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Motivation in Extracurricular English Classes

Kenneth BROWN
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E-mail: kbrown@fukuoka-edu.ac.jp

Abstract

This study investigated the relationship between English proficiency, class attendance, and
motivation among 73 Japanese university students who joined voluntary, extracurricular
English classes. Participants took a placement test to measure their English proficiency. They
then responded to a survey based on the principles of self-determination theory (SDT) that
measured the following: (1) the degree to which participants felt their psychological needs of
autonomy, competence, and relatedness were being met and (2) the intensity of their
motivation in the four regulatory styles of intrinsic, identified, external, and amotivation.
Pearson correlations () revealed that proficiency had a medium positive effect with intrinsic
motivation and a medium negative effect with amotivation. There were no significant
relationships with any of the intermediary regulatory styles on the self-determination
continuum nor with any of the psychological needs. As for class attendance, a positive
correlation was found only with the psychological need for autonomy.

Keywords: amotivation, autonomy, intrinsic motivation, psychological needs, self-
determination theory

Introduction

Among the many conditions that are necessary to gain proficiency in a second language,
motivation is commonly held by both educators and researchers to be especially important
(Dérnyei, 1998). This opinion is reflected in teachers’ interest into how to increase motivation
among their students (Dérnyei, 2001) and researchers’ investigations into the relationship
between students’ English proficiency and the degree and nature of their motivation.

When it comes to theories of motivation, four have been particularly influential: the
socio-educational model (Gardner, 1985), expectancy-value theories of motivation (Eccles &
Wigfield, 2002; Wigfield & Eccles, 2000), L2 motivational self system (Dornyei, 2009;
Dérnyei & Ushioda, 2013), and self-determination theory (Ryan & Deci, 2000a, 2000b,
2017), which is utilized in this study. Numerous studies have found significant positive
correlations between proficiency and motivation, from the perspective of the socio-educational
model (Brown et al., 2001; Ghanea et al., 2011; Iwamoto, 2011; Liu, 2012; Samad et al.,
2012; Teweles, 1996; Yamashiro & McLaughlin, 2001; Yashima, 2002; Zhang et al., 2020),
expectancy-value theory (Hu & McGeown, 2020; Ogane & Sakamoto, 1999; Schmidt et al.,
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1996), and L2 motivational self system (Ghapanchi et al., 2011).

Another basic, yet very important, principle of language acquisition is time on task,
which is simply the idea that, “The more time learners spend on language learning, the more
they learn” (Nation & Macalister, 2019, p. 58). Logically speaking, higher attendance will
lead to more time on task, which in turn should lead to greater learning gains. In a meta-
analysis with a database of 28,034 university students, Credé et al. (2010) found that
attendance correlates very strongly with both grades and grade point average (G.P.A.), both
of which can reasonably be assumed to reflect learning gains. Presumably, attendance in
second language classes is even more important due to the high amount of active learning
taking place (Hamamci & Hamamci, 2017) as well as the negative implications of losing out
on sequential, developmentally necessary content (Fryer et al., 2018). A study using a pre-
test/post-test design conducted by Hamamci and Hamamci (2017) did indeed find a
meaningful relationship between higher attendance and increased learning among EFL
students.

Considering these findings, educators’ worries about less-than-optimal class attendance
on the part of their students are understandable. Insights into how to increase attendance
could be provided by a better understanding of students’ motivation or lack thereof (Fryer et
al., 2018). Conversely, due to its volitional nature, rate of attendance also provides a glimpse
into students’ motivation (St. Clair, 1999).

This study involves university English classes that, in direct contrast to typical English
classes at the tertiary level in Japan, were voluntary, extracurricular, and non-credit bearing.
This natural experiment provided a couple of unique opportunities in terms of looking at
motivation. Firstly, in such an environment, motivation might interact differently with
proficiency from how it might within a required English class. Secondly, as Fryer et al. (2013)
point out, addressing whether or not courses are required is essential when researching
attendance. For example, in Fryer et al.’s (2018) study, the mandatory attendance rule of at
least two thirds of the classes was acknowledged to be a contributing factor to the high mean
for attendance. In the present study, it was thought that attendance rates stripped of the usual
confounding factors of minimum attendance requirements to pass the course as well as credit
requirements to graduate would be a more authentic reflection of underlying motivation. The
motivational framework through which this study looks at these issues is that of self-
determination theory (SDT).

Self-Determination Theory

According to SDT (Ryan & Deci, 2017), the satisfaction of the three basic psychological
needs of autonomy, competence, and relatedness is essential in order to nurture and sustain
humans’ natural pursuit of psychological growth, social engagement, and general well-being.
Autonomy refers to actions taken of one’s own volition due to their congruence with one’s

own interests and values. Competence concerns the need to feel capable and effective when
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taking part in activities that are important in one’s life. Relatedness refers to one’s sense of
attachment with other people, that is, being cared for by others as well as being significant to
others. Basic psychological needs theory (BPNT), a subtheory of SDT, addresses the ways in
which the satisfaction or frustration of these psychological needs nurtures or hinders
well-being.

SDT recognizes different types of motivation and the impetus behind them (Ryan &
Deci, 2017). Broadly speaking, intrinsic motivation describes doing something for the joy or
satisfaction of doing it, and extrinsic motivation refers to doing something in order to achieve
an outcome separate from oneself. However, where previous research had focused on extrinsic
motivation as being the “pale and impoverished” antithesis of intrinsic motivation (Ryan &
Deci, 2000a, p. 55), SDT recognizes that extrinsic motivation can operate along a continuum
from less to more autonomy (Ryan & Deci, 2000b).

Figure 1
Organismic Integration Theory (OIT) Continuum of Motivation and Their Corresponding Regulatory
Styles, With Loci of Causality

< least autonomous most autonomous
Amotivation Extrinsic Motivation Int_rms'lc
Motivation
Non- External Introjected Identified Integrated Intrinsic
regulation Regulation Regulation Regulation Regulation Regulation
Somewhat Somewhat
Impersonal External Internal Internal

External Internal
Note. Adapted from Ryan and Deci (2017, p. 193).

As illustrated in Figure 1, Organismic Integration Theory (OIT), another subtheory of
SDT, arranges types of motivation and their corresponding regulatory styles along a continuum
(Ryan & Deci, 2000a, 2000b, 2017). On one end is amotivation, or lack of motivation. In the
middle, extrinsic motivation has been divided into four regulatory styles according to the
degree of autonomy involved. Least autonomous of these, and contiguous to amotivation, is
external regulation, which is motivation arising from external rewards, threats, or punishment.
This is the form of extrinsic motivation that has often been contrasted with intrinsic motivation,
particularly in studies conducted by operant theorists. Slightly more autonomous than external
regulation is introjected regulation, which is associated with the avoidance of feeling guilty
or the attainment of ego enhancements such as pride. External regulation and introjected
regulation are considered to have “external” and “somewhat external” perceived loci of
causality, respectively. Next, identified regulation is associated with identifying with the
value of an action because it is useful on a personal level. The most autonomous regulatory
style of extrinsic motivation is integrated regulation, by which a behavior has been consciously
judged to be integral to one’s needs, values, and sense of identity. Identified regulation and
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integrated regulation are considered to have “somewhat internal” and “internal” perceived
loci of causality, respectively. Although integrated regulation and intrinsic regulation are
rather similar in terms of degree of autonomy, the former retains an extrinsic quality in that it
is concerned with the end goal of a behavior as opposed to the joy of doing the behavior itself.

Finally, there is intrinsic regulation at the most autonomous.

Proficiency

The following studies investigated the relationship between motivation from an SDT
perspective and listening proficiency, with often contradictory results. Adapting the language
learning orientations scale (LLOS), which was designed and validated by Noels et al. (2000)
according to the principles of SDT, Vandergrift (2005) found an unsurprising significant
negative correlation between amotivation and listening proficiency, but no correlations with
either extrinsic or intrinsic motivation. Harputlu and Ceylan (2014) also utilized the LLOS;
as with Vandergrift (2005), they found a negative relationship between listening proficiency
and amotivation, but it was not statistically significant. Although, as with Vandergrift (2005),
they found no significant relationship between listening performance and intrinsic motivation,
they did find a relationship between listening performance and extrinsic motivation.
Baleghizadeh and Rahimi (2011) used the academic motivation scale (AMS), which is an
instrument based on SDT developed by Vallerand et al. (1992). As with the previous studies,
they found that listening performance was significantly negatively correlated with amotivation
and, in contrast with Harputlu and Ceylan (2014), positively correlated with intrinsic
motivation. Guided by SDT, Wang (2008) performed multiple regressions to find that intrinsic
motivation and internal fulfillment regulation, described as “an autonomous extrinsic
motivation” (p. 641), correlated positively with English achievement, as determined by the
final examination of the course. In contrast, external utility regulation, which “is a controlled
motivation which decreases autonomy” (p. 642), correlated negatively.

