
preservice tutors in China for one-on-one online sessions through Zoom. The project aims to provide
learners with individualized language practice while offering trainee tutors opportunities for professional
development. Tutorials are structured around a negotiated curriculum, allowing learners and tutors to
collaboratively set goals, select topics, and adjust instructional approaches throughout the course.

This study involved four Chinese learners at intermediate to advanced proficiency and three tutors in one-
on-one SCOLT sessions (see Table 1). Learners were selected for their ability to sustain basic
spontaneous dialogue in Chinese to ensure viable interaction, rather than for high WTC levels, addressing
concerns that such dialogues are particularly challenging for lower proficiency learners (Stickler & Shi,
2013). Recruitment used emails, posters, and convenience sampling (Dornyei, 2007); after interviews and
consent, four learners (Ella, Vicky, Tony, Dan) and three tutors (Yating, Jiyao, Chaonan) were included.
Tutors, recruited via WeChat, were postgraduate students with TCSL teaching experience and were
paired with learners based on availability, needs, and preferences indicated in a pre-assessment
questionnaire, which supported effective curriculum negotiation. Yating taught Ella and Vicky, Jiyao
taught Tony, and Chaonan taught Dan.

Instruments and Procedure

This study employed multiple instruments: (a) a pre-assessment questionnaire, (b) session-based WTC
scales, (c) the idiodynamic method, (d) stimulated recall interviews (StRI), and (e) reflection journals.

Table 1

Tutor and Learner Participants’ Details

Pseudonym First language Age Gender Profession

Ella (student) English 24 F Advertising Clerk
Vicky (student) Ukrainian 39 F Entrepreneur

Tony (student) English 32 M Pilot

Dan (student) English 30 M English teacher
Yating (tutor) Chinese 24 F Postgraduate student
Jiyao (tutor) Chinese 29 M Postgraduate student
Chaonan (tutor) Chinese 24 F Postgraduate student
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A week before sessions, learners completed a 48-item pre-assessment questionnaire designed to provide
insights into their interests and preferences, enabling tutors to tailor their teaching and initiate
rapport-building conversations. The questionnaire (see Appendix A) comprised five sections: a
demographic section and four established scales measuring WTC, anxiety, motivation, and self-perceived
communicative competence (SPCC). Adapted from White et al. (2021), the demographic section
collected information on age, gender, Chinese learning experience, reasons for learning Chinese,
preferred learning methods, and self-rated proficiency. These variables were chosen based on Elahi
Shirvan et al.’s (2019) meta-analysis, which identified anxiety, motivation, and SPCC as critical factors
influencing WTC.

The WTC scale comprised 15 items (e.g., “Talk with an acquaintance while standing in line in Chinese”),
rated from 0% to 100%. Twelve items were adapted from McCroskey and Baer (1985), and three new
Computer-Mediated Communication (CMC) items were added to reflect the study’s online focus
(Mystkowska-Wiertelak & Pawlak, 2017). Following common practice in L2 WTC research (Maclntyre
& Charos, 1996; Wang, 2019), the same 15 items were used for SPCC and anxiety with modified
instructions. Motivation was assessed with three items reflecting learners’ desires, attitudes, and efforts
(Maclntyre et al., 2003a, 2003b; Oz et al., 2015; Wang, 2019), rated on an 11-point scale (0% to 100%).
The WTC scale and demographic survey provided tutors with a concise snapshot of each learner’s
communicative tendencies and preferences, informing instruction and contextualizing idiodynamic WTC
ratings central to our analysis.

Prior to the SCOLT sessions, learners received an orientation on negotiated curriculum principles,
clarifying their role as active co-constructors. They were encouraged to express preferences regarding
session content, format, activities (e.g., role-plays, debates), and feedback and assessment approaches
while maintaining open communication with their tutors. Tutors attended three standardized workshops
led by a project leader on the SCOLT framework, negotiated-curriculum principles, online teaching skills,
and optional task-based approaches. They then joined a WeChat group for ongoing peer discussion and
practice.

The first session began with an "Ice Breaking" activity, during which tutors and learners introduced
themselves and negotiated future goals and topics. Each session lasted approximately 20 to 25 minutes,
allowing sufficient time for personalized instruction, topic negotiation, and real-time interaction. Tutors
maintained contact with learners through WeChat to revise and finalize session topics, teaching strategies,
and activities as needed. Chinese and English were used flexibly during negotiations, depending on
learners’ language proficiency and communicative preferences. Table 2 provides an example of
negotiated topics for Ella and Yating.

To capture WTC fluctuations, the idiodynamic method was combined with session-based WTC scales
(See Appendix B). WTC was operationalized as learner’s moment-to-moment self-perceived readiness to
initiate, sustain, or withdraw from spoken interaction. Second-by-second changes were tracked using the
idiodynamic method, which captures real-time fluctuations in affective variables by having participants
rate their responses while reviewing recorded interactions and engaging StRI (MacIntyre & Gregersen,
2022). Following three designated sessions, learners and tutors independently rated the learner’s WTC
within 48 hours using the Anion Variable Tester 2 (AVT2) software.

