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Abstract
This study explores the changing landscape of English for Academic Purposes (EAP) in
Japanese higher education. Despite ongoing efforts to align EAP curricula with the needs of
Japanese English as a Foreign Language (EFL) students, there is a noticeable gap in
establishing a framework for evaluating the impact of EAP on students. This research aims
to address this gap by investigating the extent to which IELTS™ band scores can predict
students’ confidence levels in their English skills. The study employed pre- and post-surveys
(n=174) to track students’ confidence in using English during their first academic year of
intensive EAP courses. These results were cross-referenced with the IELTS™ Practice Test
scores to better understand students’ views across four English skills: listening, reading,
writing, and speaking. This study, with a quantitative analysis of surveys, sought to illustrate
the multifaceted aspects of students’ EAP experiences, especially in Japan’s evolving EAP
landscape. The implications of the results are discussed in relation to the ongoing discourse
on effective English language instruction and its impact on academic success in the
Japanese higher education setting.

Keywords: English for Academic Purposes (EAP), confidence, motivation, IELTS™,
Japanese EFL learners

Introduction

The recent movement towards globalizing higher education has prompted various
institutions in Japan to embark on university-wide English curriculum reforms, shifting
towards the inclusion of English Academic Purpose (EAP) curricula within General
Education courses (Iijima et al., 2020). While more and more Japanese universities have
adopted this approach, there remains a lack of a clear understanding of EAP courses,
leading to great degrees of variety among EAP curricula across institutions in Japan.

Typically, Japanese university entrance exams serve as the final checkpoint of language
proficiency, with no set criteria imposed to ensure that students meet certain English
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language proficiency exit requirements for graduation. With the increasing number of
universities in Japan offering academic courses through English-medium instruction (EMI),
the effectiveness of EAP skills in enhancing students’ abilities to successfully complete their
academic tasks in English is indispensable.

To address this issue, an essential step is to explore the impact of EAP courses on
students using a systematic approach. Numerous studies suggest that an effective approach
is to evaluate students’ perceptions of their EAP experiences using questionnaires and
interviews to discover factors that influence motivation or self-confidence (e.g., Ohata,
2016). However, such an approach alone may not establish a clear set of benchmarks for
language proficiency necessary to successfully complete academic tasks (Woodrow, 2006).
This concern is particularly prevalent in institutions that incorporate academic coursework
into EMI, as they seek to predict the extent to which students’ academic success is
contingent upon their EAP experiences (Aizawa, 2023). Some past studies have
investigated the predictive validity of language proficiency in EAP courses by associating
their GPA scores and the International English Language Testing System (IELTS™) band
scores (e.g., Woodrow, 2006). However, addressing this issue requires an approach that goes
beyond perception assessments and thoroughly investigates the concrete measures of
language proficiency essential for academic achievement.

The present study seeks to take a step further by associating students’ confidence in
English four skills (i.e., reading, listening, writing, and speaking) from pre- and post-
surveys with their International English Language Testing System (IELTS™) band scores,
with the goal of predicting their academic success in EAP courses and their language

proficiency confidence.

Literature Reviews

Motivations to Study English among Japanese Students

Recent studies have suggested that motivation is the most crucial factor in determining
success in L2 acquisition (e.g., Masgoret & Gardner, 2003). Gardner’s Social-Educational
Model cited from (Gardner, 1985) categorized motivations for language learning into two
main types: integrative and instrumental. Integrative motivation involves the desire to
become a part of the target language community, such as through immigration to a country
where the language is spoken. In contrast, instrumental motivation revolves around
improving language skills for practical reasons such as job opportunities or promotions.
Higher levels of instrumental motivation were also correlated with higher L2 proficiency.
However, once learners achieve their instrumental goals, their motivation tends to decline
rapidly, as seen in scenarios such as passing university admission tests (Cohen & Henry,
2019).

Although Gardner’s (1985) research supported the idea of integrativeness as a strong
motivator for language learning, Dornyei questioned Gardner’s original theory because it
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did not explain cases such as Hungary, where there is almost no English-speaking
community for learners to integrate (Csizér & Dornyei, 2005). The effectiveness of
integrativeness in such environments remains unclear, leading to speculation as to whether
the results of the Hungarian study were specific to that country. Dérnyei’s new motivational
approach, which includes cultural identity and sensitivity, has attracted many researchers to
take a similar approach, including Taguchi et al. (2009) who replicated the Hungarian study
in Japan, China, and Iran where they also lack substantial L2 communities.

Moreover, the recent trend of globalization in Japan has urged researchers to
investigate how Japanese cultural identity and sensitivity affect Japanese EFL learners’
motivation to learn English. Although Japanese EFL learners often lack opportunities to use
English inside and outside the English classroom, studies suggest positive attitudes towards
native speakers and the target culture among Japanese EFL learners (Irie, 2003). Japanese
researchers have defined this as an international posture to capture this outward-looking
attitude among Japanese EFLs to differentiate the traditional notion of Gardner’s integrated
motivation (Ushioda, 2013; Yashima, 2009).

However, the motivation among Japanese EFL learners is multifaceted. In Japan,
where students often perceive that the purpose of studying English is to pass university
entrance exams, conflicts exist between the use of English for exams and practical
communication. Some studies have focused on what demotivates Japanese EFL learners in
university from studying English after they are released from Exam Hell (Kikuchi, 2013;
Kikuchi & Sakai, 2009). Understanding how Japanese university students perceive English
in relation to their personal values, aspirations, and identities is essential to assessing the

effects of English language education.

Predictive Validity of EAP Courses

With the increasing debate on the entry levels of English language proficiency required
for university students to complete their EAP curriculum successfully, which is often
mediated in English, the question remains whether these language test scores accurately
predict academic success. Numerous studies overseas have investigated the effects of
previous English learning experiences using high-stakes tests (e.g., TOEFL® and [ELTS™).

Previous studies have shown that IELTS™ scores can predict academic success by
correlating them with students’ grade point averages (GPA) in academic subjects (e.g.,
Dang & Dang, 2021; Hill et al., 1999; Kerstjens & Nery, 2000; Woodrow, 2006). These
studies have shown positive relationships between IELTS™ and academic performance,
providing the predictive validity of IELTS™ in one or more subset skills. According to
Woodrow (2006), most past studies revealed reading skills as the predictive variable, except
for Elder (1993), who found not just reading but also listening skills to be the most
predictive variable for academic success. Elder et al. (2007) found that both reading and

listening played a role in predicting students’ academic success and language proficiency.
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However, other studies found no evidence between IELTS™ scores and academic
performance (e.g., Cotton & Conrow, 1998; Dooey & Oliver, 2002), which questioned the
benchmark for university entry requirements, as overall IELTS™ scores had no predictive
validity in science and engineering faculties (Dooey & Oliver, 2002). Indeed, Woodrow
(2006) revealed that language proficiency only at the lower end, who were admitted to the

minimum requirement score, could predict academic performance in their course study.

Research Purpose

This study aims to predict students’ academic success in EAP courses by examining
the relationships between students’ motivations and their confidence in English skills before
and after participating in intensive EAP courses, and their corresponding IELTS™ band
scores. The research questions addressed in this study are as follows:
RQ1: (Motivations) What motivates students to learn English at university, and how did it
change over the first year of intensive EAP courses?
RQ2: (Confidence) How did students’ perceptions of their English language abilities change
during their first year of intensive EAP courses?
RQ3: (Validity) How do these perceptions correlate with their performance on IELTS™
Practice Test sub-scores?

Through this investigation, we seek to deepen our understanding of the factors that
influence language learning outcomes and confidence development among students in EAP

programs.

Method
Participants

The participants in this study were recruited from Nagasaki University, Japan, as they
were enrolled in the first academic year of intensive EAP courses (female n = 71; male, n =
26) in 2023. The intensive EAP program called “The KEY Program: Academic English for
Unlocking Futures” was introduced in 2022 to build the competency and skills necessary
for studying subjects in English that overtook the General English Courses offered at
universities (Nishikawa, et al., 2023). The KEY Program is unique in that students take the
following classes twice a week: Reading and Writing I, Listening and Speaking I, Reading
and Writing II, Listening and Speaking 11, and the following classes once a week: Reading
& Discussion I, Reading & Discussion II, and IELTS™ Preparation Course over the first
academic year of the program.

At the beginning of the program, the KEY program arranged for the students to take a
TOEFL® ITP test for internal purposes. Their mean test score was M = 484.80 with a
standard deviation of SD = 75.17, the highest score was 567, while the lowest was 437.
TOEFLC°ITP scores were used for three key reasons: they are financially viable as the KEY
Program provides the test for the students; they are accessible and practical; and lastly, they
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have been used as a benchmark to measure if the students are eligible to take upper-level
courses in the program.

Instruments and Procedure

This research employed a quasi-experimental design, with the data collection of pre- (n
= 84) and post-surveys (n = 74) to monitor students’ motivations for learning English and
their confidence levels in four English skills over their initial academic year of attending
intensive EAP courses (n = 65 after excluding listwise data). The survey consists of 38
items: 1 to 5 gather biodata information of the participants, 6 to 16 assess motivation, and
17 to 38 focus on understanding students’ confidence in their English abilities within an
academic setting. The survey was administered using an online questionnaire. The first
section of the pre- and post-surveys was partially adopted from Dornyei and Taguchi
(2009) using Dornyei’s motivational approach. The second section of these surveys
included questions that investigated the participants’ confidence in using the four skills in
academic settings. These findings were compared with the results of the IELTS™ Practice
Test (n = 84) taken at the end of the second semester (November 2—16, 2023, depending on
class schedules) to validate whether the scores could predict confidence in listening,
reading, writing, and speaking skills.

Analyses

The overall findings of the questionnaire surveys provided a baseline for comparing
students’ perceptions of the EAP curricula. The survey questions were based on 5 Likert-
scales (ordinal data), and the IELTS™ band scores were numerical data and treated as
scales. The survey results were analyzed using IBM SPSS (Ver. 28) for both the descriptive
and inferential statistics.

Findings

First, a test of normality was conducted using Cronbach’s alpha to assess the internal
consistency of the scales in the questionnaire. The Cronbach’s alpha coefficients indicated a
high level of internal consistency among the items. Specifically, Cronbach’s alpha for the
pre-survey was 0.93, based on raw scores, and 0.92, based on standardized scores. Similarly,
reliability statistics were calculated to evaluate the consistency of the scale in the post-
survey. Cronbach’s alpha coefficients were 0.89 for raw scores and 0.89 for standardized
scores, respectively. In both surveys, whose scales consisted of 33 items, the Cronbach’s
alpha values were quite high (above 0.7), indicating strong internal consistency among the
scales for reliable measurements. The results were reported with reference to each research
question.

RQ1: (Motivations) What motivates students to learn English at university, and how
did it change over the first year of intensive EAP courses?
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The frequencies of their responses on the 5 Likert-scale points are shown as
percentages. Table 1 shows the motives of students to learn English at university according
to their responses. Their motivations were ranked from strongest to weakest in their pre-
survey responses (from 1: Strongly Agree to 5: Strongly Disagree). Table items (Q6 to
Q16) are shown in order of ranks from the highest to the lowest percentage.

Table 1
Descriptive Data for Motivation (Pre-Survey)

5 4 3 2 1

Q12  Studying English is crucial because it opensup  76.2%  19.0%  1.2% 3.6% 0.0%
opportunities to work globally.

Q14  Studying English can be important, as it may 71.4% 238%  4.8% 0.0% 0.0%
prove useful when seeking employment in the
future.

Q11  Studying English is important because I plan 71.4% 202%  3.6% 3.6% 1.2%
to study abroad in the future.

Q8  Studying English is essential because it 67.9% 22.6%  8.3% 1.2% 0.0%
enables you to make friends with people from
different countries.

Q6  Studying English is important to stay updated ~ 66.7%  28.6%  3.6% 1.2% 0.0%
on the latest information and news worldwide.

Q7  Studying English is crucial because it allows 65% 262%  83% 0.0% 0.0%
you to enjoy overseas travel.

Q9  Studying English is important to meet the 59.5% 29.8%  7.1% 3.6% 0.0%
major requirements at my university.

Q10  Studying English is crucial to achieving my 53.6%  25% 16.7%  4.8% 0.0%
goals, such as obtaining a teaching license or
receiving scholarships.

Q16  Studying English can become important 42.0% 23.0% 12.0%  6.0% 1.0%
because I aspire to live abroad for an extended
period (for study or work).

Q15  Studying English is essential because 357%  38.1% 155%  9.5% 1.2%
proficiency in English is necessary for future
career advancement.

Q13 Studying English is important because having ~ 16.7%  38.1% 31.0%  8.3% 6.0%
strong English skills can lead to higher income
possibilities.

Note. N =84. 5: Strongly Agree - 1: Strongly Disagree

To investigate the motivation for studying English among Japanese EFL learners at a
tertiary level, we compared how their perceptions towards the purpose of studying English
changed between pre- and post-tests. Since the survey data were ordinal, the Wilcoxon
Signed Ranks test was performed to assess the mean ranks of the two paired samples. Table
2 shows the statistically significant results (p < .05), indicating rejection of the null
hypothesis.