Attendance

Fryer et al. (2018) investigated attendance from an amotivational point of view and
found that self-concept, that is, perceived competence, positively predicts attendance. They
also found that ability beliefs and effort beliefs had positive and negative effects, respectively,
on attendance. Oga-Baldwin (2020) investigated the degree to which teachers’ support of
students’ autonomy, held within SDT to have a “special status” (Ryan & Deci, 2017, p. 97)
as a psychological need, affects both class attendance and achievement as reflected by the
students’ grades. Teaching that was supportive of autonomy was found to be positively
predictive of both course grade and attendance, and teaching that was unsupportive of

autonomy was negatively predictive of the same.



The Current Study

All the previously mentioned studies involved classes that were required either for
graduation or for students’ university major. In contrast, as the classes in this study were
voluntary, it was hypothesized that motivation might interact differently with proficiency than
it would in required classes. This study also looked at the relationship between motivation
and attendance, guided by the idea that if, as St. Clair says, “Attendance is one voluntary
behavior among many that reflects motivation” (1999, p. 178), attendance within voluntary
classes might reflect motivation to an even greater degree.

This study looked at the relationships between proficiency, class attendance, and
motivation from an SDT perspective, while employing the subtheories of BPNT and OIT. The
research questions consisted of the following:

RQ 1. Is there a significant relationship between proficiency and different types of

psychological needs and/or motivational orientations among Japanese university

students in voluntary, extracurricular English classes?

RQ 2. Is there a significant relationship between attendance in voluntary, extracurricular

English classes and different types of psychological needs and/or motivational

orientations among Japanese university students?

Method
Research Context

These classes took place within an extracurricular English program at a university in
northern Kyushu in Japan that specializes in education. (These classes have since been
discontinued due to curricular restructuring.) The classes were voluntary; no credits were
granted for the classes, and attendance of the classes was not required to graduate. Although
the English program was made available to all the students at this university, the program was
specifically established to provide elementary education majors more opportunities to
improve their English proficiency, especially their listening and speaking skills. In so doing,
it was hoped that upon becoming elementary school teachers, they would be better able to
meet the expectations of the revised Courses of Study (CS) that increased the amount of
English education at the primary level (MEXT, 2011, 2014). For those reasons, students
majoring in elementary education were strongly encouraged to attend these classes by the
administration, who stressed the importance of English in the students’ future as elementary
school teachers.

All new students to these classes took a placement test in order to be put into one of three
levels. This test also provided proficiency data for the purposes of this study. After being
informed of their levels, students selected a class at their level that, it was hoped, they would
attend once a week. Although regular courses hold classes once a week for 15 weeks in one
semester, this extracurricular course consisted of 10 classes in the first semester and 10 in the
second semester for a total of 20 classes for the entire year. The fewer classes are a result of
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the additional time needed at the beginning of the year to recruit, register, test, place, and
schedule the students as well as a delayed starting time in second semester in order to better
accommodate third- and fourth-year students who start second semester at a later date. The
classes were 90 minutes in length, which is the same as the regular curriculum classes.

A total of nine teachers, one full-time and eight part-time, taught the classes. Teachers
were asked to follow the same syllabus and to use the same textbooks but were allowed
considerable leeway in how to teach the material. Listening activities consisted primarily of
naturalistic conversations for which students listened first for the gist and then again for more
specific information. Speaking activities consisted primarily of communicative, task-based
activities.

The number of students in each class was intentionally kept small to enable teachers to
better attend to students’ needs. Classes were created according to demand. Students signed
up for classes at times that were convenient to them, that is, when they were likely to be on
campus but not have actual credit-bearing classes to attend. These preconditions resulted in a
different number of classes in the first and second semesters and varying numbers of students
in each class. In the first semester there was a total of 18 classes, and in the second semester
there were 12. The average number of students in a class was six in the first semester and four
in the second. The largest class consisted of 12 students. Both semesters had three classes in
which there was only one student.

Participants

The number of participants was 73. The number of students who signed up for the
program and, therefore, took the placement test was 144. Of those, 114 actually signed up for
a particular class to attend. Of those students, 77 also responded to the questionnaire. Of those
77, four students received scores of <10 on the proficiency test (as will be explained below)
and were, therefore, removed from the analysis. Therefore, the final number of participants
was 73. Although this number is not large, it is more than 30, which is generally accepted as
a large enough sample for the central limit theorem to be in effect (Field, 2013).

Of these 73 participants, 55 were elementary education majors (one fourth-year student,
one second-year student and 53 first-year students), seven were middle school majors (two
second-year students and five first-year students), six were special needs education majors
(one second-year student and five first-year students), and two students were in the master’s

degree program.

Instruments and procedure
Measure 1: Proficiency

The instrument used was Pearson Education’s Placement test, which is an online,
adaptive test of English proficiency. (This test has since been superseded by Pearson’s Level
Test.) The test assesses the four skills of reading, writing, listening, and speaking, as well as
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the enabling skills of grammar and vocabulary (Pearson, 2016). The reasons for selecting this
particular test for the program had to do with issues of cost, ease of use, speed of results, and
inclusion of all four skills.

The score range is 10-90 points on Pearson’s Global Scale of English (GSE) (Pearson,
n.d.). The test cannot accurately measure language skills either below 10 or above 90 due to
a lack of language and a lack of differences, respectively (Pearson, 2018). This means that
test takers could receive a score of <10 or >90.

In terms of reliability, Pearson reports a test-retest correlation of .86. As part of item
calibration, Pearson reports a reliability estimate of .90 as the result of a Rasch analysis using
Winsteps. When validating the automated scoring process, Pearson compared human and Al
scores to find a correlation of .97 on overall scores (Pearson, 2016; see also Pearson, 2020,
which, according to M. Mayor, personal communication, December 14, 2021, provides the
same information from the same field test).

The test was conducted in the main CALL room at the university during the second week
and third week of the first semester, and three weeks before the extracurricular classes had
started. Students were spaced with one computer between each of them to ensure that
microphones would not pick up the speaking of their neighbors. The test took approximately
45 minutes to complete.

Measure 2: Motivation

The motivation instrument used was a questionnaire based on SDT that was developed
and validated by Agawa and Takeuchi (for survey questions in the original Japanese, see
Agawa & Takeuchi, 2016; for English translations, see Agawa & Takeuchi, 2017). The
questionnaire includes two scales: a psychological needs scale and an English learning
motivation scale. The psychological needs scale consists of the three subscales of autonomy,
competence, and relatedness. There are six questions for autonomy and three questions for
both competence and relatedness. The motivation scale consists of four subscales: amotivation,
external regulation, identified regulation, and intrinsic regulation. There are five questions for
amotivation, three questions for external regulation, and six questions for both identified
regulation and intrinsic regulation.

This survey includes neither integrated regulation nor introjected regulation. This is
because previous studies (e.g., Vallerand, et al., 1989, as cited in Noels, 2003) have reported
difficulty in distinguishing between identified regulation and the adjacent integrated regulation
(T. Agawa, personal communication, November 27, 2022) and because Agawa and Takeuchi
(2016) also found similar difficulties in distinguishing between identified regulation and the
adjacent introjected regulation.

Questions are on a Likert scale ranging from 1 (strongly disagree) to 5 (strongly agree).
As part of the instructions to the questionnaire, students were asked to consider all English
classes that they have or may have had, and not to consider only the classes of this
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extracurricular English program. Participating students took approximately 10 minutes to fill
out the survey with Google Forms at the end of the first class of the semester, or the second in
the case of any students who were absent from the first class. At the time the survey was
conducted, the participating students would already have been in their sixth to ninth week of
regular English classes, depending on which day of the week a particular class was held. This
delay in the start of the program was caused by the previously mentioned time taken at the
beginning of the academic year for recruitment, registration, testing, placement, and
scheduling. One student responded to the questionnaire twice, so the second response was
removed.