Prior to rating, participants were introduced to the operational definition of WTC (see Appendix C) and
trained with practice videos to ensure consistency and familiarity with the procedure. This training
enabled learners to explicitly use the term “WTC” when reflecting on their communicative experiences
during rating and StR1. Given that the Chinese term yi yuan (& /& “inner wish or hope”) often implies
preference rather than readiness, both the English and Chinese definitions were provided side by side, and
participants were reminded that WTC denotes preparedness to enter into interaction. AVT2 enabled
participants to review Zoom-recorded sessions and generate dynamic visualizations and spreadsheets
linking ratings to precise timestamps. These outputs enabled detailed, moment-by-moment analysis of
WTC fluctuations (see Figure 2 for an example).
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Table 2

Negotiated Topics for Ella’s Sessions

Sessions Topics

Session 1 Self-introduction

Session 2 Travel: countries Ella had visited
Session 3 Movie types

Session 4 Introducing two favourite movies
Session 5 Discussing the movie Titanic

Session 6 Titanic continued: “If Jack had survived”
Session 7 Spring festival in China

Session 8 Zodiac and learning a Chinese song
Session 9 Introducing Christmas and the Maori* new year
Session 10 Planning an NZ trip for a friend

Note. * Maori are the indigenous people of Aotearoa New Zealand, known for their rich cultural traditions, language
(te reo Maori), and strong connection to the land.

To explore reasons for WTC fluctuations, StRI were conducted. In these interviews, participants reviewed
selected video segments and their WTC graphs to reflect on factors influencing their communicative
behavior. Sessions were informed by transcripts highlighting points of interest based on WTC graphs and
participant input. Participants used these segments to explain patterns of rising or falling WTC, which
were cross-referenced with ratings and tutor observations to support interpretation.

Figure 2
Screenshots of Second-by-second WTC Visualizations and Corresponding Spreadsheet Data Generated
by AVT?2
This program was generated by Anion Variable Tester V2.
Created on 3.25 for subject Ella
5
4
3 Time WTC
2 1535 0
1 1536 0
1537 0
0 1538 1
. ]{003’3 AN S R ) 1539 2
ENEENENENEN 1540 2
1541 3
-3 1542 3
4 1543 0
15'44 -1
-5 15'45 -1

Extract of Ella’s output graph (Time 15’35 -15°59)

The idiodynamic rating data in a spreadsheet
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Learners also kept reflection journals documenting instances of willingness or reluctance to communicate
and their perceived influences such as topic relevance or tutor interaction. Journal entries were reviewed
and coded to identify recurring themes and patterns, allowing tracking of WTC fluctuations across
sessions and within specific moments. Journal data were later triangulated with AVT2 visualizations and
StRI responses to enhance interpretation.

Data Analysis

SCOLT session recordings and StRI transcripts were transcribed using InqScribe with detailed
timestamps. As the tutorials were conducted primarily in Chinese, transcriptions were made in Chinese
and translated into English, with two native-speaking researchers independently verifying translation
accuracy.

To analyze WTC dynamics, session talk was mapped against idiodynamic ratings to capture second-by-
second shifts in WTC. Ratings were aligned with session transcripts using superscript markers, enabling
fine-grained dialogue analysis. The ratings were scaled segment length following Khatereh and Elahi
(2020). Triangulation incorporated screenshots from corresponding video moments and summary insights
from StRI alongside transcripts and rating data (see Figure 3 for the analytic procedure).

Video data were analyzed using four data sources: (a) WTC bitmap graphs from AVT2, (b) numerical
ratings, (c) verbatim transcripts, and (d) StRI comments from learners and tutors. Moments of notable
change in WTC (e.g., sharp rises or drops) were pre-identified by the researcher and discussed in StRI,
allowing participants to explain these changes while watching the corresponding video segments. These
interpretations were supported by tutor perspectives and cross-validated by comparing self- and tutor-
generated data.

Figure 3

Multimodal Analysis of WTC Fluctuations Using Ratings, Transcript, and Recall Data

WTC bitmap graph and numerical data
(Session TS6, Time: 1'37-2'15)

Dialogue transcription, translation, WTC
rating superscript, and video screenshot

Tony’s account in StRI
Increased WTC: the effect of map,
personal interest, and self-confidence.

No. | Speaker | Dialogue, WTC rating

1 |Jiyao | STLAZEI 7597 (Can you see it?)

2 |Tony RBEPTO, (Isawit)

3 |Jiyao B, BER'RAN ERETOBE? (Oh, where did

we go in our class yesterday?)

Yeah, it increased a lot, because | guess initially, | got one
of those questions wrong. But then as soon as | could
start getting more and more answers right, or | could,
all those pictures popped up and | knew what | could
it all. | was very confident, so | wanted to

BBE°? (Hmm, yeah, went to Chengdu, | am in
Chengdu, where are you?)

6 |Tony O, {RERLER®. (Uh, you are in Chengdu)

7 |Jiyao 033, REMB? {53, EWE?? (Ah, where are
you, you, where are you?)

4 |Tony WEEROR, RN, iHROM, HchongE . N
F# (Uh, we planned to go‘[o Chengdu speak basically. Yeah, that's pretty much the crux, |
yesterday. ) was confident and my ability to answer his question
5 [yeo [M. M. mEmaE. ms. RERAP. 6% | | things.

So, it is good because... | guess even going a little bit
deeper,...just the fact that it's a picture, visual way of
learning. | mean, immediately | have an interest and my

T R LEEE, BY ' Auckl 2 (Oh, 1, . . . .