Table 2 provides an overview of the primary results from the Wilcoxon signed-rank
test. The test uncovered a substantial discrepancy between the median rank of the pre- and
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post-survey for Questions 6, 9, 10, 11, 14, 15, and 18 at all p <.05. For instance, Question
16 indicated that students perceived studying English as more crucial for staying informed
about global news and events (Mdn = 5.00) in the pre-survey than in the post-survey (Mdn
=4.00), with a z-score of -2.877 and p-value of .003. In Question 9, studying English was
considered more important for fulfilling major requirements (Mdn = 5.00) in the pre-survey
than in the post-test (Mdn = 4.00), with a z-score of -2.231 and a p-value of .023. For
Question 10, studying English was deemed more essential for achieving specific goals, such
as obtaining a teaching license or receiving scholarships, in the pre-survey (Mdn = 5.00)
than in the post-survey (Mdn = 4.00), with a z-score of -2.019 and a p-value of .039. For
Question 11, studying English was considered more important for going abroad in the pre-
survey (Mdn = 5.00) than in the post-survey (Mdn = 5.00), with a z-score of -3.228 and a
p-value of <.001. For Question 14, studying English was thought to be more beneficial for
seeking employment in the pre-survey (Mdn = 5.00) than in the post-survey (Mdn = 5.00),
with a z-score of -1.962 and a p-value of .034. For Q15, studying English was considered
more vital for career advancement in the pre-survey (Mdn = 4.00) than in the post-survey
(Mdn = 4.00), with a z-score of -1.574 and a p-value of .03. For Question 16, studying
English was regarded as more essential for living abroad in the future in the pre-survey
(Mdn = 4.50) than in the post-survey (Mdn = 4.00), with a z-score of -3.350 and a p-value
of .01. The same median was observed in both the pre- and post-surveys; however, they
were significantly different, according to the Wilcoxon signed-rank test. In this case, the
findings suggest that although the central tendency (median) of the two groups was the
same, seven items in Table 2 suggest that students were less motivated in the post-survey.
This result is similar to previous studies that investigated factors that demotivate
Japanese EFL learners from continuing English studies at university after they have
completed entrance exams (Kikuchi, 2013; Kikuchi & Sakai, 2009). While students
recognize the importance of studying English for their careers and academic advancement,
outside factors such as financial and time constraints (e.g., gaining scholarships to go
abroad, nonlinear progress in language acquisition, etc.) impact their ability to maintain

consistent motivation throughout their university years.
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RQ2: (Confidence) How did students’ perceptions of their English language abilities
change during their first year of intensive EAP courses?

To better understand how students’ perceptions of their English language skills
changed during the first year of intensive EAP courses, pre- and post-survey responses on
the four English skills were compared using the Wilcoxon signed ranks test. Table 3
presents the descriptive statistics for the pre-survey questions.

Table 3
Descriptive Statistics for English Abilities (pe-survey)
Mean SD Median ~ Skewness
Q17 Listening: Understand the main points of a
lecture in English (during university 2.99 0.871 3 0.359
classes).
Q18 Listening: Understand English questions 3 0982 3 0157
asked during university lectures. ’ )
Q19 Listening: Distinguish different perspectives
and opinions presented during university 2.68 1.043 2.5 0.292
lectures.
Q20 Listening: Take notes during university 268 1.184 3 0119

English lectures.

Q21 Listening: Keep up with discussions in
English, understanding what other students 3.17 1.149 3 -0.237
are saying during university classes.

Q22  Speaking: Summarize information in
English while referring to English notes 2.69 1.119 3 0.115
during university lectures.

Q23  Speaking: Ask questions in English during

university lectures. 2.6 1.088 2 0.296

Q24 Spe.akmg:. Ansyver questions in English 2 64 1.06 3 0205
during university lectures.

Q25 Speaklr}g: Actl\{ely participate in English 255 1.186 2 0416
discussions during university classes.

Q26 Speaking: Present information and ideas in 251 1103 ) 0411

English during university classes.

Q27 Reading: Quickly read (skim) texts, such as
those used in university English lectures, to 2.98 1.108 3 0.157
gather overall information.

Q28 Reading: Quickly read (scan) texts, such as
those used in university English lectures, to 3.14 1.077 3 -0.173
find specific information.

Q29 Reading: Understand the structure of texts

used in university English lectures. 3.05 0.956 3 -0.012

Q30 Reading: Identify the main idea, reasons,
and examples supporting the content of texts 3.20 0.967 3 -0.175
used in university English lectures.

Q31 Reading: Infer the meanings of difficult
words in texts used in university English 2.55 1.023 2 0.318
lectures.



Q32 Reading: When taking notes, paraphrase
information in one’s own words for better 2.87 1.106 3 -0.063
understanding.

Q33 Writing: Organize thoughts and structure an

English essay for university assignments. 2 1.093 3 0.538

Q34  Writing: Express personal thoughts clearly
and logically in English essays for 243 1.033 2 0.398
university assignments.

Q35  Writing: Summarize and paraphrase ideas
and information in English essays 2.69 1.018 3 0.027
(Summarizing/Paraphrasing).

Q36  Writing: Write well-structured paragraphs

with coherent transitions in English essays. 2:42 0.996 2 0.498

Q37  Writing: Use academic citation methods to
appropriately cite sources in English essays 2.11 1.006 2 0.653
for university assignments.

Q38  Writing: Proofread and edit English essays

independently for university assignments. 2.21 1.098 2 0.622

Note. N =84

The medians for listening and reading were higher than those for speaking and writing,
suggesting that the students showed less confidence in their productive skills. To understand
how such perceptions changed in one academic year of studying in the intensive EAP
course, Wilcoxon signed-rank tests were performed between pre- and post-surveys (see
Tables 4, 5, 6, and 7). No statistically significant differences were found in Listening,
Reading, and Writing. However, two questions found statistically significant differences
between the pre- and post-surveys in Speaking: Q22: Speaking: Summarizing information
in English while referring to their English notes during university lectures (Z=-2.281, p <
.05), and Q26: Speaking: Presenting information and ideas in English during university
classes (Z =-2.716, p < .05). The findings imply that students gained confidence in speaking
by being able to verbally summarize information using their English notes (Q22) and
present information and ideas in English (Q26), as shown in Table 8.

Table 4
Wilcoxon Signed Ranks Test (Listening)

Q17 QI8 Q19 Q20 Q21
Z -1.282° -1.596° -.035° -.618° =597
Asymp. Sig. .200 111 972 536 551
(2-tailed)

a. Based on negative ranks.



Table 5
Wilcoxon Signed Ranks Test (Speaking)

Q22 Q23 Q24 Q25 Q26
Z 2.281° -1.192° -476¢ -.894p 2.716°
Asymp. Sig.  .023 233 634 371 007

(2-tailed)

a. Based on negative ranks.

Table 6
Wilcoxon Signed Ranks Test (Reading)

Q27 Q28 Q29 Q30 Q31 Q32
Z -.159° -.894° -911° -1.074° -.181° -.580°
Asymp. Sig. 874 371 362 283 .856 .562
(2-tailed)

a. Based on negative ranks. b. Based on positive ranks.

Table 7
Wilcoxon Signed Ranks Test (Writing)

Q33 Q34 Q35 Q36 Q37. Q38
Z -.991° -1.509* -.2420 -1.819* -1.655* -271°
Asymp. Sig. 321 131 809 069 098 787
(2-tailed)

a. Based on negative ranks. b. Based on positive ranks.

Table 8
Ranks of Wilcoxon Signed Ranks Test on Q22 and Q26
N Mean Rank Sum of Ranks
Q22 (Post) - Q22 (Pre) Negative Ranks 16 21.34 341.50
Positive Ranks 30° 24.65 739.50
Ties 19
Total 65
Q26 (Post) — Q26 (Pre) Negative Ranks 8 16.50 132.00
Positive Ranks 25° 17.16 429.00
Ties 32
Total 65

a. Q22 (Post) > Q22 (Pre). b. Q26 (Post > Q26 (Pre)

RQ3: (Validity) To what extent can the IELTS™ band scores predict students’
confidence in the four English skills?

We evaluated whether their perception of the English learning experience matches their
confidence in English skills by associating their survey results with the IELTS™ Practice
Test score. All first-year students in the KEY Program had to register for the [IELTS™
course in the second semester, in which they had to take the IELTS™ Practice Test (online)
in class, which weighed 10% of their grade in their course. Table 9 shows the results of the
Pearson correlation analysis.



Table 9
Correlations on the IELTS™ Practice Test

Listening Reading Writing Speaking Overall
Listening 1
Reading .690™ 1
Writing 0.044 0.073 1
Speaking 647" .606™ 0.114 1
Overall .844™ .860" 228" 867" 1

Note. N =84
**Correlation is significant at the 0.01 level (2-tailed). *Correlation is significant at the 0.05 level (2-tailed).

The overall score significantly correlated with speaking ( =.87), reading (r =.86),
listening (» = .84), and writing (» =.23). To further investigate whether the overall IELTS™
scores predicted listening, speaking, writing, and reading scores, a multiple regression
analysis was performed. The results are presented in Tables 10, 11 and 12. The overall score
was predicted from the four areas of language skills: F (4, 89) = 1272.893, p <.001, R?
=.983. All four variables (i.e., Listening, Reading, Writing, Speaking) were statistically
significant for prediction (p <.001).

Table 10
Model Summary
Std. Error of the
Model R R Square Adjusted R Square Estimate
1 991* 983 982 13479

a. Predictors: (Constant), Speaking, Writing, Reading, Listening

Table 11

ANOVA Test Result (Overall Score as Dependent)

Model Sum of Squares df Mean Square F Sig.

1 Regression  92.500 4 23.125 1272.893 <.001*
Residual 1.617 89 .018
Total 94.117 93

a. Predictors: (Constant), Speaking, Writing, Reading, Listening

Table 12
Coefficients for the IELTS™ Practice Test Scores
Unstandardized Standardized 95.0% Confidence
Coefficients Coefficients Interval for B
Lower Upper
Model B Std. Error Beta t Sig. Bound Bound
1 (Constant) -394 184 -2.136  .035 -.761 -.027
Listening .233 .017 .296 14.122  <.001 .200 .266
Reading .270 .014 .389 19.388  <.001 242 298
Writing 321 .032 139 9.898 <.001 257 .386
Speaking .260 012 424 22.159  <.001 237 284




To investigate whether students’ perceptions of their language abilities could predict
their [IELTS™ Practice scores, a multiple regression analysis was conducted for all four
English skills. However, none of the IELTS™ Practice Test scores correlated with students’
confidence in their English skills. Notably, the reading scores from the IELTS™ Practice
Test provided the most informative results for predicting performance on questions 27 and
28 related to skimming and scanning abilities. Although the analysis yielded no statistically
significant findings, as evidenced by the results in Tables 13 and 14, further research may be
warranted to explore this relationship in greater depth.

Table 13
ANOVA Test Result (Reading Score as Dependent)
Model Sum of Squares df Mean Square F Sig.
1 Regression 19.365 6 3.228 1.758 1212
Residual 122.973 67 1.835
Total 142.338 73

a. Predictors: (Constant), Speaking, Writing, Listening
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Discussion and Conclusions

This study attempted to predict students’ academic success in EAP courses as well as
overall confidence in language proficiency by associating them with the IELTS™ practice
test scores. With respect to RQ1, which questioned what motivated students to learn English
at university and how it changed during the first year of intensive EAP courses, we
compared students’ motivation found in the pre- and post-surveys during the first year of
intensive EAP at university. The finding suggests that students rated the survey questions
higher at the start of their academic studies as they entered university than at the end of their
first year. A possible explanation can be found in the literature. Indeed, demotivation is a
natural occurrence, as has been reported in some longitudinal studies. For example, a
longitudinal study revealed a sharp decrease in students’ academic self-perception, interest,
and motivation for learning during the final months spent in their original class, just before
being held back (Otis et al., 2005). Another study of Japanese students suggested that
demotivation is deeply rooted in sociocultural factors (Nishimura & Sakurai, 2017). These
studies showed that among the different subtypes of motivation, extrinsic motivation often
reveals a pattern of change, including a sharp decline among young adolescents.

Regarding RQ2, we discovered that students’ perceptions of their English language
abilities changed during the first year of the intensive EAP courses. It was interesting, but
not surprising, that students gained more confidence in their speaking abilities in academic
settings. It is important to note that our EAP courses were taught in English and probably
served as an important opportunity for students to use English as a communication tool,
whereas there was little opportunity to speak English elsewhere in Japan, as noted in the
literature review (Irie, 2003).

The last research question on RQ3 concerned the extent to which IELTS™ band scores
could predict students’ confidence in their English skills. The results of the IELTS™
Practice Test suggest that all four scores (Listening, Reading, speaking, and Writing) were
significantly correlated with the overall score. The score was then used to predict the survey
responses in Listening, Reading, Speaking and Writing by running a multiple regression
analysis. The findings did not show statistical significance for the skills; however, their
skimming and scanning reading abilities could predict their reading scores to some degree.
While students gained more confidence in speaking from the survey, reading skills (i.e.,
skimming, scanning) impacted the practice test score the most. This could imply that
reading skills can be more relevant to their academic success for EAP, which is consistent
with most previous studies, as noted by Woodrow (2006).