The students were informed, in Japanese, that participation in the survey was completely
voluntary, and that they may opt out at any time with no repercussions to themselves. They
were also assured that the privacy of the information obtained would be properly protected,
and that no identifying information would be included in any reports of research findings.

Measure 3: Attendance

Reported attendance rates are the cumulative number of classes that each participant
came to. Although tardiness is often considered when recording attendance in regular classes,
this was not the case at all in this program; students were recorded as having attended whether
they were on time or late for class. In addition to looking at the final attendance out of the total
20 classes, attendance was also examined at quarterly intervals, that is, after 5 classes, after
10 classes, after 15 classes and, of course, after 20 classes. This was done to add an element
of longitudinality.

Results and Discussion

After data was collected, data analysis was conducted with SPSS Statistics Version 27.
All reported data, apart from exact p-values, can also be seen in Table 1. Descriptive statistical
analyses and Pearson correlations () were conducted using a non-parametric bias-corrected
and accelerated (Bca) bootstrap based on 1000 samples, following the recommendation of
Larson-Hall (2016). The test scores showed participants to be at the lower end of CEFR level
Al, M=22.51, 8D = 5.10, according to Pearson’s alignment guide (n.d.).

In contrast to what would be seen in a credit-bearing course in which a mandatory, two-
thirds attendance rule can be expected to lead to less variance (Fryer et al., 2018), average
cumulative attendance in these classes was roughly half, M = 9.37 out of a maximum of 20,
SD = 5.16. Furthermore, if we look at the cumulative attendance by quarter—5th class, M =
4.21 out of a maximum of 5, SD = .88; 10th class, M = 7.10 out of a maximum of 10, SD =
2.42; 15th class, M = 8.47 out of a maximum of 15, SD = 3.78—we can see that while
attendance started out fairly high, by the end of the course, many students had simply stopped
attending. In a sort of mirror image of Fryer et al. (2018) recognizing the likely positive
influence of attendance rules on students coming to class, so should it be recognized here that
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many students might readily have chosen to spend less time on non-required classes when
faced with the consequential requirements, both in terms of attendance and out-of-class
assignments, of credit-bearing classes.

An investigation of the internal reliability of the motivational survey revealed that all the
scales for psychological needs and motivation regulatory styles had an acceptable Cronbach
alpha index greater than .70 (Dérnyei & Taguchi, 2009). The lowest Cronbach alpha was at
.74 for identified motivation and the highest at .88 for autonomy.

At the time of the survey, participants seemed to feel that their psychological needs were
being supported, giving high scores for autonomy, M =4.46, SD = .56, competence, M = 3.88,
SD = .85, as well as relatedness, M = 4.59, SD = .53. Presumably, this is not representative of
the general student populace; it is likely that students who feel their basic psychological needs
are being met are more likely to take part in voluntary, extracurricular English classes.

Responses to the motivation scale indicated higher rates of motivation at the more self-
determined end of the continuum, again probably not surprising for participants in non-
required classes. Identified motivation, M = 4.65, SD = .47, was slightly higher than intrinsic
motivation, M = 4.19, SD = .66, this might reflect the administration’s efforts to encourage
students to identify with the value of these classes by promoting them as being useful to the
students’ future careers. Meanwhile, scores were low at the less self-determined end of the
continuum, with amotivation, M = 1.23, SD = .40, lower than external motivation, M = 2.11,
SD = .93; this probably reflects the voluntary nature of these classes.

The three types of psychological needs were significantly correlated, as one would
expect. Effect sizes among the psychological needs scales were particularly large between
both autonomy and relatedness, = .60, 95% Bca CI [.41, .79], p < .001, and between
autonomy and competence, » =.57,95% Bca CI [.40, .71], p <.001. The relationship between
competence and relatedness was not as large but still significant, = .39, 95% Bca CI [.18,
611, p<.001.

Worth investigating is whether the self-determination motivational scale truly operates
along a continuum. Noels et al. (2000) hypothesized that the existence of a self-determination
continuum would exhibit a “simplex pattern” (p. 71), with more self-determined regulatory
styles being inversely related to less self-determined regulatory styles, and scales adjacent to
each other having stronger correlations than those farther away along the scale.

Indeed, intrinsic regulation, which is on the most self-determined end of the continuum,
and amotivation, which is the most non-self-determined form of motivation, had a moderately
large negative correlation, » = -.43,95% Bca CI [-.62, -.19], p < .001. Intrinsic regulation also
had a moderately large negative correlation with external regulation, » = -.44, Bca CI [-.62,
-22], p < .001; this is in contrast to both Noels et al. (2000) and Vandergrift (2005) who,
respectively, found a nonsignificant relationship and very strong positive relationship between
those two. At any rate, it can be seen that there does seem to be an inverse relationship.

As for adjacent scales, intrinsic and identified regulation had a somewhat large



relationship with each other, »= .46, Bca CI [.22, .65], p <.001. However, identified regulation
and external regulation showed no significant relationship. Further, external regulation and
amotivation exhibited a moderate positive correlation, » = .38, Bea CI [.18, .56], p < .001;
this contrasts with Noels et al. (2000) and Vandergrift (2005), both of whom expected and
found negative correlations between those two. So, it would seem that among these self-
selected and presumably motivated students, external regulation and amotivation are
perceived as being somewhat similar to each other and as being almost equally inversely
related to intrinsic regulation.

It is also interesting to note the correlations of psychological needs with motivational
regulatory styles. Autonomy had medium effects with both intrinsic motivation, » = .32, Bca
CI [.08,.56], p=.006, and identified regulation, »= .28, Bca CI [-.07, .57], p = .015, although
extra caution is advised when interpreting the latter as the confidence interval was exceptionally
wide and (barely) included the null value. On the other hand, there were no significant effects
with either of the regulatory styles at the less self-determined end of the continuum, external
regulation and amotivation. Competence shows a medium effect with intrinsic motivation, »
=.36,BcaCl [.14,.58], p = .002, but no effects with identified regulation, external regulation,
or amotivation. Finally, relatedness had small effects with intrinsic regulation, » = .24, Bca CI
[.04, .42], p = .044, identified regulation » = .28, Bca CI [.02, .50], p = .018, and even
external regulation, = .25, Bca CI [.06, .43], p = .036, but not amotivation. Certainly, the
fact that all three psychological needs of autonomy, competence, and relatedness exhibit
relationships with the more self-determined forms of motivation is in line with SDT (Ryan &
Deci, 2017). The fact that relatedness also positively correlates with external motivation is a
bit more surprising; perhaps this reflects the external aspects of relatedness, that is, the need
to be respected and valued by other people.

Finally, let us consider the research questions.

Proficiency
Relationships between proficiency and psychological needs and/or motivational

orientations

No significant relationships were found between proficiency, as measured by the
placement test, and any of the three psychological needs of autonomy, competence, and
relatedness. However, proficiency was found to have a medium positive effect with intrinsic
regulation, »=.34, BCa CI [.09, .53], p=.003, and a medium negative effect with amotivation,
r=-.38,BCa CI [-.55, -.21], p < .001, strongly suggesting an inverse relationship between
the two when it comes to language proficiency. It is also noteworthy that neither identified nor
external regulation had significant relationships with proficiency. Although the question as to
whether higher proficiency resulted in higher rates of intrinsic motivation and lower rates of
amotivation or vice versa cannot be answered through this study, the relationship certainly
seems to be present.



Attendance
Relationships between attendance and psychological needs and/or motivational

orientations

Unlike with previous studies using attendance as a variable in which the confounding
factor of required class attendance must be taken into consideration (e.g., Oga-Baldwin,
2020), in this study, attendance can be taken as a direct reflection of students’ own volition.
Although one might assume that motivated students will attend class and unmotivated
students will not, there were no significant relationships between class attendance and any of
the motivational orientations. In fact, the only relationship found with attendance was with
autonomy. Cumulative attendance in the first two quarters, that is, the first and second halves
of first semester, showed medium effects with autonomy, » = .32, BCa CI [.11, .49], p = .007,
and = .33, BCa CI [.10, .51], p = .005, respectively. Cumulative attendance in the third and
fourth quarters, that is, the first and second halves of second semester, showed smaller but still
significant effects with autonomy, » = .28, BCa CI [.09, .44], p = .018, and » = .25, BCa CI
(.08, .40], p = .034, respectively. Simply put, autonomy had a slightly larger effect with
attendance in the first semester than in the second semester. On an intuitive level, it seems
natural that a sense of autonomy would be correlated with taking part in voluntary classes,
although clearly there are other factors at play, particularly in the longer term.