8 [Tony fjﬂ.o,iif ,,ﬁuczﬁﬂ)ﬂt #!Auckiand? (Oh job is flying, used to be anyway, flying around world and
09 T3 173 55 5 : so, as so.on as | see a map, it peaked up. my own
o 123 o 124 157 0 BEXRSEET! ! 1! 1! personal interest and then when he was talking about
111 144 0 125 1's8 0 & - U Chinese. And when we were talking about this subject
112 1'45 0 126 1's9 0 . - and that | was also interested in it, | was already very
113 1'46 o 127 2'00 Y B * engaged and wanted to speak and talk about it. It was
14 147 0 128 201 o S not like | don’t know, um, just any random picture or
s a8 1 P2 2_02 s A some picture that did not really mean anything to me.
116 149 0o 130 2'03 0 - =
117 1'50 1 131 2'04 1 )
118 151 0 132 2'05 2 Pictures help me a hell a lot more and then | guess
119 1's2 0o 133 2'06 3 reading words, | mean | think that's one of the things why
120 1's3 0 134 2'07 3 & | have kind of grown to love learning Chinese language or
121 154 1135 2'08 3 especially hanzi, it is because it is to me, it is just the
122) 155 1] @36 209 2 pictures, so | find it easy to learn to read hanzi.
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Quantitative WTC ratings were used to visualize moment-to-moment and session-to-session changes,
contextualized by learner profiles from the background questionnaire. For qualitative data, thematic
analysis following Braun and Clarke’s (2022) approach examined how negotiated curriculum features
interacted with WTC. The process began with familiarization and open coding of StRI and learner
journals, allowing unanticipated themes to emerge. These codes, such as emotional connection, topic
relevance, tutor sensitivity, or hesitation were iteratively reviewed and clustered into broader categories
reflecting recurring influences on WTC. Clustering involved comparing codes for conceptual similarity
and co-occurrence, grouping them under provisional categories, which were collaboratively refined into
the overarching themes reported in the Results section (e.g., rapport building, continuous feedback and
adaptation, and integration of meaningful topics). The codes were linked to corresponding segments in
AVT?2 visualizations and session transcripts, allowing triangulation between self-reported perceptions,
observable behavior, and WTC shifts. Two researchers independently coded the data, resolving
discrepancies through discussion to arrive at a shared thematic framework grounded in qualitative and
quantitative indicators.

Figure 3 demonstrates how different data types were integrated to analyze moment-to-moment WTC
changes. For example, the 2'03 to 2'15 segment shows a clear WTC peak in the bitmap graph,
corresponding directly to the numerical data. The adjacent transcript reveals the interactional content—
what was said, by whom, and how the exchange unfolded. Superscript numbers align each utterance with
its WTC rating, pinpointing turns of talk that may have triggered the increase. The embedded screenshot
shows a virtual flight map from NZ to Chengdu, China. Because Tony is a pilot, this visual cue evoked a
strong emotional and personal connection, stimulating his intention to communicate. Finally, the blue-
highlighted codes from Tony’s StRI provide first-person insights into this increase, noting that the map
activated his aviation interest and created familiarity and excitement. Together, these data layers—
quantitative ratings, transcript, visual prompt, and reflective narrative—produce a nuanced understanding
of what drives WTC changes, showing not just when they occurred, but how and why.

Results

The findings emerged from the multimodal and thematic analysis described in the data analysis and
illustrated in Figure 3. Learners also kept reflection journals documenting instances of willingness or
reluctance to communicate and their perceived influenced such as topic relevance or tutor interaction.
Journal entries were reviewed and coded to identify recurring themes and patterns, allowing tracking of
WTC fluctuations across sessions and within specific moments. Journal data were later triangulated with
AVT?2 visualizations and StRI responses to enhance interpretation.

Themes were developed through the integration of transcript data, AVT2-generated WTC ratings, StRIs,
and learner journals. These sources enabled fine-grained, moment-by-moment analysis of communication
behavior and its affective and contextual drivers.

RQ1: What patterns of interaction emerge between features of the negotiated curriculum
and learners’ WTC in one-on-one online language tutorials?

Three key features of the negotiated curriculum were frequently associated with heightened WTC:

(a) rapport building, (b) dynamic feedback and adaptation, and (c) integration of relevant and engaging
topics with authentic language use. These elements interacted dynamically with learner agency and tutor
responsiveness.

Rapport Building

Rapport building refers to the establishment of a trustful, understanding, and mutually respectful
relationship between tutors and learners, which provides a foundation for effective communication
(Dornyei & Murphey, 2003). In this study, rapport developed through warmth, shared humor, mutual
interest, and a shift toward a more equal tutor—learner dynamic.
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This was especially evident in Ella’s sessions with her tutor, Yating. AVT2 visualizations revealed a clear
upward trend in her WTC by Session 3, coinciding with a humorous exchange about movie preferences:

1 now feel much more comfortable communicating in Chinese with Yating... our lessons feel
much more like a natural conversation. (EJ3)

In her StRI, Ella explained how Yating’s laughter and responsiveness encouraged her to speak more
freely, without overthinking mistakes. This triangulated evidence—rising WTC scores, transcript
segments, and reflective comments—illustrates how rapport was actively co-constructed and directly
supported increased WTC.

Vicky’s reflection similarly showed that rapport extended beyond comfort to reciprocal learning. She
enjoyed sharing aspects of life in NZ that were new to her tutor, explaining:

1t’s not just me learning from Yating, maybe I can tell something to Yating which she has not
heard about, and it’s related to New Zealand. (VS6)

The roles reversal helped reposition as a contributor rather than just a recipient, reinforcing her agency
and encouraging communication. These cases highlight how rapport—built through mutual curiosity and
personalized exchange—created a relational environment that fostered communicative confidence.