Although recent motivational studies (e.g., Kikuchi, 2013; Kikuchi & Sakai, 2009)
provide insights into students’ learning experiences in Japanese EAP classes, the authors
argue that there are other factors that can also help predict their academic success for better
curriculum design. The survey responses were valuable for deepening the understanding of
how students appreciated our program for improving their speaking skills. However,



reading materials provide scaffolding for academic success, as found in this predictive study
based on the IELTS™ score. Furthermore, our findings suggest that modifying listening,
speaking, and writing classes to focus more on academic skills, such as note-taking,
summarizing, and paraphrasing tasks, can improve IELTS™ scores for their future success.
Although we did not examine the relationship between students’ grade point averages
(GPAs), this study adds value to the existing literature on the predictive validity of IELTS™
scores for academic success and students’ confidence in four English skills after
completing one year of an intensive EAP program, providing valuable insights for
developing a more effective EAP curriculum to better serve Japanese EFL students. In
addition to providing a once-a-week, semester-long, IELTS™ Preparation Course, having
other classes where English is used as the medium of instruction as well as EAP courses that
focus on reading strategies and writing skills across the board, provide the students with
opportunities to practice English skills throughout the week, and have an impact on
improving the students’ overall confidence in using English. Lastly, one of the biggest
challenges for the KEY Program is to require an exit IELTS™ or TOEFL® score as a
requirement for graduation. Currently, after the second year, the students will have fewer
English classes, and their progress will plateau or decline unless the student is
self-motivated.

Limitations
This study used the IELTS™ Practice Test, which was administered online rather than
on paper, which could explain why the speaking score was lower than expected.
Additionally, the results may depend on the students each year, and a cross-sectional
comparison may be required. For further studies, a cross-sectional, longitudinal approach
would be better to validate these findings.

Acknowledgements
The authors extend their gratitude to three anonymous reviewers in the Kyushu-
Okinawa Chapter for their insightful and valuable comments and suggestions. Furthermore,
the authors wish to express appreciation to all research participants for their time and
contribution to this study.

References
Aizawa, 1. (2024). Tracking the first-year experience in English medium instruction: A
pre-post study of transitional challenges. English for Specific Purposes, 73, 20-32.
https://doi.org/10.1016/j.esp.2023.09.002
Cohen, A. D., & Henry, A. (2019). Focus on the language learner. In N. Schmitt & M.
Rodgers (Eds.), An Introduction to Applied Linguistics. 165-189. Routledge.
https://doi.org/10.4324/9780429424465-10



Cotton, F. & Conrow, F. (1998). An investigation into the predictive validity of IELTS
amongst a group of international students studying at the University of Tasmania.
IELTS Research Reports, 1, 72—115.

Csizér, K., & Dérnyei, Z. (2005). Language learners’ motivational profiles and their
motivated learning behavior. Language Learning, 55 (4), 613—-659.
https://doi.org/10.1111/j.0023-8333.2005.00319.x

Dang, C. N., & Dang, T. N. Y. (2021). The Predictive Validity of the IELTS Test and
Contribution of IELTS Preparation Courses to International Students’ Subsequent
Academic Study: Insights from Vietnamese International Students in the UK. RELC
Journal, 54 (1), 84-98. https://doi.org/10.1177/0033688220985533

Dooey, P., & Oliver, R. (2002). An investigation into the predictive validity of the IELTS
Test as an indicator of future academic success. Prospect, 17(1), 36-54.

Doérnyei, Z., & Taguchi, T. (2009). Questionnaires in second language research:
Construction, administration, and processing. Routledge.
https://doi.org/10.4324/9780203864739

Elder, C. (1993). Language proficiency as a predictor of performance in teacher education.
Melbourne Papers in Language Testing, 2, 68—85.

Elder, C., Bright, C., & Bennett, S. (2007). The role of language proficiency in academic
success: perspectives from a New Zealand university. Melbourne Papers in Language
Testing, 12(1), 24-28.

Gardner, R.C. (1985). Social Psychology and Second Language Learning: The Role of
Attitudes and Motivation. Edward Arnold.

Hill, K., Storch, N., & Lynch, B. (1999). A comparison of IELTS and TOEFL as predictors
of academic success. IELTS Research Reports, 2, 52—63.

lijima, Y., Takahashi, S., Watanabe, A., & Watari, H. (2019). EAP in Japan. In H. Terauchi,
J. Noguchi & A. Tajino (Eds.), Towards a new paradigm for English language
teaching English for specific purposes in Asia and beyond. (pp. 79-92). Routledge.
https://doi.org/10.4324/9780429423963-8

Irie, K. (2003). What do we know about the language learning motivation of university
students in Japan? Some patterns in survey studies. JALT Journal, 25 (1), 86-100.
https://doi.org/10.37546/jaltjj25.1-4

Kerstjens, M., & Nery, C. (2000). Predictive validity in the IELTS test: A study of the
relationship between IELTS scores and students’ subsequent academic performance.
IELTS Research Reports, 3 (4), 86-108.

Kikuchi, K., & Sakai, H. (2009). Japanese learners’ demotivation to study English: A survey
study. JALT Journal, 31(2), 183-204.

Kikuchi, K. (2013). 12. Demotivators in the Japanese EFL context. In M. Apple, D. Da
Silva. & T. Fellner (Eds.), Language learning motivation in Japan (pp. 206-224).
Multilingual Matters. https://doi.org/10.21832/978178309518-014



Masgoret, A. M., & Gardner, R. C. (2003). Attitudes, motivation, and second language
learning: A meta-analysis of studies conducted by Gardner and associates. Language
Learning, 53 (S1), 167-210. Portico. https://doi.org/10.1111/1467-9922.00227

Nishikawa, M., Benom, C., Cupchak, D., Cutrone, P., Collins, W., Datzman, B., Hiroe, A.,
Kyaw Oo, M., Lucas, S., Moji, K., Nishihara, T., Sullivan, S., Tada, A., Tanigawa, S. &
Zhang, T. (2023). Investigating Japanese EFL University Students’ Needs, Motivations
and Perceptions of the New EAP Program. 2 X /L2492, 9, 337-361.

Nishimura, T., & Sakurai, S. (2017). Longitudinal changes in academic motivation in Japan:
Self-determination theory and East Asian cultures. Journal of Applied Developmental
Psychology, 48, 42—48. https://doi.org/10.1016/j.appdev.2016.11.004

Ohata, K. (2016). Factors influencing learner self-confidence in a Japanese EAP program.
Asian ESP Journal, 12 (1), 183-212.

Otis, N., Grouzet, F. M., & Pelletier, L. G. (2005). Latent motivational change in an
academic setting: A 3-year longitudinal study. Journal of Educational Psychology,
97(2), 170-183. https://doi.org/10.1037/0022-0663.97.2.170

Taguchi, T., Magid, M., & Papi, M. (2009). The L2 motivational self system among
Japanese, Chinese and Iranian learners of English: A comparative study. In Z. Dornyei
& E. Ushioda (Eds.), Motivation, language identity and the L2 self. (pp. 66-97).
Multilingual Matters. https://doi.org/10.21832/9781847691293-005

Ushioda, E. (2013). Foreign language motivation research in Japan: An “insider”
perspective from outside Japan. In M. Apple, D. Silva & T. Fellner (Eds.), Language
learning motivation in Japan. (pp.1-14). Multilingual Matters.
https://doi.org/10.21832/9781783090518-003

Woodrow, L. (2006). Academic success of international postgraduate education students and
the role of English proficiency. University of Sydney Papers in TESOL, 1(1), 51-70.

Yashima, T. (2009). 7. International posture and the ideal L2 self in the Japanese EFL
context. In Z. Dérnyei & E. Ushioda (Eds.), Motivation, language identity and the L2
self: (pp. 144-163). Multilingual Matters. https://doi.org/10.21832/9781847691293-008



— Article —

Examining Japanese Undergraduates’ Motivation to Speak English
Using the Framework of Self-Determination Theory

Nagisa MIYAUCHI
Miyazaki Municipal University

E-mail: miyauchi@miyazaki-mu.ac.jp

Abstract
This research examines the motivation of Japanese undergraduates to speak English,
employing Deci and Ryan’s (1985) self-determination theory as a framework. The study
investigates the relationships between the students’ intrinsic and extrinsic motivations for
speaking English and their perceived psychological needs (autonomy, competence, and
relatedness). Multiple regression analyses (N =197) showed that autonomy and
competence significantly predicted the students’ intrinsic motivation to speak English.
Additionally, paired samples #-tests demonstrated that teacher intervention helped the
students improve their psychological needs, enhancing intrinsic motivation. Lastly, the
study suggests pedagogical implications for future instructors, including nurturing students’
autonomy and competence, effective teacher intervention, and the different approaches
needed for proficiency-dependent groups.

Keywords: intrinsic/extrinsic motivations, autonomy, competence, relatedness, speaking
proficiency

Introduction

Japanese undergraduates tend to lose motivation to study English after college
enrollment (Hayashi, 2012). This may be because first-year students who study English to
succeed in the university entrance examination might burn out and lose interest in learning
after passing the exam. Hayashi found that first-year students who relied more on extrinsic
motivation in high school (e.g., aiming for high scores on tests or passing entrance
examinations) got demotivated sooner than those who depended on intrinsic motivation
(e.g., finding interest in studying English). Given such situations, university instructors
must enhance students’ intrinsic motivation through lessons, especially in the first year.

Speaking might be the most anxiety-provoking among the four English skills due to its
impromptu response (Nagraha, 2019) or the sensitivity to making errors in front of others
(Shumin, 2002). However, speaking skills are necessary in this globalized society to
interact with people from different cultural backgrounds, even at school or the workplace.
Shumin claims that speaking plays a central part of communication, and interacting with
others in a language is crucial. Therefore, English instructors are required to address such
situations and nurture students’ speaking skills without demotivating them.



Literature Review

The Historical Background of Foreign Language (FL) Motivation

Numerous theories exist on language learning motivation, starting with Gardner and
Lambert’s (1972) instrumental/integrative motivations in the social psychological period.
This era was followed by the cognitive-situated period, in which social cognitive theory
(Bandura, 1997), attribution theory (Weiner, 1985), self-determination theory (Deci &
Ryan, 1985), goal-setting theory (Locke & Lathem, 1990), and expectancy-value theory
(Wigfield, 1994) were the principal theories in discussing FL motivation. However, the
theories in that period were questioned because they regarded motivation as a stable, static
concept. At this point, a new research approach arose, which sees motivation as a dynamic,
fluctuating factor that changes over time (Dérnyei, 2001). This shift opened the process-
oriented period, focusing on how motivation stems from interactions between individuals
and contexts (Dornyei & Ryan, 2015), represented by the L2 motivational self system
(Dérnyei, 2005).

Self-Determination Theory

People are motivated to act when they work on intriguing tasks that can provoke
curiosity and excitement. Deci and Ryan (1985) advocated self-determination theory (SDT)
from two dimensions: intrinsic and extrinsic motivations. The former is defined as doing
something because it is inherently interesting, whereas the latter is stipulated as performing
something since it is rewarding and accessible to separable outcomes (Ryan & Deci,
2000a). These two types of motivation have been employed and compared in past studies.
For instance, intrinsically driven people can accomplish long-range goals, whereas
extrinsically motivated ones hold short-range goals (Nitta, 2019).

Ryan and Deci (2000a, 2000b) assert that three fundamental psychological needs,
autonomy, competence, and relatedness, can enhance intrinsic motivation and contribute to
personal growth and well-being. Autonomy is defined as one’s ability to control one’s deeds.
In contrast, competence is postulated as one’s capable feelings of accomplishing tasks, and
lastly, relatedness is explained as one’s perceived feelings of maintaining preferable human
relations with those around them (Dérnyei & Ryan, 2015). These three needs can be crucial
in enhancing intrinsic motivation, with autonomy and competence playing a more
significant role, while relatedness exerts a relatively weaker impact (Ryan & Deci, 2000b).

Extrinsic motivation comprises four continuous components: external regulation,
introjected regulation, identified regulation, and integrated regulation. External regulation
is regarded as the least autonomous, where people perform to fulfill an externally imposed
demand or reward (e.g., studying English to pass an exam), and introjected regulation is
relatively controlling because people perform actions from the feelings of enforced pressure
(e.g., studying English in order not to lose face). In contrast, a more autonomous form of
extrinsic motivation is identified regulation, where people conduct actions because they



think it is personally essential (e.g., studying English because it is necessary). Lastly, the
most autonomous form is integrated regulation, in which people act more autonomously.
However, integrated regulation differs from intrinsic motivation because the actions are
conducted not to obtain their inherent enjoyment but from separable outcomes (e.g.,
studying English to become an internationally-minded person). Based on the strength of
self-determination, external regulation is the least autonomous, while integrated regulation
is the most self-determined (Ryan & Deci, 2000a, 2000b).

Employing SDT in Language Classrooms

In classrooms, instructors tend to emphasize nurturing intrinsic motivation more than
extrinsic motivation because it evokes students’ interest in studying (Mochizuki et al.,
2018) and leads to quality, creativity, and self-determined behavior (Ryan & Deci, 2000a).
Moreover, intrinsically driven students can make a sustained effort using various learning
strategies (Pintrich & De Groot, 1990) and stay motivated for extended periods (Mochizuki
et al., 2018). Therefore, intrinsic motivation plays a substantial role in studying, and
teachers should incorporate it into teaching due to its effectiveness (Konno, 2019).

Regarding learners’ three psychological needs, teachers who nurture students’
autonomous attitudes in studying, for instance, by allowing them freedom of choice, can
facilitate greater intrinsic motivation in the classroom (Deci et al., 1981). In terms of
competence, students are more likely to embody their objectives within themselves when
they feel confident (Ryan & Deci, 2000a). Concerning relatedness, students who feel
respected by their teacher and classmates are more willing to accept classroom values (Ryan
& Deci, 2000a).