Limitations and Future Directions

Naturally, a larger sample size may have yielded clearer results and also created
opportunities to use more sophisticated statistical analyses such as structural equation
modeling. Also, the participants in this study were very much self-selected in that they had
chosen to take part in extracurricular English classes; a broader investigation involving all or
almost all the first-year students would have been both more generalizable and, at the same
time, able to observe differences between the sort of students who volunteer to study English
more and those who do not. Qualitative research could have added a deeper understanding as
to what psychological needs and motivational orientations were identified or exhibited among
students who chose to attend these voluntary, extracurricular English classes.

Any future research involving similarly voluntary classes might employ a longitudinal
study investigating how the relationships among proficiency, attendance, and attitudes toward
psychological needs and motivation change over time. Such a study could even employ a
process approach in which the interaction of autonomy with attendance would be examined
sequentially at each of the three main phases of the preactional phase, actional phase, and
postactional phase (Dérnyei & Ottd, 1998; Dérnyei & Ushioda, 2013). An even more in-depth
and complicated approach would be from a complex dynamic systems perspective which
recognizes that over time multiple parts may interact in highly complex ways that are
extremely difficult, if not impossible, to predict; however, utilizing such a new and mostly
untested model would be very challenging (Dérnyei & Ushioda, 2013). Unfortunately, any



kind of longitudinal research in a voluntary program such as this one poses logistical
challenges due to the high attrition rate.

It was not the purpose of this study to investigate reasons for low attendance in this
specific program. If such a study were to be conducted, it would probably need to investigate
demotivation, as well as negative influences such as distractions (driving school, part-time
jobs, homework for credit-bearing classes), simple loss of interest, and reevaluation of the
costs (Doérnyei & Ushioda, 2013).

Teachers may want to take actions to foster students’ sense of autonomy, considering its
high correlation with attendance. Reeve (2016) makes a number of suggestions as to how to
do this. First of all, he advises teachers to take the students’ perspective both when planning
the lesson and during the lesson so as to ensure that instruction meets students’ needs,
stimulates their interest, and has personal value to them. He also suggests teachers vitalize
students’ inner motivational resources; in the case of autonomy, students should feel that they
are doing something because it meets their own needs rather than because they were forced to
do it. When students do not find an activity worth doing, teachers should provide rationales to
the students so that they can see the value in the activity. Reeve further suggests that teachers
accept students’ negative affects, such as complaints, resistance, or other problematic
behavior, as legitimate reactions and then address the students’ concerns by adjusting the
lesson. He also advises teachers to use language that is informational as opposed to pressuring;
in this way, students are empowered to solve problems by themselves. Finally, Reeve stresses
the importance of patience; rather than intruding, teachers should spend time listening to,
observing, and encouraging students so that they can learn at their own pace.

Conclusion

Perhaps not surprisingly, the results of this study suggest that even among students
taking part in additional, non-required English classes, motivation—specifically intrinsic
motivation and its polar opposite, amotivation—is indeed related to language proficiency.
The results also seem to suggest that to improve class attendance, teachers would be well
advised to actively support students’ sense of autonomy, even in the case of students whose
motivation seems to be high. Although teachers may feel inclined to attribute low attendance
to a lack of motivation, perhaps it would be more appropriate to consider the possibility that
the students’ basic psychological need for autonomy is not being met.
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Abstract
This paper explores the effectiveness of Collaborative Online International Learning (COIL)
on the development of social and emotional skills among Japanese university students. A
considerable number of studies have been made by scholars on the educational effects of
COIL focusing on cognitive skills such as interdisciplinary knowledge, linguistic skills, and
digital literacy. However, little attention has been given to non-cognitive skills (social and
emotional skills). Previous research reveals that non-cognitive skills contribute to improving
young people’s academic performance and points out the significance of evidence-based
interventions. In limited published studies, scholars report that COIL practices have the
potential to develop social skills, intercultural competence, and self-efficacy while others
identify challenges regarding online communication problems. This paper provides additional
insights into the impact of COIL on social and emotional skills. Data from this qualitative
study, which included two COIL sessions each in 2021 and 2022 with overseas partner
university students in the United States, included the written reflections of 180 third-year
students who were taking a research project course focused on global issues. Collected data
was analyzed based on the thematic analysis method. The results show that four elements
were generated: (1) team collaboration, (2) self-other role recognition, (3) problem coping,
and (4) self-assessment on actions and achievement, which correspond to some of the basic
components of non-cognitive skills presented by previous studies. All these elements make it
clear that there is a significantly positive correlation between COIL practice and the
development of social and emotional skills. Furthermore, it can be said that students are
capable of devising creative solutions to online communication problems in a COIL classroom

setting.
Keywords: COIL, social and emotional skills, intercultural communication

Introduction
In the wake of the Covid-19 pandemic, an educational approach using online technology
as a means for authentic international learning experiences has been actively incorporated
into higher education. Collaborative Online International Learning (COIL) involves
connecting students and educators from different countries through online technology to

work on joint projects, courses, or activities that integrate an international and intercultural



perspective into the curriculum (Rubin, 2017). It creates an opportunity for students to engage
in collaborative project-based learning with peers from different cultural backgrounds and
geographic locations. De Wit (2016), who advocates online international exchange linked
with internationalizing the curriculum on the home campus, describes its potential to provide
access to global education, generate interest in studying abroad, facilitate exposure to new
cultural and pedagogical practices, enhance collaboration between partners, and offer cost-
effective exchange programs. It can provide international learning opportunities to
underrepresented students who have limited mobility for various reasons.

In addition, COIL-related research shows that this pedagogical model contributes to the
development of students’ intercultural competence (Hackett et al., 2023), language skills, and
global awareness (Liu, 2023), while also providing an authentic and meaningful learning
experience (Anzai & Shimizu, 2022). COIL is commonly regarded as a form of experiential
intercultural learning (SUNY COIL Center, 2014), wherein reflective activities facilitate the
conversion of experience into novel and practical insights. Although research into the impact
of COIL and its associated factors has been extensive, most studies have tended to concentrate
on the development of specific skills such as intercultural competencies among student
participants. In order to see the bigger picture of pedagogical effectiveness and challenges of
COIL in skill development, this study aims to explore the impact of COIL on non-cognitive,

social and emotional skills.

Literature Review
Social and Emotional Skills

Social and emotional skills are personal attributes that cannot be measured by achievement
tests (Kautz et al., 2014). Roberts (2009, p. 140), a personality psychologist, defines them as
“the relatively enduring patterns of thoughts, feelings, and behaviours that reflect the tendency
to respond in certain ways under certain circumstances.” It is alternatively characterized as
“the processes through which children and adults understand and manage emotions, set and
achieve positive goals, feel and show empathy for others, establish and maintain positive
relationships, and make responsible decisions” (Yoder et al., 2020, p. 6). Social and emotional
skills are termed as non-cognitive skills or soft skills in the literature as well.

In contrast to these non-cognitive skills (social and emotional skills), cognitive skills are
often referred to as knowledge or intelligence (OECD, 2015). They are described as a
capability concerning “appropriate processing of mental information is critical to a successful
performance” (Carroll, 1993, p. 10). Cognitive skills play a crucial role in the acquisition and
application of knowledge with the distinction drawn between basic cognitive ability (pattern
recognition, processing speed and memory), acquired knowledge (accessed, extracted, and
interpreted knowledge), and extrapolated knowledge (reflecting on information, and reasoning
with it, and conceptualizing new and innovative approaches) (OECD, 2015). This theoretical

framework explains that cognitive skills encompass not only the application of knowledge



but also the capacity for reflection and engagement in more intricate patterns of thinking.
Research shows that while enhancing cognitive skills is linked to various favorable outcomes
including earning a degree and securing employment, social and emotional skills have greater
predictive value across a wider range of social outcomes (Heckman et al., 2006; Kautz et al.,
2014).

According to a framework for cognitive, social and emotional skills (OECD, 2015,
p. 34), social and emotional skills are defined as “individual capacities that (a) are manifested
in consistent patterns of thoughts, feelings and behaviours, (b) can be developed through
formal and informal learning experiences, and (c) influence important socioeconomic
outcomes throughout the individual’s life.” These skills involve “achieving goals
(perseverance, self-control and passion for goals), working with others (sociability, respect,
caring), and managing emotions (self-esteem, optimism, and confidence).” Berger and Frey
(2015) stress that investing in social and emotional skills is of paramount importance as the
demand for future jobs which require elaborate social relationships will increase.