Continuous Feedback and Adaptation

The analysis revealed that continuous feedback and adaptation were central to the co-evolution
of learners” WTC. This iterative process allowed tutors to adjust teaching approaches as learner
needs changed, while learners gradually took more ownership of their learning. As rapport
deepened, learners became more comfortable with the negotiated curriculum, and their WTC
became more stable over time (see Figure 4).

Figure 4

Four Learners’ Session-WTC Over the SCOLT Project

Session-based
WTC rating

Session number

Learners” WTC shifted from initial fluctuation—due to unfamiliarity with tutors and the
one-on-one format—to more consistent levels. This stability reflected growing rapport, increased
agency, and responsive tutoring. Tutors regularly adjusted session content, task formats, and
interaction styles based on learner input and observed needs, supporting engagement and WTC.
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One example occurred when Vicky’s interest in Tibet emerged during Sessions 4-5. She and
Yating co-constructed an interview-style task, shifting not only the content (Tibet) but also the
task format (simulated interview), learning focus (cultural exploration and question formation),
and interactional style (more reciprocal and dialogic). Vicky drafted questions using session
vocabulary, and this format extended into later sessions. Her investment in the task and
appreciation of feedback reflected heightened WTC and engagement.

Figure 4 also shows Ella’s WTC rose sharply from Session 5 to 6. In Session 5, discomfort
around greetings, vocabulary retrieval, and doubts about activity usefulness lowered her WTC.
Through reflection and StRI, she identified these issues and, in Session 6, greeted the tutor
proactively, reframed vocabulary review as useful, and adopted flexible communication
strategies, leading to renewed confidence and a WTC boost.

Tony’s WTC dipped in Session 6 after a mismatch in communicative intention. A brief question
about Chinese character writing led to a lengthy explanation from Jiyao, who misread Tony’s
cues. Tony later explained he had wanted to move on. Reflecting on this episode in his StRI and
journal, Jiyao adjusted his approach and prepared visual aids for Session 7, in which he tailored
the explanation more clearly. Tony appreciated Jiyao’s adaptation and reported higher WTC,
noting the tutor’s responsiveness to his communication needs.

Another gesture from Jiyao —sending to Tony a video of himself playing and singing a
Christmas song—highlighted tutor’s sensitivity to learner context. Tony, surprised and touched,
described how this personal gesture made him feel more connected and prompted him to initiate
vocabulary-related questions:

I was most WIC at the start of this lesson. JiYao sent me a video to wish me Merry
Christmas. ...When [ found out it was him playing the piano and singing, this really
surprised me... and prompted me to ask questions for more vocabulary. (TJ9)

Integrating Relevant and Engaging Topics with Authentic Language Use

In this study, integrating relevant and engaging topics with authentic language use involved
designing activities that mirrored real-world contexts, enabling learners to share personal stories
and participate in meaningful interactions. This learner-centered approach capitalized on
learners' interests and fostered deeper emotional engagement, linked to greater readiness to
communicate.

A compelling example comes from Tony's reflections on a session where he shared photos of his
farm and the buildings he had constructed. Tony’s emotional connection to the topic drove his
WTC. Despite linguistic challenges, Tony was determined to share the story behind a water tank
he had built:

Even though I did not know how to say it, I was so excited to share this information...
because I am so emotionally attached to it, I guess. I don’t care if I don’t know how to
say it, I just wanted to say something. (TJ10)

Tony contrasted this with previous traditional teacher-dominated classes focused on vocabulary
and grammar:

This is a more fluid lesson... it definitely made me more interested in speaking Chinese...
because you are talking about your real-life situation... it has more context and meaning.
(TS10)
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This highlights a key feature of the negotiated curriculum: integrating context and meaning
through real-life topics, fostering emotional investment and deeper engagement. By prioritizing
learners’ experiences and authentic communication, tutors created opportunities that were
engaging and personally meaningful, enhancing WTC and language acquisition.

In final reflections, learners contrasted the SCOLT experience with traditional, multi-learner
classrooms. Ella noted that the one-on-one format supported “mutual communication”, shifting
from teacher-led instruction toward more reciprocal interaction. Tony emphasized that the
sessions felt more personally relevant and interactive than his previous experiences. These
comparisons show how the individualized, negotiated curriculum not only drew on personal
experiences but also removed constraints typical of traditional classrooms, further enhancing
WTC

RQ2: What challenges do tutors and learners experience in co-constructing a negotiated
curriculum, and how do these challenges interact with learners’ WTC?

The analysis reveals three key challenges: the persistence of pre-conceived instructional
approaches, the misinterpretation of learners' needs, and the lack of preparedness for learners'
evolving roles in co-constructing the learning process.

Persistence of Pre-conceived Instructional Approaches

Despite the SCOLT framework advocating a negotiated, learner-centered pedagogy, some tutors
displayed traces of teacher-centered approaches. These tendencies may stem from ingrained
pedagogical habits, with tutors often acting as knowledge transmitters rather than facilitators.
This shifted the focus away from learners, disrupting negotiation and causing temporary drops in
WTC. In Session 2 with Ella, Yating largely controlled the session through Initiation-Response-
Feedback (IRF) exchanges, hindering the spontaneous interactions central to SCOLT. Realizing
this, she later facilitated more natural conversations, removing the “classroom-like” atmosphere
and supporting co-constructed meaning. Similarly, in Session 3, Chaonan admitted to dominating
interaction while sharing photos with Dan, limiting reciprocal dialogue.