Self-determination theory is highly relevant to the Japanese EFL environment. It offers
a comprehensive understanding of a learner’s psychological needs at a specific period,
which allows teachers to implement more effective educational interventions (Koga, 2019).
Due to this advantage, the author considered SDT the most adequate theory for examining
learners’ motivation in this study.

So far, many studies have examined the impact of SDT on FL motivations and have
shown various results. For instance, perceived competence predicted Japanese
undergraduates’ intrinsic motivation to learn English in EMI (English as a Medium of
Instruction) contexts (Kojima & Yashima, 2017), while autonomy enhanced the overall
participants’ intrinsic motivation through a 5-week group presentation activity (Tanaka &
Hiromori, 2007). Moreover, in the study of Agawa and Takeuchi (2016a), competence
significantly influenced Japanese undergraduates’ motivation to study English, while the
impact of relatedness was relatively weak. However, autonomy exerted a negative and
deteriorating influence on intrinsic and extrinsic motivation, which they explained might
have resulted from a cultural aspect; Japanese people are not accustomed to making self-
decisions. Furthermore, Hiromori and Tanaka (2006) investigated instructional intervention



on undergraduates’ motivation, in which autonomy and competence enhanced intrinsic
motivation significantly, but the impact of relatedness was relatively weak.

Considering the mixed results highlighted in previous studies, this research investigates
the impact of learners’ psychological needs on motivation to speak English, mainly focusing
on intrinsic motivation. The author has approached the concept of extrinsic motivation as a
single entity, represented by six scale items, including its four components, rather than
breaking it down into four distinct component groups. The decision was made due to the
challenges in distinguishing each extrinsic component, as shown in several studies (e.g.,
Agawa & Takeuchi, 2016b; Hayashi, 2012; Vallerand et al., 1992). Guided by this approach,
the research questions were designed:

RQ1. How are intrinsic/extrinsic motivations, autonomy, competence, and relatedness
correlated?

RQ2. How strongly do autonomy, competence, and relatedness predict intrinsic motivation?

RQ3. Is there any mean difference in intrinsic/extrinsic motivations, autonomy,
competence, and relatedness among proficiency-dependent groups?

Method

Participants

The participants were first-year students (N = 204) at a university in the western part of
Japan, which emphasizes foreign language education. There are around 200 students in each
year. At the beginning of the spring semester in 2023, the EPER test was adopted as a
placement test.' Several studies have verified its reliability and validity (e.g., Yoshida,
2013-2015). The test result classified the students into four proficiency-dependent entities:
Group 1 for the advanced (n = 51), Group 2 for the pre-advanced (n = 50), Group 3 for the
intermediate (n = 51), and Group 4 for the elementary (n = 52). Considering the mean
difference, this study divided the participants into two groups: the upper class (Group 1 and
2, n=101) and the lower class (Group 3 and 4, n = 103). The average score for the upper
class lies at 64.84 out of 141 (Min = 54, Max =90, SD = 7.98), that for the lower at 42.11
(Min =15, Max = 54, SD = 8.38). In the spring semester, all the first-year students took the
CALL (Computer Assisted Language Learning) class for 15 weeks, which focused on
listening and speaking. The author solely taught this class based on the textbook with
practice exercises (e.g., shadowing) at almost the same speed. The book consists of the
elements necessary for developing English listening comprehension and speaking ability, as
well as English phonetic changes, rhythm, pronunciation of consonants, and the system of
phonemes. In class, cooperative learning, such as pair and group activities, was frequently
incorporated to deepen the students’ understanding.

The notable point in this class was that at the end of each lesson, all the participants had
an opportunity for 1-minute speaking practice with their group members, composed of four



students. In each lesson, the author provided them with one speech theme on the spot (e.g.,
Which season do you like best, and why?) and then gave one minute for preparation to the
whole class. After one minute, all the students stood in groups and decided on the speech order
by doing janken. Each member had to speak for one minute about the provided theme by turns
while the other group members listened carefully, sometimes nodding or making agreeable
responses. The author managed each speaking time, using and showing a timer device on the
screen. This speaking practice was conducted during the 15 lessons, which taught the
participants to organize and express their opinions in English more effectively in one minute.

Procedure

Thirty-item pre- and post-questionnaire surveys were conducted during the CALL class
with the participants’ consent to investigate their motivational change to speak English. The
pre-survey was conducted in Week 4, followed by the post-survey in Week 15. The author
did not conduct the pre-survey in Week 1 because relationships among the participants were
not established at the first meeting. Therefore, the pre-survey was conducted after the
students had experienced four speaking practice sessions to familiarize themselves with
each other. After explaining briefly to the participants that participation was voluntary and
that anonymity was maintained, the author gave them approximately five minutes to
complete the questionnaire. Except for several participants who were absent from the class
or skipped several scale items, 197 collected samples were considered valid and adopted.

Instruments

The author referred to questionnaire items based on SDT from past studies (Hayashi,
2012; Hiromori, 2005; Murai, 2010; Tanaka & Hiromori, 2007) whose validity had been
proven and arranged them to measure Japanese EFL learners’ motivations to speak English.
The questionnaire contained thirty scale items: six each for intrinsic/extrinsic motivations
and three basic psychological needs. An 11-point Likert scale from zero (entirely
inapplicable / entirely disagreeable) to ten (completely applicable / completely agreeable)
was employed in this study, following Pajares et al.’s (2001) assertion that an 11-point
Likert scale is more predictable than a traditional 6-point one. The original questionnaire
was designed in Japanese and later translated into English by the author (see Appendix).

The original reliability coefficients (Cronbach’s a) of scale items for intrinsic/extrinsic
motivations in the pre-survey were .86 and .55, while those for autonomy, competence, and
relatedness were .87, .89, and .82, respectively. In contrast, those for intrinsic/extrinsic
motivations in the post-survey were .89 and .41, whereas those for autonomy, competence,
and relatedness were .89, .91, and .85, respectively. While checking each coefficient, the
author found that scale item No. 11 for extrinsic motivation (“Because I feel uncomfortable if
I do not study English”) enormously lowered its reliability, which signaled that this item
related little to the others. The negative wording of the scale item might have confused the



participants in answering the question, though that was handled appropriately by reversing the
score. Dérnyei (2001) asserts that the use of negative wording, especially double negatives,
should be avoided due to the complexity of the response. Therefore, this item was eliminated,
which left 29 out of 30 original scale items. The reliability coefficients for extrinsic motivation
for the pre- and post-surveys were reanalyzed, improving to .70 and .59, respectively.

Data Analysis

SPSS 27.0 was run to analyze the quantitative data. Correlational analysis was adopted to
answer RQ1 to find how the variables relate with each other, followed by multiple regression
analyses for RQ2 to assess the independent contribution of three basic psychological needs to
learners’ intrinsic motivation. Paired samples #-tests were employed to answer RQ3, which
focused on the motivational change among proficiency-dependent groups.

Results
Research Question 1

RQI asked about the correlations between intrinsic/extrinsic motivations and the
learners’ three psychological needs. To this end, correlational analyses were employed for
the pre- and post-surveys (Table 1).

The correlation between intrinsic and extrinsic motivation was moderate in the pre-
and post-surveys (r = .48, r = .52), respectively. Three psychological needs correlated with
intrinsic motivation more strongly than extrinsic motivation, among which autonomy and
competence correlated rather strongly with intrinsic motivation in the post-survey (» = .64, r
=.65), respectively. The correlation between autonomy and competence was strong in the
pre- and post-surveys (= .81, » = .82). Competence correlated with relatedness more
strongly in the post-survey (= .73).

Table 1
Correlations Among the Three Basic Psychological Needs and Intrinsic/Extrinsic Motivations
(Upper: Pre-Survey, Bottom-Brackets: Post-Survey)

1 2 3 4 5 M SD
1 Intrinsic M. 1 — — — (;'gg) (i ;S)
. A48k 7.39 1.53

2 Extrinsic M. (g5 s ! - - - (7.53) (135)
3 Autonom 5k 43k . B _ 5.72 1.76
Yo (arrE)  (46%%) 6.15) (1.82)

4 Competence 39 33k 81wk . _ 5.74 1.96
P (65%*%)  (42*k)  (§2wk¥) (6.36) (2.01)
40%H* A0k Gk 62HHK 6.76 1.71

5 Relatedness 1

(51)  (43%%x)  (66%F*)  (73%E*) (7.08) (1.86)

Note. N =197. Intrinsic M. = Intrinsic motivation, Extrinsic M.= Extrinsic motivation.
**% p <.001.



Research Question 2

RQ2 discussed the predictability of autonomy, competence, and relatedness to the learners’
intrinsic motivation. To this aim, multiple regression analyses were conducted, where intrinsic
motivation was employed as a dependent variable and the three basic psychological needs as
independent variables. Multicollinearity did not exist among the three psychological needs, with
each variance inflation factor (VIF) indicating autonomy = 3.030, 3.082, competence = 3.052,
3.647, and relatedness =1.714, 2.174, for the pre- and post-surveys, respectively. The results
show that the variables had almost no problematic correlation (VIF < 10.0).

Table 2 shows the multiple correlation coefficient and the adjusted and unadjusted
coefficients of determination between the learners’ three basic psychological needs and
intrinsic motivation. The multiple correlation coefficient for intrinsic motivation for the
pre-survey was .62 (R2=.38), and the adjusted R? is .37, which indicates that 37 % of the
variance in intrinsic motivation can be predicted from the combination of the predictors.
The moderate percentage of prediction might be attributed to a moderate correlation
between intrinsic motivation and the predictors (+ = .58 for autonomy, » = .59 for
competence, » = .40 for relatedness) (see Table 1). The result of ANOVA for intrinsic
motivation demonstrates that the regression model was significant and valid, F (3, 193) =
39.05, p <.001. In contrast, the multiple correlation coefficient for intrinsic motivation for
the post-survey was .68 (R>=.46), and the adjusted R* was .45, which became stronger in
the post-survey. The result of ANOVA for intrinsic motivation demonstrates that the
regression model was significant and valid, F (3, 193) = 54.77, p < .001.

The result of the standard multiple regression (Table 3) demonstrates that autonomy
and competence predicted intrinsic motivation significantly, with competence showing a
more substantial influence (B = .33, #=23.29, p<.01), (B=.37,¢=13.69, p <.001) for the
pre- and post-surveys, respectively.

Table 2
Model Summary of the Relationship Between the Learners’ Three Psychological Needs and
Intrinsic Motivation (Upper: Pre-Survey, Bottom Brackets: Post-Survey)

Model R R squared Adjusted R squared Std. error of the estimate
1 .62 .38 37 1.40
(.68) (46) (45) (1.27)

Note. N =197. Dependent variable = Intrinsic motivation.



Table 3
Standard Multiple Regression of the Three Basic Psychological Needs on Intrinsic Motivation
(Upper: Pre-Survey, Bottom Brackets: Post-Survey)

Unstandardized  Standardized

coefficients coefficients Correlations

B Std. error beta t p Zero order  Partial Part

Autonomy 32 .10 31 3.18 .002 .58 22 18
(.30) (.09) (.32) (3.47) (.0o1) (.64) (,24) (.18)

Competence 29 .09 33 3.29 .001 .59 23 .19
(32) (.09) (37) (3.69)  (<.001) (.65) (.26) (:20)

Relatedness .01 .08 .01 13 .897 .40 .01 .01
(.02) (07) (.02) (27) (.784) (51) (.02) (01)

Note. N =197. Dependent variable = Intrinsic motivation.

Research Question 3

Regarding RQ3, paired-samples z-tests were conducted to assess the mean difference in
intrinsic/extrinsic motivations and the three psychological needs for all the participants (N =
197), and the effect size d (Cohen’s d) was calculated to grasp the whole tendency. The
result shows that the difference was significant for all the variables except extrinsic
motivation, though the effect size was small to medium (Table 4 and Figure 1). The
Bonferroni correction was adopted to address the problem of multiple comparisons, where
the probability of a Type I error increases due to the large number of tests. However, the
differences remained statistically significant (p <.01).

Table 4
Overall Results of Paired Samples T-Tests for Intrinsic/Extrinsic Motivations and the Learners’
Three Psychological Needs in the Pre-/Post-Surveys

Mean o effect
M D difference ! 4 P 93 % Cl size (d)
Pre-Intrinsic M.  7.54  1.76
o =25 —3.58 196 <.001  [-0.39,—0.11] —.26
Post-Intrinsic M. 7.79  1.72
Pre-Extrinsic M. 7.39  1.53
o —.13 -1.54 196 125 [-0.31, 0.04] —.11
Post-Extrinsic M.~ 7.53  1.35
Pre-Autonomy 572 1.76
—43 —4.56 196 <.001  [-0.61,—0.24] -33
Post-Autonomy  6.15  1.82
Pre-Competence 5.74 1.96
—.63 —6.53 196 <.001  [-0.82,—0.44] —47
Post-Competence  6.36  2.01
Pre-Relatedness  6.76  1.71
-32 -3.08 196 .002 [-0.52, —0.11] =22

Post-Relatedness  7.08  1.86

Note. N=197. Intrinsic M. = Intrinsic motivation, Extrinsic M. = Extrinsic motivation. CI = Confidential interval.