Eight Key Competencies

A study by Gutman and Schoon (2013) identified eight aspects as key social and
emotional skills of children and young people. These items include the following:

(1) Self-Perception, (2) Motivation, (3) Perseverance, (4) Self-Control, (5) Metacognitive

Strategies, (6) Social Competencies, (7) Resilience and Coping, and (8) Creativity.

(Gutman & Schoon, 2013, p. 7)

The role of educational interventions such as activities involving social interactions with
other individuals to improve such skills is pointed out. In other words, the optimal development
and maintenance of non-cognitive skills can be achieved through environmental support and
reinforcement. Additionally, it is stated that young people require opportunities to apply and
transfer their newly acquired skills to real-life situations. It is probable that an authentic
international learning opportunity such as COIL, which entails key elements of cooperation
such as goal-oriented “positive interdependence” and “individual accountability” (Johnson &
Johnson, 2008), will help strengthen social and emotional skills. However, there is limited
research investigating the relationship between COIL practice and the enhancement of social
and emotional skills. Therefore, to gain a better understanding of the impact of COIL on
social and emotional skill development, it is important to investigate its correlation through
an empirical study.

Research Questions
Despite the growing interest in online global education in recent years, there remains a
lack of empirical research on social and emotional aspects as a whole in higher education. In
order to address these gaps in the research, this study aims to explore the following research
questions:



(1)Which of the eight social and emotional skills are reinforced, and which are not?
(2)Are COIL experiences effective in the development of social and emotional skills of
Japanese university students?

Method
Participants

Data was collected from 180 third-year Japanese undergraduate English majors who
agreed to be part of this study, out of 203 students enrolled in the elective project-based
learning course. Forty-eight of the participants were male and 132 were female. All
participants, native speakers of Japanese, have studied English as a foreign language and
received a minimum of six years of formal education in English during their junior and senior
high school years. Approximately 70 percent of their university course work over the past two
years was taught in English as the medium language. The participants’ English proficiency
levels were considered to range from B1 to C1 as per the Common European Framework of
Reference for Languages (Council of Europe, 2018).

Regarding the participants’ cross-cultural experiences outside of COIL, 96 (53.3%) had
been abroad in the past. Of which, 23 (12.78%) had studied abroad for more than one semester,
46 (25.77%) had joined short study abroad programs for a few weeks to a month, and 27
(14.75%) had traveled abroad for a week or less.

Procedure

The author, the instructor of this COIL class, discussed the objectives of COIL,
implementation of the online video conferencing tool to be used, coordination of exchange
activities, and the facilitation of processes and presentations through online meetings and
email exchanges with the cooperation of a professor at an overseas partner university in the
United States. For both sides, the objectives of the COIL classes were aligned in terms of
fostering global awareness among students and allowing them to experience cross-cultural
communication. The students in the U.S. were third-year students who were enrolled in cross-
cultural management and international business courses. Both in 2021 and 2022, five to ten
students in the U.S. and in Japan, 80 to 100 students participated in COIL using Zoom. The
students in the U.S. accessed a Zoom meeting from their own devices, while the students in
Japan joined the Zoom meeting using a computer and camera set up in the classroom. COIL
sessions were facilitated by two instructors from both sides, the professor at the partner
university in the U.S. and the author. The COIL sessions took place during the 6th and 7th
weeks of the course. The students in Japan learn basic information about the overseas partner
university and are instructed to prepare for the group research presentations and activities
during the first five weeks of the course. The assignments were given online to work in groups.
The entire session was 60 minutes and the initial COIL session of each year commenced with
15-minute icebreaker activities aimed at fostering familiarity among participants, thereby



promoting ease of communication and collaboration. These activities were designed to
promote interaction and establish a positive and supportive learning environment for all
participants (SUNY COIL Center, n.d.). The ice-breaker pre-task assigned in the prior week
for participants was to come up with two questions for the students in the U.S. about their
academic and student life. Participant inquiries to their counterparts in the U.S. included the
following: (1) reasons to choose the university enrolled in, (2) the university’s attractiveness,
(3) future goals and dreams, (4) activities after class hours, (5) extracurricular activities, (6)
the most impressive experiences in college life and (7) internship opportunities. After the
icebreaker, counterparts in the U.S. presented on a selected country or region from the
perspective of industry, culture, and educational systems, followed by Japanese counterparts
asking questions during the question-and-answer session after each presentation. In the
second COIL session, the participants in Japan presented their research, and the students in
the U.S. asked questions and commented on their presentations in the question-and-answer
session. Throughout the COIL classes, English was used as the language of instruction and
facilitation.

Data Collection

The data sources of this study are online reflective papers on the learning experiences of
participants written at the end of each COIL session. The data was collected over two time
periods. The first period spanned from April 15 to April 22 in 2021. The second period
spanned from November 16 to November 30 in 2022. The participants in these two time
periods were different students enrolled in two sperate courses with the same content. The
following prompts were included to ensure freedom in responses: (1) “What was the most
important aspect you learned during this class?”, and (2) “What did you think about today’s
COIL class?” The instruction and questions were provided in English and students were asked
to write about COIL sessions in English. Reflective papers were anonymous and did not
contribute to the grading process. A total of 246 texts, including 158 from the first period and
88 from the second period, were collected as data.

Data Analysis

The collected data was analyzed by using the hybrid approach of thematic analysis
(Boyatzis, 1998) in the manner explained by Tsuchiya (2016) to code the text data of the
reflective papers submitted by the participants in Microsoft Forms and find the conceptual
subjects. This approach of analysis involves combining inductive and deductive approaches
to identify patterns in qualitative data, which allows for flexibility in identifying new themes
and structure in ensuring that the analysis is grounded in theory and prior knowledge. This
study conducted an inductive analysis of the reflective paper data to identify the participants’
learnings and challenges of COIL classes that have emerged from the generated codes,
followed by a theoretical discussion using Gutman and Schoon’s eight components of social



and emotional skills (Gutman & Schoon, 2013). The seven phases of Tsuchiya’s thematic
analysis process were carried out and 151 initial codes were identified. These were categorized
into themes by finding patterns in the codes. As bias could affect the coding process, it was
mitigated by cross-checking the coding with another researcher.

Results

After the hybrid approach of thematic analysis was applied to the source data, four codes
were generated: (1) team collaboration, (2) self-other role recognition, (3) problem coping,
and (4) self-assessment on actions and achievement.

The first code that emerged pertained to the element of team collaboration. Within this
code, multiple subcategories were observed including teamwork and working with others, the
importance of information sharing and reporting, and the difficulty of online communication
within a team. The second code, self-other role recognition, was found to be bifurcated,
encompassing two distinct aspects: one pertaining to the allocation of roles within a team
while preparing presentations, and the other focusing on areas that require refinement during
the execution of collaborative projects. The third code, problem-coping, relates to the
approaches employed by team members to address disputes within the group and navigate
communication obstacles encountered while interacting with students from partner universities
using the English language. With regard to the fourth code, students engaged in introspection
and made observations about their conduct, specifically their interactions with peers from the

Table 1
Inductive Analysis of the Reflective Papers

Generated Code Example from Participant

(P1) I learned how difficult it is to motivate other people and how
important to participate in the group project actively.

Team Collaboration (P2) 1 learned the importance of working together as a group.
(P3) Cooperation with team members is difficult, but it is fun to achieve
the same goal.

(P4) 1 realized the importance of the division of roles. We could make a
presentation by making the best use of what was advantageous to each
member.

(P5) Leaving a margin in a plan and appropriately distributing the roles
among the members is significant in a group project.

Self-other Role
Recognition

(P6) We had difficulties choosing a presentation topic, but we found a new
approach to deal with them and share diverse ideas from this group project.

Problem Coping (P7) 1 found it difficult to explain something and answer questions from
American students in English, but our group did our best by working
together.

(P8) I don’t have a concrete vision or plan for my future yet, but the
exchange with American students has made me think that I need to seek
Self-assessment on what I am interested in.
Actions and Achievement  (P9) I was able to learn that every country has its own business style
suitable for its environment from the presentations and having
conversations with American students.




United States and other members of their team (Table 1).