Another example comes from Tony’s session with Jiyao, where a task-focused approach
disrupted the negotiated nature of the lesson. Jiyao failed to provide a clear session overview,
leaving Tony uncertain about its purpose. While learning vocabulary related to emotions, Tony
initially felt curious but later disengaged, describing the vocabulary as “random and not
meaningful”. He suggested that a co-constructed introduction would have improved his
engagement:

If he opened with saying, ‘We are gonna tell each other’s stories about happiness and
sadness,’ then I will like, oh, okay, so I know what we are doing now... I think I would
have been more engaged. (TS2)

These examples show that lingering teacher-centered habits—such as structured IRF patterns,
one-way information sharing, and insufficient scaffolding—undermined the learning process and
affected learners’ WTC.

Misinterpreting Learners' Needs, Interests, and Difficulties

A critical element of the negotiated curriculum is accurately identifying and responding to
learners' immediate learning needs, interests, and difficulties. However, the data revealed this
was challenging, with tutors at times misinterpreting or overlooking learners' preferences,
leading to misaligned activities, decreased engagement, and reduced WTC. Learners who felt
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misunderstood perceived the environment as irrelevant or unresponsive, which negatively
impacted their WTC.

For instance, in Session 6, a misalignment occurred between Jiyao’s interpretation of Tony’s
interest and Tony’s actual feelings. When Jiyao asked, “Why do you think a panda is cute?”,
Tony’s WTC dropped noticeably around 6’53 (see Figure 5). While Tony laughed nervously,
Jiyao perceived this as enjoyment. Tony later explained it masked his uncertainty and
discomfort.

Figure 5

Tony and Jiyao’s WTC Ratings for Tony in a Segment of Session 6 Conversation

participants | Reasoning

Tony At that point, you can hear me laugh there. It's more like a

/\ nervous laugh, like 'oh man, I don't know how to say this'".
0 - __V\ L But I am gonna try to make it up anyway...I guess a little
tobw \‘\/\_/ R " bit low interest subject on top of that (TS6)

so, you could see from his expression that he was still
quite happy to share this memory of the panda (JS6)

This illustrates how assumptions about what learners find engaging can sometimes misalign with
their actual interests, temporarily disrupting learning. While topics are negotiated based on
learners’ broad preferences, sub-topics—such as pandas in this case—may fail to resonate.
Tony’s experience highlights how even minor inconsistencies in topic selection can impact
WTC. This misinterpretation points to the challenges tutors face in reading learners’ non-verbal
cues and interpreting them accurately.

Another challenge was identifying instances of low WTC caused by uncontrollable factors.
Internal conditions such as fatigue or anxiety, and external factors like the physical environment,
can significantly impact WTC. For instance, Ella often felt exhausted from juggling work, study,
and research tasks. Similarly, In Session 4, Tony felt restricted and embarrassed speaking
Chinese in a cafeteria. These examples emphasize the importance of tutors developing awareness
and pedagogical strategies to interpret and respond to these challenges effectively.

The Lack of Preparedness for Learners' Evolving Role in Co-constructing the Process

The third key challenge lies in demanding the negotiated curriculum places on learners. Unlike
traditional learning contexts, where content is predetermined by textbooks or teachers, the
negotiated curriculum requires learners to take initiative, co-construct their learning, and adapt
continuously—roles many were unprepared for.

The data from this study revealed that, at the beginning of the process, learners struggled to grasp
the concept of negotiated learning. For instance, although all tutors asked learners to provide a
list of topics they wished to explore, none submitted their own lists after Session 1. Instead, they
expressed a general desire to improve their language skills but were unsure what specific topics
to propose. This hesitation indicates that learners were not initially ready to take on the role of
co-constructors or negotiators in the learning process. Over time, however, learners gradually
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began to articulate their preferences and demonstrate initiative, contributing more actively to
discussions and shaping the learning content to align with their interests.

In this one-on-one learning context, learners also bore greater responsibility than in traditional
classrooms, where the learning load is shared among peers. The negotiated curriculum demands
that learners adapt, reflect, and strategize continuously to navigate the dynamic process
successfully. This responsibility introduces unique challenges, including cognitive, linguistic,
affective, and socio-cultural demands, which require learners to engage actively and respond to
their tutors using various strategies.

Ella, for example, struggled initially with code-switching, cultural appropriateness of greetings,
and grammar accuracy, which heightened her anxiety and reduced her WTC. Similarly, Tony
reported feeling overwhelmed and fatigued during a task creating a three-day trip schedule:

Around 20 minutes into the lesson I was making a lot of mistakes and struggling to keep
up with Jiyao on making a schedule. ... I had to keep talking to fill in the schedule. As 1
was consistently being asked... I was getting tired my WTC was getting low.” (TJS)

Although Tony continued to answer questions, he did so out of obligation rather than genuine
engagement. In other words, his continued participation exemplified high engagement but low
WTC, underscoring that WTC is not synonymous with observable involvement. The cognitive
and emotional demands of understanding instructions, formulating responses under time
pressure, and coping with frequent errors left him frustrated and drained, ultimately lowering his
WTC.

Discussion

The findings suggest that features of the negotiated curriculum often co-occurred with increases
in learners’ WTC, alongside elements such as rapport-building, topic relevance, and emotional
engagement. While the small-scale of this study calls for caution in drawing broad conclusions,
the data provide rich, context-sensitive illustrations of the complex, dynamic interactions shaping
WTC in one-on-one online settings. These patterns are best understood as emergent, reciprocal
processes shaped by multiple interacting influences, consistent with CDST principles. Such
factors promoted learner agency and emotional investment, contributing to a more stable WTC
over time. The one-on-one synchronous context uniquely supported immediate and focused
negotiation of learner needs, preferences, and interests, enabling deeper interpersonal
connections and real-time adjustments critical in sustaining learner WTC and communication
confidence.