Figure 1
Means of Pre-/Post-Intrinsic and Extrinsic Motivations, Pre-/Post-Autonomy, Competence
and Relatedness
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Next, paired samples #-tests were employed to examine the traits of two proficiency-
dependent groups. The results of the upper class (z = 99) are shown in Table 5. Among the
participants’ three psychological needs, autonomy and competence were significant after
applying for the Bonferroni correction (p <.01). The intriguing point is that the influence of
extrinsic motivation was slightly higher than intrinsic motivation, though it was not
significant. In contrast, the results of the lower class (n = 98) in Table 6 show that the
participants’ intrinsic motivation, autonomy, and competence were significant, though

extrinsic motivation and relatedness were not.



Table 5
The Results of Paired Samples T-Tests for the Upper-Class Students’ Intrinsic/Extrinsic
Motivations and Their Three Psychological Needs in the Pre-/Post-Surveys

Mean o effect
M SD difference ! 4 p 93 % Cl size (d)
Pre-Intrinsic M. 7.92 1.61
o —-0.17 -1.88 98 .063 [-0.35,0.01] -.19
Post-Intrinsic M. 8.09  1.67
Pre-Extrinsic M.  7.33  1.50
o -0.26 -1.99 98 .050 [-0.52,-0.00] =20
Post-Extrinsic M. ~ 7.59  1.33
Pre-Autonomy 6.14 1.58
—0.33 —2.68 98 .009 [-0.58,—0.09] =27
Post-Autonomy ~ 6.47  1.62
Pre-Competence  6.09  1.85
-0.58  -433 98 <001 [-0.85-032] —.44
Post-Competence  6.68  1.94
Pre-Relatedness  6.94  1.63
—0.35 -2.38 98 .019 [-0.63,—0.06] -24

Post-Relatedness  7.28  1.85

Note. n=99. Intrinsic M. = Intrinsic motivation, Extrinsic M. = Extrinsic motivation. CI = Confidential interval.

Table 6
The Results of Paired Samples T-Tests for the Lower-Class Students’ Intrinsic/Extrinsic
Motivations and Their Three Psychological Needs in the Pre-/Post-Surveys

Mean o effect
M SD difference ! 4 p 93 % Cl size (d)
Pre-Intrinsic M. 7.15 1.82
o —-0.33 -3.11 97 002 [-0.54,-0.12] -31
Post-Intrinsic M. 748 1.72
Pre-Extrinsic M. 7.46 1.55
o —0.01 -0.07 97 943 [-0.24, 0.22] —-.01
Post-Extrinsic M.  7.46  1.38
Pre-Autonomy 530 1.83
-0.52 -72 97 <.001 [-0.80,—0.24] -38
Post-Autonomy  5.82  1.96
Pre-Competence 537 2.01
-0.67  —4.88 97 <.001  [-0.94,—-0.40] —.49
Post-Competence  6.04  2.03
Pre-Relatedness  6.58  1.78
-029  -1.97 97 052 [-0.58,0.00] -20

Post-Relatedness  6.87  1.86

Note. n = 98. Intrinsic M. = Intrinsic motivation, Extrinsic M. = Extrinsic motivation. CI = Confidential interval.

Discussion
RQ1 examined the relationships between intrinsic/extrinsic motivations and the
learners’ three psychological needs. In the pre- and post-surveys, the correlations between
autonomy and competence were strong, showing that more confident participants were also
more autonomous in speaking English using effective speaking strategies or time
management, and vice versa. Furthermore, the correlation between competence and
relatedness became stronger in the post-survey, which implies that the participants gained



confidence in speaking English in a supportive atmosphere and established better
relationships with group members through the speaking tasks (15-week lessons).

RQ2 discussed the predictability of the learners’ psychological needs on intrinsic
motivation. The result showed that in both pre- and post-surveys, autonomy and competence
significantly predicted intrinsic motivation. Autonomous attitude and confidence in speaking
English could play significant roles in enhancing intrinsic motivation, which aligns with the
results of past studies (Hiromori & Tanaka, 2006; Ryan & Deci, 2000a, 2000b). In contrast,
relatedness was nonsignificant, implying that a group’s familiar atmosphere may not
necessarily boost interest in speaking English. However, the weak influence of relatedness
on motivation does not mean it is less critical. Students can enjoy speaking in a good
classroom atmosphere without feeling pressure or anxiety. As Ryan and Deci (2000a) claim,
classroom settings supported by autonomy and competence can enhance students’ intrinsic
motivation, and therefore, teachers should conduct a lesson to fulfill these two psychological
needs, which helps students build good relationships with others.

The mean difference in intrinsic/extrinsic motivations and three psychological needs
among proficiency-dependent groups was assessed in RQ3. Regarding the overall
difference, all the variables except extrinsic motivation significantly differed between the
pre- and post-surveys. The results show that through the 15-week speaking practice, the
participants improved their autonomous attitude, confidence, and relatedness with group
members, which heightened their intrinsic motivation. Free-response statements in the final
exam (voluntary) also revealed that numerous students had a great sense of
accomplishment, stating that they did not continue speaking English for one minute at first,
however, they could gradually use the whole time to speak it. This is evident from the
increase in the mean value of competence and the magnitude of effect size. Stuart (1989)
claimed that learners should plan and adjust their speech, and by practicing, they can
improve their speaking skills effectively. All considered, it can safely be said that the teacher
intervention helped the students nurture their three psychological needs, boosting intrinsic
motivation.

The upper and lower groups showed different traits regarding the mean difference.
Both groups improved autonomy and confidence, but only the lower-proficiency group
enhanced intrinsic motivation. The lower group originally had lower English proficiency but
became more confident and autonomous in speaking English through the 15-week practice,
which led them to enjoy speaking English. In contrast, the upper group significantly differed
in autonomy and confidence, which did not heighten intrinsic but extrinsic motivation. The
result shows that the students who became confident and willing to speak English became
rather extrinsically motivated, for instance, toward acquiring qualifications such as TOEIC.
Considering the different results between the upper and lower groups, teachers might need
different approaches to motivate students according to their speaking level.



Limitations
Several research limitations should be addressed. The university in this study has only
one faculty emphasizing foreign language education. Therefore, the result might have been
different if more participants from other faculties (e.g., faculty of science) had been
involved. Furthermore, factor analysis and pilot studies should have been conducted to
prove validity. Last but not least, the low internal consistency of scale items in extrinsic

motivation showed that including more scale items was necessary.

Conclusion and Future Implications

The research findings indicated three outstanding features as follows:

1. Learners’ intrinsic motivation could be enhanced through satisfying learners’ autonomy
and competence.

2. The teacher’s intervention through the 15-week lessons may have helped the
participants improve intrinsic motivation, fulfilling their three psychological needs.

3. Depending on their English level, different approaches may be necessary to raise
learners’ motivation to speak English.

The results of this study show that instructors should enhance students’ autonomous
attitude and help them feel confident in speaking English, which would raise intrinsic
motivation. Hence, teachers must deliver English lessons in which students can choose and
determine what they learn by themselves (= autonomy) and feel confident about completing
the tasks (= competence) (Agawa & Takeuchi, 2016a). In this study, the students’ autonomy
and confidence might have improved more if the teacher had allowed them to choose and
decide their 1-minute speaking theme and complete the task.

Secondly, instructors should incorporate collaborative work (e.g., pair work or group
work) into the lessons so that students can accomplish tasks while cooperating with each
other (= relatedness). If students can speak English in a relaxed mood with peers, it will
help them lessen anxiety and feel confident, leading them to become autonomous speakers.
Such teachers’ interventions can increase students’ intrinsic motivation.

Lastly, different approaches might be necessary in teaching proficiency-dependent
groups. For lower-level students, providing challenging tasks to raise an autonomous
attitude and confidence would lead to intrinsic motivation. In detail, lower-level students
often lack confidence in speaking English, and therefore, the teacher should gradually
increase the task level to help them accumulate small successful experiences. In contrast, for
upper-level students, instructors can encourage them to tackle English qualifications such as
TOEIC (= extrinsic motivation) when their willingness and confidence to speak English
have grown.

Improving learners’ autonomous attitudes, confidence, and relationships with
classmates enhanced intrinsic motivation in this study, with the impact of autonomy and
competence stronger than relatedness. The result was in line with the views of Ryan and



Deci (2000b). Regarding the discrepant impact of three psychological needs on learners’
motivation in past studies, it might have resulted from the difference in the participants’
background situations, for instance, English proficiency level, research content, or
implementation methods. As Dérnyei (2001) argues, learners’ motivation changes over
time, and therefore, it would be necessary to investigate it over a long period, not only as a
whole group but also from an individual level in future studies.

Notes
1. EPER (Edinburgh Project on Extensive Reading) test evaluates students’ reading
comprehension skills using cloze tests at various levels, often adopted as a placement test
(Yoshida, 2015).
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Appendix

HEEEQ® HALMNRBRAE—FUJEESERELT, UTORBFENIFES
TIEFEYVEITH, TOREDOMNS I0FETT., —FHATEFFIHFICOZLTLE
=Ly,

Research(l) Concerning the purpose of studying English speaking, how certain do you feel

the following things apply to you? Please circle one number on the scale, from zero to ten.

0 1 2 3 4 5 6 7 8 9 10
ECYTIFFESLL EEFEICHTIEEFED TEITHTEES
Entirely inapplicable Moderately applicable Completely applicable
1. FEFEZFEL TV HEOUEZE D DIFELND T,
(Because it is exciting to learn about the country where people speak English.)
2. WEEEEET Z L HKDMFE DT,
(Because I like speaking English.)
3. AE—F I/ NEMETELLELVOT,
(Because I'm glad to be able to improve my speaking proficiency.)
4. BEEORBIREZTR LD LVDT,
(Because it is fun to learn about English expressions.)
5. TEH - EREEMNGERDT,
(Because I like watching foreign movies and listening to Western music.)
6. WIETHHLAI 2= —val eI LIFRLVDT,
(Because it is fun to communicate with people in English.)
7. HEANE L TAE—=F U 7 hE@mbizinb,
(Because I want to improve my speaking skills as an internationally-minded person.)
8. RFEDRFETHEZFENHDLND,
(Because I have an English conversation class at university.)
9. BRBGRBRICRRFE IR D,
(Because English-speaking proficiency is essential for an employment examination.)
10. BAODOFERIZE > TAE—F UV INFEEZ LD b,
(Because I think English-speaking skill is important for my future.)
11 WEEZ R L LT & 2 R ET VNG,
(Because I feel uncomfortable if I don’t study English.)
12 AE—=FORETRWVEGHZ Y 720 b,

(Because I want to get a good score in an English speech class.)



HEBEEQ ZEEORE—FUJICEALT, BEHEIUTOILICENEEZS AL
FIN, TOREDOMNSIOETT, —FHTEFLIHFICOZLTLESL,
Research@ Concerning English speaking, to what extent do you agree with the following
things? Please circle one number on the scale, from zero to ten.

0 1 2 3 4 5 6 7 8 9 10
E{HTEELLRL FEFEITHTIETFES TEIZHTEFES
Entirely inapplicable Moderately applicable Completely applicable

13. AOHEZ RO THRELZFHTI L LTS,
(I am willing to speak English when I have a chance.)
14, WEETHITHNEZHS TRSZ LN TE D,
(I can select the content of my English speech by myself.)
15. A OUER AR E A THRFELFT LI LT D,
(I will try to speak English while paying attention to things to improve.)
16. A DR—ATIHIFELZFFE TV D,
(I can speak English at my own pace.)
17. By LRI TF & REECREZ 5 & LTV 2,
(I will try to speak actively with my partner.)
18. HOOHFEFEEEZRF > Tn5
(I have my learning style of English.)
19. WEEE o THMEaIa=r—a R E<BENTND
(I can communicate well with my classmates using English.)
20, WEFHFIRIUITE L LKL TV D,
(I feel I can speak English fluently if I try hard.)
21, J|RFET [TETz) LvoldEa kb 5.
(I can feel satisfied with English conversation.)
22, WRFET, MENPLIIDOOLENTZZ LND D,
(I have had my English speaking praised by others.)
23. HOORERFEN, EAEALEL TS EEL S,
(I feel my English-speaking skills have been improving.)
24. SMEINE AL —=AREFENTE L L IITRD LIEL TS,
(I believe I will be able to communicate with foreign people smoothly.)
25. PR 7NV —THNTERSFENTETND
(I enjoy English conversations with my group members.)
26. WRFET, A= h = B AL TRMOMLZ LB TE D,
(I can cooperate with my partner in English conversation.)
27. EEERE. KERLTH ELD S FHRRH 5,

(I can feel the atmosphere of a friendly rivalry in English conversation.)



28, FEREEX, VT v 7 ALEEREBK TR MED TN D,
(I can feel relaxed when I speak English in class.)

29. WREETIE, BEL LD KENND,
(I have a model English speaker in my class.)

30. WRFETIE, BEWITZ 4 — KRy 7R TE TIN5,

(We provide some feedback to each other in our English-speaking class.)

Note. An asterisk is attached to the negative-meaning scale item.
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Abstract
This study examined the effects of an online English program on Japanese high school
students’ motivation to use and learn English, based on a two-part framework of language
learning motivation. The two types of motivation explored in this study are societal
motivation (SM), which relates to using English in real-world contexts, and educational
motivation (EM), which was analyzed through its subtypes: Interest in Learning English
(ILE) and Devotion to English Studies (DES), reflecting students’ academic motivation. A
questionnaire using both quantitative and qualitative question formats was administered
before and after the program to compare changes in the two types of student motivation.
Although the results showed no statistically significant difference between pre- and post-
program results, small effect sizes and students’ comments suggested that the program
positively impacted their motivation. Students’ comments indicated that their anxiety and
concern about using English shifted to increased confidence and interest. Regarding
learning English, students understood that classroom learning connects to the practical
usage of English outside of academic environments. They also recognized their English
weaknesses and acknowledged the importance of English classes to improve these areas,
enhancing their willingness to learn English. These results suggest that experiencing the
program not only creates a positive motivation to use and learn English but also leads to
learning English, which may indicate that students’ understanding of the interrelationship
between using and learning English is a critical connection linking SM to EM (ILE and
DES).