The data revealed that students reflected on aspects related to personal and interpersonal
development in this COIL environment. Now, within the framework of social and emotional
skills identified by Gutman and Schoon’s study, what themes would emerge from the generated
codes on students’ learning?

The first generated code, team collaboration, can be interpreted as social competencies
when applied to the eight components of social and emotional skills. The data indicated a rise
in social competencies, particularly in leadership and communication, as well as enhanced
cooperation among team members. While some participants initially encountered challenges

in working collaboratively, they were able to surmount such hurdles and achieve their
objectives (Table 2).

Table 2

Social Competencies
Theme Generated Code
Social Competencies Team Collaboration

(P1) 1 learned how difficult it is to motivate other people and how important it is to participate in the
group project actively.

(P2) 1 learned the importance of working together as a group.
(P3) Cooperation with team members is difficult, but it is fun to achieve the same goal.

The second generated code, self-other role recognition, corresponds to metacognitive
strategies. They include planning and problem-solving, being aware of one’s strengths and
weaknesses (Gutman & Schoon, 2013, p. 22), and knowing how to use certain strategies. The
data demonstrated that the participants engaged in reflection and discerned which strategies

were effective and what actions were necessary to achieve success in the project (Table 3).

Table 3

Metacognitive Strategies
Theme Generated Code
Metacognitive Strategies Self-other Role Recognition

(P4) I realized the importance of the division of roles. We could make a presentation by making the
best use of what was advantageous to each member.

(P5) Leaving a margin in a plan and appropriately distributing the roles among the members is
significant in a group project.

The third code generated could be construed as indicative of resilience and coping. The
data revealed that despite grappling with certain obstacles, such as narrowing down the topics
and conveying their ideas effectively to American students, the students were able to overcome
these hurdles by collaborating with their peers (Table 4).



Table 4

Resilience and Coping
Theme Generated Code
Resilience and Coping Problem Coping

(P6) We had difficulties choosing a presentation topic, but we found a new approach to deal with them
and share diverse ideas from this group project.
(P7) 1 found it difficult to explain something and answer questions from American students in English,
but our group did our best by working together.

The data, as seen in Table 5, shows that the theme that emerged was self-perceptions.
Numerous research studies have demonstrated that positive self-perceptions foster increased
motivation and encourage students to expend greater effort, ultimately resulting in improved
academic performance. For example, upon reflecting on the discussions they had during the
ice breaker, (P8) expressed a need to contemplate their future. Also, (P9) reflects the ability
to gain valuable insights into the different business styles across countries, highlighting the
role of presentations and interactive conversations with American students as instrumental in
this learning process (Table 5).

Table 5
Self-perceptions
Theme Generated Code
Self-perceptions Self-assessment on Actions and Achievement

(P8) 1 don’t have a concrete vision or plan for my future yet, but the exchange with American students
has made me think that I need to seek what I am interested in.

(P9) I was able to learn that every country has its own business style suitable for its environment from
the presentations and having conversations with American students.

Discussion

The primary objective of this section is to respond to the two research questions, drawing
upon the relevant literature and the findings of the study. The initial question focused on
identifying if any of the eight social and emotional skills are strengthened or not through
COIL. The second question was whether COIL experiences are effective for the development
of social and emotional skills of Japanese university students. Regarding the first question,
the data revealed that synchronous online international learning experiences with students in
the U.S. could strengthen some social and emotional skill elements including social
competencies, metacognitive strategies, resilience, coping, and self-perceptions. It is possible,
though, that collaborative work within the groups of Japanese students in the process of
preparing presentations and activities in the COIL sessions influenced the strengthening of
these skills. Some of these results corroborate existing literature, including social competencies
such as coordination and being cooperative with team members as well as self-perceptions,
particularly gaining self-confidence in stating their ideas and perspectives (Tuke et al., 2021).
Guth and Helm (2017) characterized students’ COIL experience as a form of personal



development, citing how it facilitated their growth as individuals and bolstered their self-
assurance by “opening their eyes” to previously unknown things. They also noted that
personal growth was also characterized by increased awareness and interest in their own
culture. For other components of the eight social and emotional skill framework (Gutman &
Schoon, 2013), perseverance, self-control, creativity, and motivation were not observed in
this study. This observation may be related to the limited number of COIL sessions. This
could be attributed to the fact that collaborations shorter than four weeks make it difficult to
build trust among students (SUNY COIL Center, 2014), indicating that more extensive COIL
activities may be needed in the course.

Regarding the second question, COIL experiences appear to be effective ways to develop
certain social and emotional skills (social competencies, metacognitive strategies, resilience
and coping, and self-perceptions), yet there is limited evidence as to their effect on other
social and emotional skills (perseverance, self-control, creativity, and motivation).

These four skills might be enhanced by a lesson design that increases the amount of
intercultural interaction such as by creating mixed teams of overseas and Japanese students to
give presentations and having them work together from the preparation stage. This study
investigated the effect of COIL experiences on social and emotional skills but did not
investigate what factors might influence the development of these skills. Potential future
research may include examining which factors promote significant interaction and are efficient
in fostering the development of non-cognitive skills in the instructional design of COIL.
Furthermore, crucial components of collaborative learning tasks, which involve team
members having shared objectives, accountability, and dependence on one another for the
outcome (Johnson & Johnson, 2008), can impact interaction and learning among team
members. In the COIL sessions, international collaborative learning among students was
almost exclusively confined to the classroom, so it can be inferred that the impact of working
with overseas students on enhancing their social-emotional skills was limited. Therefore,
these elements should be investigated and tested within the COIL context.

The data showed that there are some challenges such as individual differences in English
language proficiency levels. There was a noticeable difference in the conversational pace
between the Japanese students, for whom English is a second language, and the American
students, whose native language is English. Some participants reported facing communication
difficulties because of this. COIL offers promising prospects for cross-language
communication, but it may also introduce disparities in the communication flow, which could
result in certain students having an advantage while others are at a disadvantage. Therefore,
it is crucial to address these disparities at the beginning of the program to ensure that
collaborative activities consider differences in language proficiency (SUNY COIL Center,
2014).



Conclusion

This study investigated the impact of Collaborative Online International Learning
(COIL) on the enhancement of social and emotional skills among Japanese university
students. The findings revealed the emergence of four themes including team collaboration,
self-other role recognition, problem coping, and self-assessment of actions and achievement.
These themes align with some of the fundamental components of social and emotional skills,
social competencies, metacognitive strategies, resilience, coping, and self-perceptions
discussed in prior research. However, other components of social and emotional skills
including perseverance, self-control, creativity, and motivation were not found. Since the
current study focused only on Japanese university English majors, who may have already
possessed extensive international learning experiences, the impact of COIL on social and
emotional skills may have been restricted. For future research, it is necessary to recognize the
constraints of this study, which had a limited scope regarding the participant selection and
duration.

Research on social and emotional learning (SEL) shows that academically successful
and socially competent young people possess self-awareness, a positive attitude towards
themselves and others, and an optimistic outlook on the future. They are also adept at
regulating their emotions, setting and achieving goals, and solving problems responsibly and
effectively. However, training in decision-making that emphasizes building a sense of
responsibility and respect for others is necessary, as possessing these skills alone does not
guarantee that young people will use them to benefit others and become socially and
emotionally competent individuals who empathize with and show respect for others and value
diversity (CASEL, 2023). This tells us what we need to consider for future COIL practices.

This research and prior research hopefully will contribute to knowledge on the
effectiveness and challenges of COIL on social and emotional skill development. The outcome
of this study suggests that we have much more to learn about the relationship between
collaborative online international learning and social and emotional development.
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Abstract

This research report examines how the role-play training of healthcare interpreting courses
could be applied to the medical English education of undergraduates in a medical professional
course. Surveys were conducted with adult learners (n=10) preparing for a medical/healthcare
interpreting test, and undergraduates in a nutrition course (#=100). Undergraduates majoring
in food management (n=27) served as a control group. The adult learner survey focused on
effective instructional methods and benefits of role-play practice based on prepared scenarios,
while the undergraduate survey evaluated the effectiveness of role-play practice and retention
of technical terminology and expressions. Adult learners identified medical conversational
expressions as an effective instructional factor, and reported that role-play helped them learn
medical terminology and expressions beyond basic medical expertise. Based on the differences
in English proficiency, enthusiasm, and check-test availability between adult learners and
undergraduates, the role-play practice was modified to include reading Japanese translations,
repeating a native speaker’s pre-recorded phrases, and a quiz taken the following week. After
the course, an anonymous survey was conducted that revealed significantly higher scores on
the medical term and expression test for the learning group than the control group. Thus, the
healthcare interpreter teaching method was found to be effective for undergraduate nutrition
students.