However, implementing a negotiated curriculum presented challenges, including teachers’
persistence in teacher-centered approaches, difficulties in accurately identifying learner needs
and interests, and the increased responsibility on both tutors and learners to sustain interaction.
These dynamics support the CDST’s view of co-adaptation among system components, where
shifts in one agent's behavior (e.g., tutor responsiveness) dynamically affect others (e.g., learner
WTC). Within this exploratory study, the findings highlight the negotiated curriculum as a
promising approach for influencing WTC, particularly when paired with the flexibility of the
one-on-one tutorial context, while acknowledging the dynamic and fluctuating nature of WTC
and the challenges inherent in implementation.

Rapport-building emerged as foundational, aligning with studies emphasizing the importance of
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tutor-learner relationships in shaping communicative readiness (Chang, 2018; Liu & Littlewood,
1997). In the SCOLT environment, the personalized nature of one-on-one sessions deepened
rapport, enabling trust and creating a safe space for learners to express themselves. This rapport
increased learners' comfort and facilitated more effective negotiation of learning content,
enhancing WTC. These findings advance frameworks of negotiated curricula (Breen &
Littlejohn, 2000), showcasing their potential in one-on-one online environments.

Dynamic feedback and adaptation appeared to play an important role in supporting WTC. Tutors
leveraged the flexibility of one-on-one interactions to adjust in real time to learners’ evolving
needs. This iterative process created a responsive, learner-centered environment, encouraging
consistent communicative efforts. Personalized guidance and feedback reduced learner stress
during frequent speaking opportunities and fostered a relaxed communication style, aligning with
Zhang’s (2018) findings on teaching styles shaping WTC. From a CDST perspective, these
feedback loops represent non-linear, self-organizing behavior—where minor shifts in tutor
strategies or task structure led to disproportionate changes in WTC. In the SCOLT setting, the
negotiated curriculum appeared to enhance learner fit by aligning instruction with linguistic
needs, interests, and proficiency levels, reflecting the authenticity principle (Murray &
Christison, 2014).

These findings align with prior research on the affordances of digital environments. Game-based
studies by Reinders and Wattana (2012, 2014, 2015) show that immersive, task-based interaction
can lower affective barriers and increase WTC. While such studies emphasize collaborative,
play-oriented formats, this study highlights how WTC can also emerge through dynamic co-
adaptation in structured yet flexible one-on-one tutorials. Unlike game-based settings, which
often emphasize implicit learning and peer interaction, this format centers on real-time
negotiation and tutor responsiveness, providing an alternative pathway toward increased learner
WTC and autonomy in technology-enhanced contexts.

Integrating personally meaningful topics appeared to support the emergence of WTC. Learners’
WTC peaked when discussing topics aligned with their interests or experiences, such as cultural
festivals or personal achievements. Such topics were relevant and emotionally engaging,
fostering ownership and intrinsic motivation. When aligned with learners' interests and authentic
language use, learners became the driving force of communication, resembling the benefits seen
in student-led activities. This echoes Orug’s (2024) findings that meaningful activities enhance
speaking skills, encourage spontaneous communication, and boost self-confidence.

Despite these benefits, ingrained teacher-centered practices hindered curriculum negotiation,
reflecting the difficulty of shifting from authoritative knowledge transmitters to facilitators of co-
construction. Walsh (2006) notes how teacher dominance in interactions can inhibit meaningful
learner contributions, particularly in one-on-one online settings where tutor influence is
amplified. This study extends prior research by demonstrating how even subtle control—such as
over-structuring dialogue or insufficient scaffolding—can disrupt learner-centered dynamics and
reduce WTC.

Another challenge lies in accurately identifying and responding to learners’ needs, interests and
difficulties in real time. Misinterpreting verbal or non-verbal cues can misalign activities with
learner expectations, undermining engagement and WTC. This aligns with MaclIntyre et al.’s
(1998) model, which identifies task relevance and emotional states as key determinants of WTC.
This study emphasizes the complexity of interpreting learner preferences in dynamic, unscripted
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interactions, particularly in online contexts where reduced visual cues, technical disruptions, and
lack of shared physical space compound the difficulty. These findings call for a nuanced, learner-
sensitive approach, emphasizing the importance of adaptability and interpretive skills among
tutors.

The negotiated curriculum also places considerable demands on learners, requiring them to
assume active, co-constructive roles often unfamiliar due to prior passive learning experiences.
This study reveals the multifaceted challenges in transitioning to this role, including managing
linguistic, cognitive, and socio-cultural demands, especially in one-on-one contexts where the
absence of peer support increases their responsibility. Littlewood’s (1999) advocacy for
scaffolded autonomy provides a valuable lens to interpret these findings, emphasizing the need
for structured support to help learners navigate this shift. Unlike studies on group environments,
this study illustrates the heightened challenges in individualized settings and offers insights into
how tutors can better support learners’ agency development. These adaptive struggles reinforce
the CDST view of learning systems as evolving entities reliant on mutual adaptation rather than
fixed instructional trajectories.