Keywords: Online English learning, societal and educational motivation, student comments

Introduction

Students in Japan are expected to learn and study English from elementary school
through to senior high school. Motivating students to learn English is a major challenge for
English teachers. This study examines the effects of an online English program on Japanese
high school students. The program was designed to provide Japanese high school students
with a simulated classroom experience, similar to taking English classes in the U.S., by
connecting the participating schools in Japan with the University of Montana through an
online platform. Moodle was used for asynchronous learning, allowing for the distribution



of materials, while Zoom was utilized for synchronous learning through video conferences.
The program the students experienced had three main goals: first, to improve their academic
reading and writing skills while exploring the culture; second, to improve their speaking and
listening skills while learning to create engaging presentations for diverse audiences; and
third, to practice their English language skills, especially conversation skills, in small group
discussions with American conversation partners. This present study is distinguished by its
comprehensive classification of the societal and educational motivations that drive English
language acquisition in the Japanese context. The results of this research are expected to
benefit English language teaching using information and communication technology (ICT)
in Japan.

Literature Review
The Evolving Landscape of Online English Language Learning

Our educational landscape has evolved significantly with the advent of the World Wide
Web, leading to increased participation in synchronous online learning activities. As
information and communication technologies have rapidly advanced and spread,
synchronous online English language learning has transitioned from a peripheral option to a
commonplace practice. This shift has been accompanied by a substantial rise in higher
education institutions offering these programs, resulting in notable changes across various
facets of our learning society. Recent research has increasingly focused on the unique
aspects of online-based learning. Furthermore, synchronous online learning possesses
distinct features that set it apart from traditional classroom education.

Additionally, online learning has essential elements that differentiate it from traditional
classroom learning. According to Palloff and Pratt (2007), the key to the online learning
process is the interaction between students and teachers and the collaboration between
students themselves. Moreover, online English programs have significantly reduced
Japanese students’ psychological resistance to speaking English, allowing them to enjoy
using the language and fostering a desire to improve their English skills further (Palloff &
Pratt, 2007). In addition, these programs have been found to enhance students’ motivation to
learn, self-perception of English proficiency, operational skills, and confidence in speaking
English (Yonezaki & Tanaka, 2022; Hatakeyama et al., 2019). Furthermore, one key aspect
of online learning is its ability to offer flexibility and affordability. For instance, Kobayashi
(2023) showed that Japanese learners of English rate online lessons with English teachers
based in the Philippines as highly affordable and flexible, suggesting that online English
lessons could play an important role in English education in Japan.

Similarly, Shinai’s (2022) study examined the effects of online English learning on
Japanese university students and showed its potential to improve self-efficacy and
Willingness to Communicate (WTC). However, they also found that online English learning
did not completely eliminate anxiety in actual English communication situations. This result



was attributed to the fact that the students were limited to one-on-one interaction in the
online environment, which did not eliminate their anxiety in future interactions with
multiple people, as they still had anxiety about their own English ability and mistakes.
Therefore, in order to maximize the effectiveness of online English learning, it is important
to increase opportunities for group interactions or other practical uses of English, and to
provide an environment in which students feel comfortable using English. Purnama (2022)
investigated the motivation of Balinese IT university students who participated in online
English learning to examine the relationship between online learning and learner
motivation. The study revealed that students’ motivation for learning English was
significantly influenced by the desire to learn and grow in the language. In addition, Qunfei
etal.’s (2020) study of Chinese English language learners found that the benefits of online
English language learning include facilitating self-regulated learning, allowing learners to
express themselves creatively, and discovering content that is of personal interest and
relevance to them. On the other hand, the study revealed the disadvantages of online
English learning in that learners may lose interest in English, fail to find relevance in
learning English and to communicate or collaborate effectively to complete tasks, and may
find that online English learning is not for them. Despite the significant progress in this area
of research, as described above, many educators remain concerned about how online
learning can be used effectively and its impact on learners’ motivation to learn English.
Therefore, this study explores the impact of online English learning on Japanese learners’
motivation.

Dual Structure of Language Learning Motivation

In previous research on motivation for language learning, theories have evolved around
two distinct but interrelated axes crucial to language learning. Gardner (2010) describes
these two axes as “social” and “educational,” discussing that one represents language learn-
ing motivation and the other refers to language classroom motivation. Gardner (2010)
explains that classroom motivation is more situational and short-term, while language
learning motivation tends to be more stable and long-lasting. Nevertheless, criticisms of
Gardner’s model focus on its excessive emphasis on integrative motivation, insufficient
attention to social factors, and limited theoretical development over time (Taie & Afshari,
2015). In response, Gardner (2010) highlights the model’s dynamic structure, wherein
learning outcomes cyclically influence motivation and attitudes. He also emphasizes the
models practicality and conciseness (Gardner, 2001), and its applicability to both bilingual
and EFL (English as a Foreign Language) contexts (Gardner, 2006). Moreover, Gardner’s
research (2006) demonstrates that this model has been successfully applied in various
countries, including Japan, and that motivation remains a key predictor of language learning
outcomes.

Building on Gardner’s distinction between language learning and classroom



motivation, Hayashi (2020) adapted this framework to the Japanese EFL context by further
refining the concepts into societal motivation (SM) and educational motivation (EM).
Hayashi explains that societal motivation reflects the learner’s desire to use English in
real-world contexts, while educational motivation focuses on academic success within the
classroom environment. In support of this, previous research suggests that incorporating
communicative activities that simulate real-world scenarios into classroom lessons can
effectively enhance both types of motivation (e.g., Dornyei & Csizér, 1998; Ellis, 2005). For
example, practical applications such as role-playing or group discussions have been shown
to provide learners with meaningful opportunities to connect classroom content to authentic
communication, potentially bridging the gap between societal motivation and educational
motivation.

However, as Hayashi (2013, 2020) points out, there is often a gap between learners’
societal motivation and the reality of the classroom. While learners may wish to use English
in real-life contexts, the classroom environment typically places greater emphasis on exam
preparation and academic success. This gap is particularly evident in EFL settings like
Japan, where English is primarily taught as a subject for exams rather than as a tool for
authentic communication.

In contrast to Gardner’s model, which emphasizes cultural integration as a key
motivational factor in bilingual settings, Hayashi’s model addresses the specific challenges
faced by Japanese EFL learners, such as limited opportunities for real-world English use.
Hayashi (2020) expanded Gardner’s theoretical framework by emphasizing the dual
motivation structure in Japanese English learning. According to Hayashi’s research, societal
motivation is driven by the learner’s desire to use English in informal communication
settings, while educational motivation focuses on academic success within the classroom.
Building on his own theoretical framework, Hayashi (2020) developed a scale to assess
societal motivation (SM) and educational motivation (EM), aiming to capture the dual
aspects of motivation among Japanese learners of English. SM refers to the motivation of
Japanese learners to use English in real-world situations outside the classroom, such as in
daily life or work-related contexts, while EM pertains to motivation for learning English
within the classroom and is divided into two subscales: Interest in Learning English (ILE)
and Devotion to English Studies (DES). Hayashi argues that this distinction is particularly
relevant in the EFL context, where students may experience frustration if their societal
motivation to use English for real communication is not adequately addressed in classroom
activities, which often prioritize test preparation. He also emphasizes the importance of
synthesizing these two types of motivation, suggesting that mature motivation arises when
learners can connect classroom learning with opportunities for real-world language use
(Hayashi, 2020).

The duality of motivation is not just a theoretical distinction but has practical
implications for how learners approach English learning. This theoretical distinction



between societal and educational motivations has significant implications for classroom
instruction. In EFL environments like Japan, learners often face a sharp divide between the
societal goal of using English for communication and the educational goal of passing
exams. The motivational dual-axis approach highlights the complex nature of second
language (L2) motivation, which cannot be fully captured by focusing solely on societal or
educational factors (Hayashi, 2013, 2020). Thus, Hayashi (2013) argues that resolving the
tension between societal and educational motivations requires a pedagogical approach that
balances both goals, allowing learners to see how their classroom efforts translate into
real-world communication skills. Incorporating communicative activities that simulate
real-world scenarios can help bridge this gap, making learning more relevant and engaging
for students. By adopting Hayashi’s approach, this study provides a more contextually
appropriate framework for understanding the two types of language learning motivation
among Japanese learners. This dual-axis model offers practical implications for EFL
educators, suggesting that balancing societal and educational motivations through targeted
pedagogical strategies can enhance student engagement and long-term language proficiency.

Research Questions
Based on the studies by Hayashi (2020), the following two research questions (RQs) were
formulated to examine how participation in the online English program affects learners’ societal and

educational motivation:

RQ1: How does the online program affect students’ societal and educational motivation?
RQ2: How have impressions of using and learning English changed after the online
program?

Method

Participants and Online English Program

The study subjects consisted of 19 first- and second-year students (8 boys and 11 girls)
from the advanced course at a private high school in Japan. None of these students had
previously experienced online learning. Throughout the program, from the first day to the
last, the students gathered in their school classrooms and used their own tablets for the
online sessions. On average, their English proficiency was assessed at 520 on the Global
Test of English Communication (GTEC), placing them at CEFR-J A1.3. Compared to the
national standards reported in the Survey of English Education Implementation Status for
FY2022 by the Ministry of Education, Culture, Sports, Science, and Technology, published
on May 17, 2023, the students’ English proficiency was considered low (equivalent to
CEFR A2 or higher for high school students).

The advanced course is designed for students with a high interest in English, aiming
for highly selective universities. Students usually have English classes taught by a Japanese



English teacher, with the addition of an Assistant Language Teacher (ALT) for two hours
per week. However, classroom activities that allow students to use English are limited. The
reason for selecting the 19 students in the Advanced Course as the subjects of this study was
that they were required to have a proactive attitude toward English language learning and to
be willing to work independently. They also had to have a strong desire to study at a highly
selective university and be willing to try to achieve their goals. Furthermore, students were
limited to those with a strong interest in English and other countries and were willing to
engage in cross-cultural exchange and deepen their international understanding actively. In
order to meet these requirements, the study was limited to 19 students in the Advanced
Course. Taking classes directly at a foreign university presents a significant financial
obstacle. To address this issue and alleviate the financial burden on parents, the high school
has partnered with the University of Montana to create a fee-based program that allows
students to take the programs at a relatively low cost.

The online program, developed collaboratively by the English Language Institute
(ELI) at the University of Montana and the Japanese private high school, aimed to improve
L2 English learners’ language and academic skills. Its primary objectives were to enhance
cross-cultural understanding, improve presentation skills, and facilitate cultural exchange.
Both institutions launched this initiative to offer students a comprehensive educational
experience without requiring international travel. This English communication activity was
conducted virtually through the asynchronous online learning system Moodle at the
University of Montana. Additional classes and discussions took place through Zoom in a
synchronous learning environment, with students participating using their tablets. The
program started with an orientation in early June, followed by class sessions held between
the second and fourth weeks of July. Each session lasted for three hours on Saturday
mornings, Japan Standard Time.

Six sessions were held, including orientation, class sessions, and free talking with
conversation partners. On their first day of orientation, the students conducted a brief self-
introduction, were given an explanation of the program, and an outline of the final
presentation to be conducted on the last day, July 19th. The final presentation’s content
identified and solved the issues each participant had learned about through the program. The
lectures taught students about American culture and the Sustainable Development Goals
(SDGs) approach to solving problems. After each session, the issues for the next session
were explained. The last hour of each session was devoted to free talking time with 19
students from the University of Montana via synchronous online (Zoom). The students,
whom the University of Montana’s ELI invited to volunteer for the program, were trained in
advance to assist Japanese high school students with their English. Each conversation
partner was assigned to a specific student, ensuring a one-on-one interaction. Students used
this time to ask questions about the program and what they needed to understand. The
details of the overall program schedule are shown in Appendix A. While attending the



program, a Japanese English teacher attended each session and provided minimal support
for students who were not proficient in English. The Japanese English teacher also reviewed
what the students in the class needed to work on before the next program session. Students
used regular and after-school classes to prepare for their assignments in the next program.

Instrument

This study’s questionnaire was developed using quantitative and qualitative question
formats. The quantitative study used the Societal and Educational Motivation Scale
(Hayashi, 2020) as the language learning motivation scale. In Hayashi’s (2020) study,
Societal Motivation (SM) refers to the EFL learner’s motivation in anticipation of
opportunities to use English outside the classroom. This scale consists of five items
describing the learner’s willingness to use rather than learn English. In contrast, Educational
Motivation (EM) refers to the learner’s motivation to learn English in the classroom. The
EM scale has two subtypes of motivation measures: Interest in Learning English (ILE) and
Devotion to English Studies (DES). The ILE and DES consist of seven items (Hayashi,
2020). The questionnaire was responded to on a 5-point Likert scale, from 1 (strongly
disagree) to 5 (strongly agree).