Keywords: medical English, healthcare interpretation, role-play, adult learners, CLIL

Introduction

The demand for healthcare interpreters has grown with increasing internationalization.
As of 2022, the population of international residents in Japan was 2,961,969, and in 2019,
before the COVID-19 pandemic, the number of inbound visitors to the country was 31,882,049
(Immigration Services Agency in Japan, 2022; Japan National Tourism Organization, 2023).
However, only major hospitals currently have medical interpreters, and English-proficient
medical workers and non-profit organizations provide additional support to international
patients communicating with Japanese medical staff in most hospitals. Ideally, medical
professionals should be able to communicate with international patients in person using a
common language.

In 2020, the International Organization for Standardization outlining requirements and



recommendations for healthcare interpreting services was issued. Prior to this, the International
Society of Clinical Medicine, established in Japan in 2016, was solely responsible for the
certification of healthcare interpreters for Japanese and other languages. Before 2019, Japan
did not have specific requirements for medical/healthcare interpreters, in contrast with many
other countries with established national certifications for interpreters and even colleges with
faculties dedicated to the education of interpreters (Minamitani, 2016; Hayashida, 2017;
Oshimi, 2019).

Under the current system, experienced interpreters of any language pair can be certified
through the submission of documents issued by medical institutions. However, bilingual
speakers of English/Japanese or Chinese/Japanese with little or no practical experience must
pass one of the examinations offered by three institutions: the Japan Medical Education
Foundation, the Council for Interpreter’s Quality and Competence, and the Medical
Interpreting Association of Japan, to be certified by the International Society of Clinical
Medicine (ICM) (2023; Nakamura, 2020). In terms of practical skill tests, all three institutions
impose role-play interviews, while a consecutive interpreting test is also conducted solely by
the Japan Medical Education Foundation (2023; Council for Interpreter’s Quality and
Competence, 2023; Medical Interpreting Association of Japan, 2023). This fact indicates that
role-play is an appropriate method to evaluate the essential skills required for a healthcare
interpreter.

To be eligible to take these examinations, applicants must complete courses following
the curriculum issued by the Ministry of Health, Labour and Welfare (2021). As a result,
courses based on this curriculum are now offered by a variety of schools, including universities
and private schools for adult learners. Each institution approves courses on application.
Currently, some schools have been approved by multiple institutions, while others are
approved only by one institution. Two of the three institutions above certify 15 to 16 schools
each for their examinations, including 4 to 5 universities, as well as online courses that follow
the designated curriculum (details about the Council for Interpreter’s Quality and Competence
are not available).

Emphasis on practical content has been increased, with the aim of integrating the Content
and Language Integrated Learning (CLIL) approach into school education, including
universities (Coyle et al., 2015), in addition to conventional academic content. Medical
practitioners are expected to be ready for practical applications such as conversational English
once they acquire their certifications immediately after graduation. Therefore, introducing
role-play practices seems helpful to enhance their practical English skills in future workplaces
in the CLIL context.

The author teaches at one of these schools for medical English, in addition to teaching at
auniversity, which led to the current research project to investigate medical English education,
especially with respect to the training of healthcare interpreters.

Adult learners at vocational schools have advantages over undergraduate students



studying to be medical professionals in terms of English proficiency, their enthusiasms
towards acquiring skills, and class size. On the other hand, their disadvantage is that weekly
small tests are unavailable for them that are available for undergraduate students. Weekly
small tests require consecutive attendance, but adult learners often change and skip their
classes because of their working shifts. To address and leverage these differences, role-play
practices were conducted in different ways, and surveys were conducted among both groups
of participants to analyze the effectiveness of these practices.

Method
Participants

The study focused on 10 adult learners enrolled in a course that aligns with the 75-hour
healthcare interpreter curriculum issued by the Ministry of Health, Labour and Welfare
(2021). Among these adult learners, 20% had majored in medically related subjects during
their school days. While 40% had studied some medical English terms, such as the names of
organs, 60% had never studied medical English at college. Their ages were not asked in the
survey as the data could have been a clue to identify each participant in a small school, but
they ranged from the 20s to the 70s.

In addition, 100 undergraduate students majoring in nutrition science (taking a course to
become nutritionists), and 27 undergraduate students majoring in food management took the
survey as a control group without studying role-play practices. The former group (nutrition
science students) was enrolled in the Practical Nutrition English A class in which experimental
practices of medical English were conducted, while the latter (food management students)
did not participate in that class and served as the control group. All undergraduate participants
were in their first year of study. The assumed English proficiency level of the adult learners
ranged from CEFR B2 to Cl as the medical interpreting school introduced the class as
advanced level on the application website. This level is also a requirement to take a medical
interpreting course (Ministry of Health, Labour and Welfare, 2021) and corresponds to the
upper intermediate to advanced level. In contrast, the proficiency level of undergraduate
students was anticipated to be CEFR A2 (Institute for International Business Communication,
2008, 2022). This corresponds to the elementary level (Council of Europe, 2001).

Course Content

The adult learners engaged in role-play exercises with a total duration of 39 hours in
addition to studying ethics, social system for international patients, communication skills as
a medical interpreter, and medical expertise in Japanese (Ministry of Health, Labour and
Welfare, 2021). For the role play, they studied using 68 scenarios, either in 13 sessions of 3
hours each or 26 sessions of 1.5 hours each. Each scenario typically comprised 500-600
words. The sessions focused primarily on their practice performance, instructor feedback, and
detailed explanations. Instructors of role-play practices, including the author, incorporated



modifications to enhance understanding, including using English YouTube videos, and
teaching typical expressions and related words. Note-taking and search skills for medical
terms were also taught, as they are necessary for medical interpreters working on-site.

The undergraduate students majoring in nutrition science had approximately 15 minutes
of practice (Figure 1) on 14 occasions (210 minutes in total), while the control group majoring
in food management did not take the target English class but only typical business English
classes. The time allocated to this practice was what was available after a small quiz and
studying two texts, and was only about 15 minutes on average. The role-play topics primarily
involved conversations between an international patient and a Japanese nutritionist (Table 1),
and included typical expressions used in medical consultations, blood test instructions, and an
English explanation of informed consent as shown in the schedule (Table 2).

While adult learners prepared with scenarios in advance, with the goal of getting certified,
the undergraduates read the scenario for the first time in class, and were focused on earning
credit. Considering the differences in proficiency and motivation between the adult learners
and undergraduates, certain steps differed for the latter: initially, some students read out the
Japanese translation so that they were sure to comprehend the content; then the teacher
explained each sentence while indicating the expressions and words that would be covered in
the test the following week. Students repeated pre-recorded phrases, spoken by a native
speaker. Finally, they practiced the role-play in small groups (2-3 students) (Figure 1). The
undergraduates practiced almost all topics twice (checking week and reviewing week). A

Table 1
Excerpt of the Role-play Text

£ patient FeF T nutritionist
TLOIER IS EME(E » BRFBIED | Ah, my results are between the
ITdhh standard range and the

diabetic range.
Thigfhass —X v nEE It was just after party season,
Fof=ho—REs O TIEA | soisn'tit temporary?
WwaoTEh?
HbAlcliH A f-DBELI~2HH HbAlc shows your average
DMEREOFESEETL T blood glucose control over the
Er previous one to two months.
ZNIIEREEFHT S5 It is a good occasion to change
EFBBAELTZ A VWWESTT your daily habits to prevent
£ diabetes.
A 2 Z ) v EFIEEE S 72T T, | | would like to avoid insulin

injections.
ZDfzHlrn, HATHLET, |l do anything to avoid that.
Tli, RAICKERBE~H 0% Then, could you write down
FEzHLTHHAETA? what you ate yesterday here?
RERETHELLDTY, It is necessary for our

consultation.

Note. New technical words and their translations are highlighted to help learners understand at a glance.



short quiz was conducted at the beginning of the following class to reinforce the learned
words and expressions by evoking memories of the previous session (Brown et al., 2014).
This short quiz was an advantage for the undergraduates, but this system could not work for
adult learners who had working shifts. The note-taking and search skills taught to the adult
learners were not taught to the undergraduate group as their level of English was insufficient,
although it is certain that note-taking is key for consecutive interpretation, and search skills

for medical words are necessary for on-site interpretation.