Conclusion, Implications, and Limitations

This study highlights how negotiated curricula may support and interact with learners’ WTC in
one-on-one synchronous online language learning contexts, as part of a broader system of
dynamic influences. Key features included rapport building, negotiated pedagogical design (e.g.,
content structure, activity formats, and instructional style), and continuous feedback, all of which
co-occurred with increases in WTC. These features, interacting with learner agency and
contextual affordances, appeared to contribute to a more engaged and communicative learning
environment. Importantly, these findings are illustrative of nuanced, context-dependent dynamics
in personalized digital learning environments and are not intended to be generalized. Despite the
benefits, challenges such as ingrained teacher-centered approaches, misinterpretation of learners'
needs, and learner unpreparedness emphasize the need for deliberate strategies to support tutors
and learners in curriculum co-construction. These patterns resonate with CDST’s principles,
particularly the role of non-linear interactions and continuous adaptation in shaping learning
outcomes. By extending existing SCOLT studies, this research systematically contributes to
understanding learner-tutor negotiation in online L2 instruction.

While based on a small-scale exploratory study, the findings extend the theoretical framework of
negotiated curricula by demonstrating its applicability in one-on-one synchronous online
contexts. They align with CDST by illustrating the dynamic interplay between learner agency,
tutor scaffolding, and technological affordances in shaping WTC. The emergent nature of WTC,
influenced by personalized and responsive curriculum negotiation, contributes to broader
discussions of learner-centered pedagogies. In particular, the interplay between learner agency
and tutor responsiveness offers tentative insights into how flexible, co-constructed approaches
might inform localized adaptations of traditional models, including adjustments to pacing,
materials, and assessment.

From a pedagogical perspective, the study may provide practical insights for tutors and learners
in similarly personalized, one-on-one online environments. Tutors might need to prioritize
rapport building and actively involve learners in co-constructing topics and tasks that align with
their interests and goals. Training for online tutors may emphasize strategies for interpreting
learner signals and developing adaptive teaching practices. Platforms supporting synchronous
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online learning should integrate tools that facilitate dynamic feedback and real-time negotiation
of learning content. Learners, in turn, may be encouraged to articulating their goals, preferences,
and challenges clearly. Reflective practices and initiative in suggesting topics or tasks can help
learners co-construct curricula that foster engagement and communicative growth.

Future research could investigate the long-term impact of negotiated curricula on language
proficiency and the sustainability of WTC beyond structured tutorial sessions. Research
exploring the scalability of negotiated curricula in group settings and diverse online
environments might provide additional insights into its broader applicability. Moreover,
examining the role of emerging technologies, such as Al-driven personalization tools, in
facilitating negotiation and feedback processes may further enrich this field of study.

This study is limited by its small sample size and its focus on a specific one-on-one online
learning context, which constrains generalizability. However, its strength lies in the depth of
analysis and its contribution to understanding emergent learner-tutor dynamics through a CDST
lens. Although this study focuses on one-on-one synchronous online Chinese tutorials—a niche
but growing educational format—the findings may cautiously inform other personalized settings,
such as tutoring, small-group instruction, or virtual exchanges. The focus on intermediate and
advanced learners also excludes challenges faced by lower-proficiency learners. While
participants came from diverse cultural and linguistic backgrounds (e.g., English, Ukrainian), the
study did not systematically examine cultural differences, which may have influenced learner-
tutor interaction patterns. Lastly, the use of intensive self-assessment of tools (e.g., idiodynamic
ratings, journals, and stimulated recall interviews) may have subtly heightened learners’
awareness of their communicative behaviour, potentially reinforcing WTC. Future research
might balance self-reports with objective behavioural indicators (e.g. speech output or
turn-taking).
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Appendix A. Learner Questionnaire

Part 1: Language Profile

Please complete this questionnaire to help us understand your experience learning Chinese. This will
assist tutors in supporting your learning.

1. Name: Gender: Male / Female Age:

(Your name will not appear in research outputs; data is anonymized but matched with your tutor.).)
2. What is your mother tongue? Have you learnt any other languages (apart from your mother
tongue and Chinese)? Yes/No. If so, which?

3. Are you a student? If so, what is your current major? And minor?

4. Are you involved in what kind of profession, career or work? What kind of profession, career

or work do you envisage for yourself in the next five years? In an ideal world, what kind of work
would you like to do?

5. Have you ever visited a country where Mandarin is the main language? Where? For how long?

6. How important to you are the following reasons for learning Chinese?

Circle a number for each option in order of its importance for you.

4 = very important
3 = important
2 = may be important,

I am studying Chinese... sometimes, but not often

1 = not important at all

a  |Because I am interested in the Chinese language 1 2 3 4

b  [Because I am interested in Chinese culture 1 2 3 4

c |because I have friends who speak Chinese 1 2 3 4
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d  |because it will be useful for my present 1 2 3 4

(or future) employment

e [because I would like to get to know Chinese people 1 2 3 4

f |because I want to travel to China 1 2 3 4

g |Other reasons:

7. How long have you already learnt Chinese? What was your previous experience of learning
Chinese?
8. Would you describe yourself as extrovert, introvert or neutral?

9. Have you studied by distance before? If so, which subjects?

Part 2: Willingness to communicate (WTC) SCALE in Chinese

Directions: WTC is the most basic orientation toward communication. Almost anyone is likely to
respond to a direct question, but many not continue or initiate interaction. This instrument measures your
willingness to initiate communication. If you are willing to communicate, it means you feel comfortable
and ready to enter into an interaction with the person you are talking to (in this case, your online tutor). It
means that you are willing to participate — you are happy to listen and try to understand what they are
saying, and then to say something in Chinese in response, and you feel comfortable about that. The
questionnaire I will ask you to fill in is trying to find about how you feel in general in the following
situations.