Next, qualitative research was conducted to complement the results of the quantitative
study. Students were asked to answer two questions soliciting open-ended comments before
and after the online English program to see what impression it had on their motivation to
use and learn English. In this study, the research was conducted with certain suppositions as
examples, drawing on the work of Hayashi (2020). For instance, the question about
impressions of using English was based on the assumption that the student’s motivation is
related to opportunities to use English outside the classroom. An example is the assumption
that a student may not enjoy learning English in school but likes speaking English. This
assumption corresponds to societal motivation. Similarly, the question about impressions of
learning English assumed that the student’s motivation is connected to learning English
inside the classroom. For example, it supposes that a learner may not enjoy speaking
English but likes learning English in the classroom. This assumption corresponds to
educational motivation. The quantitative research items and qualitative research questions
are presented in Appendix B.

Procedure

The survey was conducted during the orientation sessions held on June 4 and July 29,
2022, both before and after the program. Students were informed about the purpose of the
survey, and only those who consented to participate were asked to fill it out. On the survey
form, students were asked to indicate their grade level and gender. Instructors assured the
students that their responses would not impact their grades and encouraged them to provide

honest answers.



The analysis proceeded through the following steps. Quantile-quantile plots (Q-Q
plots) and the Shapiro-Wilk (SW) test were employed to assess the normality of each
variable. All statistical analyses were conducted using R (R Core Team, 2023), a language
and environment for statistical computing (Version 4.3.1) [Computer software]. The
software is provided by the R Foundation for Statistical Computing, Vienna, Austria. First,
all variables were visually confirmed to be linear on the normal probability plot. Next, the
Shapiro-Wilk test was performed, with a significance level of p < 0.05. The outcomes
indicated that the data for Pre-SM (p = .194), Post-SM (p = .123), Pre-ILE (p = .573),
Post-ILE (p = .461), Pre-DES (p = .627), and Post-DES (p = .394) were consistent with a
normal distribution. Since EM is understood as a combination of ILE and DES, the analysis
focused on these subtypes separately, rather than reporting EM as a whole.

For RQ1, an exploratory paired samples #-test was used to find comparisons between
their pre- and post-program motivations (IBM SPSS Statistics Ver. 27.0). The results of this
study were interpreted not only by the results of the statistical significance tests but also by
the results of the effect sizes. Effect sizes were calculated by calculating Cohen’s d values
based on the mean, standard deviation, and sample size of the variables from the pre- and
post-program data. Cohen proposed the following guidelines for interpreting effect sizes: d
= .20 was considered small, d = .05 medium, and d = .80 large (Cohen, 1988).

Next, a content analysis of the students’ comments before and after the program was
conducted. In the content analysis, the recording unit was one sentence, and the comments
were categorized by similar content. The author and a first language (L1) English speaker
categorized the students’ comments in this study, and university experts advised them. Titles
were then assigned according to the content of the classified comments. After completion,
an English translation was made. The author and the L1 English speaker repeatedly
discussed the English translation of the comments to ensure that the translation was as
accurate as possible.

Results

Table 1 shows the descriptive statistics of student motivation with the reliability
coefficients (Cronbach’s &) and the results of the paired samples -test derived from the items
with these participants. Information on ILE and DES is bracketed in this table because they
are subtypes of educational motivation. In this study, EM is understood as the combination of
two subtypes: ILE and DES. Therefore, the results for EM were not reported separately, as
the analysis focused on ILE and DES individually. The analysis showed that both ILE and
DES increased somewhat after the online English program, although these changes were not
statistically significant. Small effect sizes were observed for both subtypes (Cohen’s d = .43
for ILE and .24 for DES), indicating some improvement in students’ educational motivation.
The paired samples #-test showed statistically non-significant differences in all four
motivation means. The four variables resulted in a small effect size (Cohen, 1988).



Table 1
Descriptive Statistics of Students’ Motivation and Results of Paired-Samples t-Test (N = 19)

M (SD) Cronbach’s a
Pre Post Pre Post t(18) p Cohen’s d
SM 3.79 (78)  3.97 (.76) .89 .87 -1.171 26 23
EM-ILE 3.65 (.68)  3.94 (.68) .89 .90 —-1.472 .16 43
EM-DES  3.52(71)  3.69 (.70) .89 .89 -0.824 42 24

Note. SM = Societal Motivation; EM-ILE = Interest in Learning English; EM-DES = Devotion to English Studies

The information required from the students’ open-ended comments was extracted and
summarized in as short a sentence as possible to examine the RQ2. The number of short
sentences obtained was 33 before the program, 36 after the program for impressions on
using English, 39 before the program, and 32 after the program for impressions on learning
English. On average, each student produced between two and three short sentences. The
total number of short sentences obtained was 140. Subsequently, each category of student
comments was organized into a table and given a title reflecting the trend observed in the
categorized comments.

Table 2 condenses the students’ impressions of using English before the program into
four categories. The first group was related to anxiety and concern about communicating in
English. Therefore, the category was named Apprehension Around Communication. The
second group was named Positive Attitude Toward Conversing in English because it
concerned positive impressions of English conversation. The third group showed feelings
toward English arising from past negative experiences. Therefore, it was named Negative
Experience with Speaking in English. The fourth group was labeled Recognition of the
Difficulty of English because the students reported difficulties in English.

Table 3 condenses the students’ impressions of using English after the program into
three categories. In the first group, many comments showed a willingness to continue
English conversation. Therefore, this was labeled Willingness to Continue Practicing
English Conversation. The second group was called Understanding the Benefits of Using
English in Real Situations because the statements indicated an awareness of the importance
of using English. The third group was named Identifying Challenges Related to English
Conversation because it contained comments on perceived challenges of communicating in
English.

Table 4 condenses the students’ impressions of learning English before the program
into three categories. The first group indicated comments of perceived value regarding
English classes, so this group was named Affirming the Value of Learning English at School.
The second group was Doubts About Learning English in School because the content
indicated doubts about learning English. The third group was named Wishing for More
Practical Training in English because the students expressed their desire for English
classes. Table 5 condenses the students’ impressions of learning English after the program



into three categories. In the first group, students indicated that they realized what they
needed to do and discovered cues to continue learning English. Thus, it was called
Discovering Clues for Approaching English Learning. The second group had more
comments indicating satisfaction with the English-speaking experience gained through
participation in the program. Therefore, it was named Contentment with Online English
Program. The third group was called Understanding the Close Connection Between Class
Learning and Real-World English because it relates to the perceived importance of studying
English in the classroom. The following table lists three representative sample comments in
each category. The numbers in parentheses are the number of occurrences.

Table 2
Categorizing and Examples of Student Comments Before Program on Using English

Apprehension Around Communication (10)

I am not very good at conveying my opinions in English instantly. / I am worried about my
pronunciation. / I am concerned that I will not be able to understand what the L1 English speaker has to
say.

Positive Attitude Toward Conversing in English (16)

We can communicate with many people by using English. / I can connect with many people. / Using
English, I am happy when I can communicate in English.

Negative Experience with Speaking in English (3)

In the past, I was unable to have a good conversation because I was at a loss for words, so this time [
want to do my best so that I can speak English. / When I spoke what I thought was correct English, I
had offended the L1 English speaker. / I got confused and stuck in the English interview for the EIKEN
Test in Practical English Proficiency.

Recognition of the Difficulty of English (4)

I have the impression that English is very difficult. / English is complicated. / English is hard.

Note. The number in parentheses is the total number of comments.

Table 3
Categorizing and Examples of Student Comments After Program on Using English

Willingness to Continue Practicing English Conversation (5)

I have no worry about using English, so I want to continue to speak it actively. / I like English very
much, so I want to learn more and be able to use English. / I want to participate in study abroad actively
and international exchange programs to improve my English conversation skills.

Understanding the Benefits of Using English in Real Situations (12)

It is important to use English practically. / By using English, I became less nervous and more
comfortable with my spoken English. / It was a good experience because I knew what I lacked when I
used English in real life.

Identifying Challenges Related to English Conversation (19)

I need to learn English words to convey my thoughts accurately. / I knew that in the English program, it
was essential to speak English calmly. / I want to learn L1 English speakers’ pronunciation as well.

Note. The number in parentheses is the total number of comments.



Table 4
Categorizing and Examples of Student Comments Before Program on Learning English

Affirming the Value of Learning English at School (26)

When I study English at school, I can meet and talk with my teacher and friend, which is fun. / English
is one tool to connect people worldwide, and English is essential to communicate with L2 English
speakers in this age of globalization. / The English texts in textbooks are often exciting and arouse our
curiosity to know what they contain.

Doubts About Learning English in School (7)

I also wonder if there will be a time to use English in the future except for jobs related to English. / I
feel that learning English in the classes could be more realistic. / I am anxious about whether I can use
the English I learned in class in the real world.

Wishing for More Practical Training in English (6)

I want to learn not only grammar but also conversational English in classes. / I want to learn native
pronunciation in school. / I want to be able to speak rather than write.

Note. The number in parentheses is the total number of comments.

Table 5
Categorizing and Examples of Student Comments After Program on Learning English

Discovering Clues for Approaching English Learning (13)

I realized I needed to learn more English words. / I found I was good at reading English but not so good
at speaking it. / I found that I needed to be able to speak English.

Contentment with Online English Program (12)

I was glad that I was able to communicate with my conversational English partner in this program and
was able to convey what I wanted to say in English as I had learned in school. / Through this English
program, I realized that studying, listening to, and speaking English is so much fun. / Cooperating with
classmates rather than learning alone could help our English learning collectively.

Understanding the Close Connection Between Class Learning and Real-World English (7)

I realized that studying English vocabulary in the English class would increase my enjoyment of
understanding the content. / I understood the importance of English more than before and started to
concentrate more on the class. / [ understood that it was necessary to learn English in school.

Note. The number in parentheses is the total number of comments.

Discussion

This study examines the impact of an online English program on the SM and EM of
Japanese high school English language learners. The study also investigated students’
specific impressions of using and learning English. For RQ1, an exploratory paired samples
t-test was conducted to compare their motivation before and after the program
implementation. The results showed that SM, and the EM subtypes ILE and DES also
increased somewhat after the online English program, but not statistically significantly. In
this study, EM was interpreted as the combination of ILE and DES, reflecting the students’
overall educational motivation. While the individual results for ILE and DES showed
modest improvements after the program, these findings suggest that the online English
program had a positive, albeit small, effect on the students’ motivation to learn English in

the classroom. This improvement could be attributed to the program’s ability to engage



students with meaningful learning experiences, as reflected in their increased interest and
commitment to studying English. Considering that the result in Table 1 indicates a small
effect size, it can be assumed that the students showed some improvement in both SM and
EM (ILE and DES) after the end of the program (Cohen’s d = .23—.43). These results could
be attributed to the small sample size (N = 19).

To complement the results of the quantitative analysis, RQ2 conducted a qualitative
study using students’ comments to infer the reasons for their increased motivation. The
following discussion is based on Tables 2 through 5 above. The results of the categorization
of students’ impressions of using English before the online English program could be
divided into four categories: Apprehension Around Communication, Positive Attitude
Toward Conversing in English, Negative Experience with Speaking in English, and
Recognition of the Difficulty of English (Table 2).

The students’ comments about using English were often negative before the program.
As shown in the category of Apprehension Around Communication, the students were
concerned about their ability to communicate in English with L1 English speakers,
specifically regarding listening comprehension, clearly explaining their perspective, and
sustaining a meaningful conversation. In addition, the category, Negative Experience with
Speaking in English, indicates that they were reluctant to speak with L1 English speakers
because they were concerned about their ability to understand English and about being able
to continue the conversation based on their past experiences and other factors. They may
lack the confidence to interact with L1 English speakers due to their perceived lack of
English communication skills. On the contrary, in the Positive Attitude Toward Conversing
in English category, students seem to understand that interacting with L1 English speakers
and practicing their English is a way to connect with many people. Students also feel they
can participate in meaningful, real-life communication in English when others understand
their English. Therefore, students hope that the more they expose themselves to these
language exchange experiences, as difficult as they may be, the more they will improve their
ability to speak English effectively. On the other hand, the category Recognition of the
Difficulty of English indicated that students already had the impression that English is
difficult. They are dominated by the idea that learning English is difficult. As shown in the
other categories above, they think “English is difficult” because they are worried about
communicating in English, or they are not communicating well with L1 English speakers at
this stage and have already developed a perception of English being naturally difficult.

The students’ impressions of using English after the online English program were
categorized into Willingness to Continue Practicing English Conversation, Understanding
the Benefits of Using English in Real Situations, and Identifying Challenges Related to
English Conversation (Table 3). After the program, the impressions of using English were
more positive. As indicated in the Willingness to Continue Practicing English Conversation
category, students seem concerned about genuinely realizing and appreciating the



opportunity to speak English and identifying its relevance. In other words, they realize that
using English will help them achieve their goals, and they are motivated to use English
more often. Moreover, they realize that continuous learning is necessary to achieve their
goals.

Furthermore, the category Understanding the Benefits of Using English in Real
Situations indicates that virtual learning is essential based on the students’ commentary,
which has been helpful during this process. The students concluded they needed to use it
consistently in daily conversation to excel in English. When students practice English, it
becomes less daunting for them, and they learn something new about themselves. This
process helped students gain confidence in communicating in English and become aware of
areas for improvement.

Moreover, the category Identifying Challenges Related to English Conversation
indicated that the student’s comments mentioned that they had discovered new challenges in
using English due to their experience in this program. They realized it is essential to be
well-prepared and use English in practice. The fact that they could identify precise learning
tasks can be a strength. In other words, they can now recognize that starting to learn English
based on their challenges will improve their English language skills.