Figure 1
Flow of the Role-play Practice for Undergraduates

(Students watch a topic-related YouTube video in Japanese focusing on medical knowledge,
depending on the subject matter.)

1. Students listen to a Japanese role-play performed by some students to grasp the content.
——
2. A teacher explains the English medical expressions and terms used in the scenario.
-‘HL'%‘_,/"['—/
3. Students repeat pre-recorded phrases after a native speaker.

| |

.
4, Finally, students engage in an English role-play with a scenario in small groups (2-3 students).

—

Note. Modified steps are underlined.

Table 2
Schedule of Role-play and Retention Survey
Topic & Text size Tested items on the survey in January
September | Week 1 Typical expressions used in medical | How can | help you today?
consultations 113 words | | have diabetes.
Please take the medicine twice per
day after meals.
Take care.
Week 1-2 Hearing of religious dietary
restrictions 188 words
October Week 4-5 Dietary instruction for a patient with | hypertension
hypertension 370 words
Week 6-7 Blood test instruction 150 words
November | Week 8-9 Prediabetes-1 271 words | blood glucose level, diabetes (again)
Week 10-11 | Prediabetes-2 227 words | obesity
December |Week 12-13 | Prediabetes-3 193 words | heatstroke
Week 14 Informed consent 85 words
Winter break
January Week 15 Survey of retention




Surveys

An anonymous survey was conducted among the adult learners, regarding their
background and impressions of studying medical English using role-play scenarios. The
items included medical terminology (e.g., illnesses, organs, symptoms), typical expressions
(e.g., use of verbs), basic medical expertise, note-taking, research skills, and general English
competency except for medical words. The items were selected from the author’s personal
experience as a past trainee and a current trainer. The focus was identifying items that should
be taught during the medical interpreting course and the items that can be learned from self-
study of role-play scenarios.

For the undergraduate students, an extensive anonymous Google form survey, including
a retention check, was conducted during the final session of the Practical Nutrition English A
class. As 14 lessons were delivered from September to December, and the survey was
conducted in mid-January just after the final test (Table 2), that is, one to four months after
learning. Questions focused on what they had learned from the role-play practices with
scenarios and the extent to which they were able to retain what they had studied. Students
were asked if they had learned terminology (e.g., illnesses, organs, symptoms), typical
expressions (e.g., use of verbs), basic medical expertise, note-taking, and search skills for
medical words from the role-play practices. Among these survey items, note-taking and
search skills for medical words were not taught to the undergraduates, considering their
capability and burden, but the survey items were retained for comparison with adult learners.
In the retention check, some expressions and medical words were tested to see if students
could select the correct English translation from four options when the Japanese equivalent
was shown. The tested items were the following four expressions and five medical terms:
How can I help you today?, I have diabetes, Please take the medicine twice per day after
meals, Take care, blood glucose level, obesity, diabetes, hypertension, and heatstroke (Table
2). The reason why the sentence  have diabetes included diabetes was to check the usage of
the verb for a chronic illness and the fact that diabetes is one of the most essential words for

nutritionists. The control group took the survey without learning.

Procedures

All surveys written in Japanese, except for retention check items, were conducted via
Google Forms using each participant’s own PC. Participants were briefed on the purpose of
the study prior to their participation. For adult learners, the survey method was an anonymous
Google form with a link embedded in the e-mail sent by the administration of the medical
interpreting school. Since four teachers are in charge of role-play courses, the author does not
know how many learners received the e-mail. The purpose and anonymity were described in
the e-mail and at the top of the form, and participation was not obligatory. For undergraduates,
the survey method was an anonymous Google form whose link was sent via ZOOM chat. All
Practical Nutrition English A classes were delivered online, while the control group used the



link sent via ZOOM in a classroom on campus. This survey was independent of the final
exam. The purpose and anonymity were described at the top of the form and orally. It was also
explained that the results would not be included in their class evaluation, and the survey was
not mandatory. Of the 102 students who took the final examination on that day, 100 students
participated in the survey.

Results

Survey on Role-Play

The responses of the adult learners aspiring to become medical/healthcare interpreters
indicated that they found teacher instruction particularly useful for learning typical expressions
(90%), basic medical expertise (50%), note-taking (40%), search skills for medical words
(40%), and terminology (30%). They also reported that repeated role-play reading helped
them master typical expressions (80%), terminology (50%), and basic medical expertise
(50%) (Table 3). The undergraduate students in the course reported that they learned medical
expressions (70%), terminology (67%), basic medical expertise (44%), search skills for
medical words (2%), and note-taking skills (1%) from role-play practice (Table 4).

Table 3
Survey Results for Effectiveness of Teacher Instruction vs. Repeated Role-Play Reading as Learning
Methods for Adult Learners (n=10)

Factors Teacher instruction Repeated role-play reading
(ratio %) (self-study) (ratio %)
typical expressions 90% 80%
basic medical expertise 50% 50%
note-taking 40% 0%
search skills for medical words 40% 0%
terminology 30% 50%

Table 4
Survey Results for Skills and Knowledge Gained by Undergraduates from Role-Play Practice with
Scenarios (n=100)

factors ratio %
typical expressions 70%
basic medical expertise 44%
note-taking (untaught) 1%
search skills for medical words (untaught) 2%
terminology 67%




Retention Quiz Results

Undergraduates who took the course performed better on the quiz than students in the
control group, consistently selecting more correct answers — except for the item, Take care
(Figure 2). The average score for the undergraduate learning group was 7.19 out of 9 points,
while the control group averaged 5.18 out of 9 points. An F-test was conducted because the
sample sizes were unequal (F= 1.28, p= 0.24), and a t-test for two samples assuming equal
variances was subsequently performed (p=<0.05). Therefore, the score of the learning group
was significantly higher than that of the control group, demonstrating a learning effect. Figure
3 shows the distribution of scores for the two groups of undergraduate students.

Figure 2
Retention of Medical Terms and Expressions (based on a multiple-choice format with four options)
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Discussion
The effects of role-play practice and the retention quiz

The role-play exercises allowed undergraduates to assimilate medical terminology and
expressions, and gain an intuitive understanding of medical expertise. The average score for
the undergraduate learning group was 7.19 out of 9 points (79.9%). It is also surprising that
the average score for the control group was 5.18 out of 9 points (57.6%), even considering the
survey was to select one from four options (Figure 3). The majors of the students in the
learning group and the control group were food-related studies in the same faculty at the
university. Although the control group did not participate in the author’s role-play practices,
there may have been some students who spent several years in English-speaking countries.
Additionally, learning material in high school might have been quite practical thanks to the
recent CLIL movement.

A high percentage of both groups chose the accurate translation for Take care (Figure 2).
This phrase was included in the survey as adult learners sometimes leave it untranslated.
When some of the control group members were asked about this expression after the survey,
they answered they had previously learned it.

The difference of the retention between the learning group and the control group was
22.3%. Considering the average score of the control group, 42.4% of the items could be new
to the learning group. It can be assumed they could retain about 50% of new items. This rate
is excellent, compared with Ebbinghaus’s forgetting curve (1885), which demonstrates the
decline of retention in the absence of meaningful connections or associations. In his trial,
participants retained 44.2% of the information one hour after memorization, and this figure
dropped to 27.8% two days later. Subsequent studies by other researchers have corroborated
this trend (Murre & Dros, 2015). Additional information and training can augment learning
effectiveness. In this study, the role-play exercise provided a simulation of real-world practice
and the subsequent quiz aided in the retrieval of technical terms. These methods appeared to
be effective.

Even without the introduction of role-play exercises, students may learn expressions in
different ways, such as study abroad or English classes outside of the university. However, the
experience of role-play in a university could be a valuable opportunity to engage with practical
CLIL content that aligns with their future professions.

Conclusion
Role-play practice based on prepared scenarios is an effective method for improving
medical English competency among adult learners and undergraduates aspiring to become
medical professionals. The anonymous survey, conducted during the final session one to four
months after the initial learning, revealed that this method could enhance knowledge of
medical terminology and expressions when combined with quizzes held one week after each
learning session. Participants in both groups indicated that this approach was helpful in



acquiring basic medical terminology, typical expressions, and medical expertise. Additional
modifications tailored for undergraduates, such as previewing content in Japanese first,
repeating a native speaker’s phrases, and scheduling quizzes for the following week, also
seemed effective.
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