Indicate the percentage (0—100%) of time you would communicate in each situation.

0% Never willing — 100% Always willing
0% 10% 20% 30% 40% 50% 60% 70% 80% 90% 100%
Never willing Sometimes willing Always willing

Present a talk to a group of strangers in Chinese.

Talk with an acquaintance while standing in line in Chinese.
Talk in a large meeting of friends in Chinese.

Talk in a small group of strangers in Chinese.

Talk with a friend while standing in line in Chinese.

Talk in a large meeting of acquaintances in Chinese.

Talk with a stranger while standing in line in Chinese.

Present a talk to a group of friends in Chinese.

o © N kWD =

Talk in a small group of acquaintances in Chinese.
10. Talk in a large meeting of strangers in Chinese.

11. Talk in a small group of friends in Chinese.
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12. Present a talk to a group of acquaintances in Chinese.
13. Use computer-mediated communication to address an acquaintance in Chinese.

14. Use computer-mediated communication to address my acquaintances as well as strangers in
Chinese.

15. Use CMC to address whoever is interested in what I want to communicate in Chinese.

Part 3: Self-Perceived Communication Competence (SPCC) Scale

Please indicate how competent you believe you are to communicate in each of the situations
described below. In this scale, I am asking you to think about how well you believe you can do
it, not how willing you would be.

0% Completely incompetent — 100% Competent
0% 10% 20% 30% 40% 50% 60% 70% 80% 90% 100%

Completely incompetent Moderately can do competent

1. Present a talk to a group of strangers in Chinese.
. Talk with an acquaintance while standing in line in Chinese.
. Talk in a large meeting of friends in Chinese.

. Talk in a small group of strangers in Chinese.

2
3
4
5. Talk with a friend while standing in line in Chinese.
6. Talk in a large meeting of acquaintances in Chinese.
7. Talk with a stranger while standing in line in Chinese.
8. Present a talk to a group of friends in Chinese.

9. Talk in a small group of acquaintances in Chinese.
10. Talk in a large meeting of strangers in Chinese.

11. Talk in a small group of friends in Chinese.

12. Present a talk to a group of acquaintances in Chinese.

13. Use computer-mediated communication to address an acquaintance in Chinese.

14. Use computer-mediated communication to address my acquaintances as well as strangers in
Chinese.

15. Use CMC to address whoever is interested in what I want to communicate in Chinese.

Part 4: The Chinese Speaking Anxiety SCALE

DIRECTIONS: Please indicate how much you agree with the following when communicating in Chinese.

0% 10% 20% 30% 40% S50% 60% 70% 80% 90% 100%
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not at all Slightly Moderately Extremely

anxious anxious anxious anxious

1. Present a talk to a group of strangers in Chinese.

Talk with an acquaintance while standing in line in Chinese.
Talk in a large meeting of friends in Chinese.

Talk in a small group of strangers in Chinese.

Talk with a friend while standing in line in Chinese.

Talk in a large meeting of acquaintances in Chinese.

Talk with a stranger while standing in line in Chinese.

Present a talk to a group of friends in Chinese.

A S AT S

Talk in a small group of acquaintances in Chinese.

10. Talk in a large meeting of strangers in Chinese.

11. Talk in a small group of friends in Chinese.

12. Present a talk to a group of acquaintances in Chinese.

13. Use computer-mediated communication to address an acquaintance in Chinese.

14. Use computer-mediated communication to address my acquaintances as well as strangers in
Chinese.

15. Use CMC to address whoever is interested in what I want to communicate in Chinese.

Part 5: Motivation scale

Directions: Please indicate your opinion after each statement that best describes the extent to which you
believe the statement applies to you.

0% 10% 20% 30% 40% 5S0% 60% 70% 80% 90% 100%

Very little Very much

1. IfI were to rate how hard I work at learning Chinese, I would characterise it as:
2. IfI were to rate my desire to learn Chinese, I would say that it is:

3. If I were to rate my attitude towards learning Chinese, I would say that it is:
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Appendix B. Session-based WTC Scale

Please indicate the level of your WTC by circling the number that most corresponds to your

feeling for this SCOLT session.
0 10 20 30 40 50 60 70 80 90 100

Very little Very much

Appendix C. Operational Definition of WTC

Thank you so much for agreeing to participate in this research.

As I mentioned in my information letter, this project is designed to find out about what makes it easy for
learners of Chinese to talk in Chinese, and what might make them not want to communicate. This is known
as willingness to communicate (WTC). 1 am asking about this because many teachers believe that is
important for learners to use their new language in order to learn it well.

Just to make sure that you know what I am asking: if you are willing to communicate, it means you feel
comfortable and ready to enter into an interaction with the person you are talking to (in this case your online
tutor). It means that you are willing to participate — you are happy to listen and try to understand what they
are saying, and then to say something in Chinese in response, and you feel comfortable about that, or if you
feel a little bit anxious, you still want to have a go.

We think about this as an overall trait (in general, do you enjoy talking with other people? And as a learner
of Chinese, do you enjoy talking with someone else in Chinese or does it make you feel shy?) We also think
about it in relation to specific tasks you do. Do you feel comfortable when you are talking about yourself
and your everyday life, but maybe not when you are having a formal discussion about something like
climate change, for example?

The first questionnaire I asked you to fill in is trying to find about how you feel in general. When I ask you
to use the idiodynamic software as you watch the recordings of your sessions, [ will be asking about how
you felt in relation to the tasks you did with your tutor, the second kind of WTC.
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