From the results in Tables 2 and 3, the impressions of using English became more
positive after their experience with the online English program than their previous
impressions. They showed less nervousness and anxiety about using English and more
confidence and interest in using English. Another notable result of the program was that
students became more aware of areas of improvement in their English language skills and
wanted to use English more. These results were primarily due to the sense of
accomplishment from the online English program experience. The students’ eagerness to
further improve their English conversation skills may also be one reason for their increased
interest in using English.

Other student’s impressions of learning English before the online English program
were categorized into Affirming the Value of Learning English at School, Doubts About
Learning English in School, and Wishing for More Practical Training in English (Table 4).
The category of Affirming the Value of Learning English at School indicated that the
students valued the opportunity to ask questions in real-time about things they did not
understand in English in class. They know that learning English in class is crucial because it
will allow them to gain insight, knowledge, and feedback on areas where they are confused
and curious. On the other hand, this category indicated that students recognize that
international connection is essential today and want to be a part of that connection. The
students also believe that English textbooks are valuable materials for studying English in
school. Therefore, they recognize that textbooks significantly influence English language
learning.

It can also be observed that the category Doubts About Learning English in School



indicated that students feel disconnected between the learning English they learn at school
and practical English. They want to know how learning English in school will be relevant in
the future. Then, the Wishing for More Practical Training in English category included
students’ comments considering the nature of learning English. English can be more
valuable by understanding how students can use it to help one’s future or, more practically.
Some commented that students want to be able to use English to communicate with L1
English speakers. In both cases, students wanted to learn how to use English in the
environments they deemed essential. In terms of wanting to speak English rather than write
it, students reflected this in their comments because they desire to communicate with others
above all else. Students wish to have more enriching experiences where they can build their
speaking skills and feel confident about communicating with L1 English speakers.

After the program, the impression of learning English was categorized as Discovering
Clues for Approaching English Learning, Contentment with Online English Program, and
Understanding the Close Connection Between Class Learning and Real-World English
(Table 5). In the category Discovering Clues for Approaching English Learning, students
could assess their English vocabulary level and reflect on their previous English learning
efforts. They could draw a clear distinction between their reading and speaking skills. The
feedback from the students is strong evidence that this program is highly effective and
appreciated by those who have actively participated. In the Contentment with Online
English Program category, students felt that speaking English and communicating with L1
English speakers was a positive experience and suggested high satisfaction with the
communicative experience. Through this program, students discovered the importance of
communicating in English. The value of this experience is only increased by having access
to connect with others worldwide. The students are satisfied that they have overcome the
language barrier by boldly challenging themselves to communicate with L1 English
speakers using the English they have learned in school and have come to the conclusion that
the best way to learn is with their peers.

Furthermore, Understanding the Close Connection Between Class Learning and Real-
World English demonstrates this experience in which students indicated they were keenly
aware that learning English is connected with the practical use of English. Comments from
students indicated that they recognized the importance of thoroughly understanding various
aspects of English, such as grammar and vocabulary, in their classes. They realized that
acquiring solid skills in these areas can boost their confidence in approaching English
learning and daily conversation. Through the experience of the program, the students were
able to strongly realize that English, which they had only learned as a subject in school, was
a useful and practical skill by actually using it and communicating with L1 English
speakers. This realization may help students appreciate these moments in the classroom
more as they envision how it will assist them in navigating English as a subject ahead of

them.



Tables 4 and 5 summarize the results, showing that students who experienced the
online program had a clearer perception that their English learning in the classroom would
lead them to use English in everyday life after the program. The students’ comments
indicate that they became aware of their weak English skills and wanted to make up for
them in the English classroom. They understood the need to strengthen their English
grammar and vocabulary to communicate smoothly with L1 English speakers.

Figure 1
Progressive Effects of the Online English Program

i EM
Online SM N
English Program (ILE/DES)
UIU/LE

Based on the above considerations, Figure 1, proposed in this study, shows the impact

of the online English program on students’ motivation. The figure consists of the following
elements: Online English Program, Societal Motivation (SM), Educational Motivation
(EM), Interest in Learning English (ILE), Devotion to English Studies (DES), and
Understanding the Interrelation Between Using/Learning English (UTU/LE).

The connection from the online English program to SM in the figure was influenced by
the categories Willingness to Continue Practicing English Conversation, Understanding the
Benefits of Using English in Real Situations, and Identifying Challenges Related to English
Conversation, as indicated by the students’ impressions of using English after the program,
and Contentment with Online English Program, as indicated by their impressions of
learning English after the program. The online English program was associated with
providing students an opportunity to acquire English language skills and understanding the
application of English in practical learning situations. In the program, the experiences aimed
at using English, including cross-cultural understanding, enhancing presentation skills, and
cultural exchange with conversation partners, are believed to have increased students’
positive behavior and interest in using English. Additionally, it could be observed that
students’ inclination towards using English was greatly affected by their perception of the
online English program’s high level of satisfaction. This aspect plays a pivotal role in
increasing their societal motivation to want to use English.

The connection between SM and EM may have been made through the UIU/LE
mediation, with the UIU/LE mediation meaning that the Discovering Clues for Approaching
English Learning and Understanding the Close Connection Between Class Learning and
Real-World English categories of student impressions of learning English may have had a
significant impact. These categories indicated that students had formed an understanding of



the relationship between using and learning English. This relationship can be explained by
the cues provided by the English language program, which helped students understand the
connection between learning opportunities and the practical use of English. It is because
students had more opportunities to use English through their experiences in the program and
recognized understanding of the relationship between English use and learning. Moreover,
the relationship is because, after the program, the students came to have a deeper
understanding of the significance and practical use value of English language learning.
Thus, they became more motivated to learn English because they had a more apparent
purpose and goal in learning English. In addition, by experiencing how English is used in
the real world, students realized that English learning is more realistic and practical and that
their efforts and commitment to learning are rewarded. The students’ realization was due to
their ability to view English language learning as a valuable skill in the real world rather
than merely an academic challenge.

Considering the above points, the experience of using English in practical situations
through an online English program designed to improve English language and academic
skills not only positively impacted the students’ view of using English, but also their view
of learning English and their understanding of what they need to learn. This indicated that
the students understood the progressive relationship between using English and learning
English and were willing to connect and maintain a beneficial and perpetual cycle of the two
processes.

Conclusion

This study is distinctive in that it divided the motivation to learn English in Japan into
a societal aspect (using motivation) and an educational aspect (learning motivation) and
observed the effects of the online English program from each perspective. The findings from
this study indicate that online English programs contribute to students’ English language
learning and gradually change their motivation to learn English. Specifically, the program
provided cues for understanding the interrelationship between using and learning the
English language, helping students become more aware of the importance of using English
in the real world.

However, this study has several limitations. The small sample size (N = 19) limits the
statistical power of the findings, and although small effect sizes were observed (d = .23~
.43), the results should be interpreted with caution. The specific context of the
participants—a private high school with advanced English learners—further limits the
generalizability of the findings. Additionally, the particular online English program and the
influence of external factors, such as students’ curriculums and other variables, were not
accounted for. The long-term sustainability of these motivational changes, particularly how
they might influence future language learning behaviors, remains unassessed and requires
further longitudinal research. Future studies with larger and more diverse samples are



necessary to confirm these findings and to explore their applicability in broader educational
contexts.

These findings provide important educational implications for academic settings
offering online English programs in considering effective teaching methods. Educators
should recognize the importance of enhancing both SM and EM among students in learning
English. Additionally, it is crucial to acknowledge that while communication in a foreign
language is initially learned in the classroom, it is ultimately intended for cross-cultural

interaction outside the classroom.
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Appendix A

Orientation Session: June 4: Orientation Itinerary: o Introductions, © Moodle Instructions and Overview,

Class June 11 June 18 July 9 July 16 July 29
Sessions June 10 MT June 17 MT July 8 MT July 15 MT July 28 MT
9:00 - * Introduction ‘Review HW | ‘Review HW | -Review HW | - Warm-up for
10:00 a.m. JP to SDGs *Lecture on *Lecture on - Lecture on Presentations
6:00 - 7:00 + Introduce SDG #11 SDG (TBD) SDG #15 +Good
p.m. MT Final + Virtual Tour * Virtual Tour resources to
Presentation of Missoula’s of Montana’s use after class
Guidelines Progress and Progress and is over
+Assign SDGs | Challenges on Challenges on | *Recap on
for Final SDG #11 SDG #15 Class
Presentation
10:00 - 10:55 +Special *Special *Final
a.m. JP Session on Session on Presentations
7:00 - 8:55 U.S. Culture Presentation
p-m. MT Skills
11:00 a.m. Conversation Conversation Conversation Conversation Conversation
- 12:00 p.m. JP | Partners Partners Partners Partners Partners &
8:00-9:00 Class Closing
p-m. MT

Final Presentation Topics:

Description

+Conduct basic research to answer questions about the specific SDG you are assigned.

*Prepare a PowerPoint presentation to teach your classmates about the SDG you have

researched.

Overview of Communication with Conversation Partners

Session 1: Meet Your Partner

Participants introduce themselves by stating their names and favorite hobbies, ensuring

correct pronunciation. Discussion prompts include personal information (favorite subject,

reasons for joining the exchange, recent activities, work experience), family details,

hometown highlights, and favorite vacation spots. The session encourages exchanging

contact information for further communication.

Session 2: Student Life

Participants introduce themselves with names and favorite hobbies, ensuring correct

pronunciation. Discussion topics cover school life, including likes and dislikes, type of school

attended, favorite classes, and project preferences (writing vs. presentation). Questions also

explore class sizes, attendance, extracurricular activities, and daily routines. Participants

discuss the maturity of school students in their country and future plans after graduation.




Session 3: Presentation/Project Discussion

Participants introduce themselves by stating their names and majors, ensuring correct
pronunciation. They discuss recent activities, including hobbies, movies, TV shows, books,
and music. Topics include common school projects, favorite projects, preferences for
writing or speaking projects, presentation anxiety, and strategies. Participants shared how
they chose project topics, started research, and whether they preferred working alone or in
groups. They also discuss study locations and advise English teachers. The students share
details about their final presentation projects and the SDG they are researching.

Session 4: Cultural Values

Participants introduce themselves with names and favorite hobbies, ensuring correct
pronunciation. Discussion questions focus on cultural differences, stereotypes, and personal
experiences. Topics include surprising cultural facts learned from partners, stereotypes
about each other’s countries, aspects of their own culture they dislike or would change, rude
behaviors, adherence to traditional customs, and strange customs for visitors. Participants
also discuss dining customs, strange wedding traditions, interactions with people from
different cultures, and admired world cultures. The session encourages exchanging contact
information for continued communication.

Session 5: Intercultural Communication

Participants introduce themselves by stating their names and favorite musical artists,
ensuring correct pronunciation. They discuss the use of emojis in communication, including
cultural differences in interpretation. Topics also cover effective communication in
presentations, identifying elements of bad and good presentations, preparation strategies,
and engagement techniques for different audiences. Participants share effective strategies for
presenting on Zoom versus in person.

Appendix B
Societal and Educational Motivation items of the scales (originally in Japanese)

Societal Motivation, five items (Hayashi, 2020)

SM1: I want to make friends with L1 English speakers.

SM2: I want to go to an English-speaking country and learn English there.
SM3: It is important for me to use English in real-life situations.

SM4: [ want to find places in my own country where I can use English.
SMS5: I don’t want to miss opportunities to use English.

Educational Motivation, fourteen items (Hayashi, 2020)
(Interest in Learning English, seven items)

ILE1: Studying English is very interesting.

ILE2: Learning English is really fun.



ILE3: I think learning English is truly wonderful.

ILE4: I always look forward to English classes.

ILES: If possible, I want more English class time at school.

ILEG6: English should definitely be taught at school.

ILE7: Compared to other subjects, I find English more interesting.

(Devotion to English Studies, seven items)

DESI: I study English more often compared to my classmates.

DES2: On average, I spend a lot of time studying English.

DES3: I often think about what I learned in English class or about English in general.
DES4: I am very motivated to learn English.

DESS: I try to complete my English homework as soon as possible.

DES6: When studying English, I am interested and can concentrate on the content.
DES7: Learning English occupies the most important position in my life.

Open-ended Questions Before and After the Program (originally in Japanese)
Before:

1.How do you feel about studying English at school?

2.How do you feel about using English in real life?

After:

1.How do you feel about studying English at school after the online English program?
2.How do you feel about using English in real life after the online English program?
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Abstract
This study examines the particular challenges in L2 writing facing an upper-intermediate
learner of English in order to identify tendencies among learners at this level, with an eye to
designing a future large-scale research project. The study is characterized by a close
examination of sample sentences based on a two-pronged approach of analyzing errors
related to (1) technical aspects (grammar, word-choice, and coherence/cohesion) and to (2)
overall meaning and logic. The participant is a third-year university student who aims to
achieve 7.0 on IELTS. The study gathered first and second drafts for 16 separate writing
tasks corresponding to IELTS Writing Task 1. Teacher feedback for the first draft was
limited to implicit feedback on overall meaning and logical flow. Grammatical, word-
choice, and coherence/cohesion errors were analyzed and tallied for both drafts, followed by
an examination of the degree to which the participant could correct meaning- or logic-
related errors based on implicit feedback. The study shows the following two results: First,
the participant had a limited ability (30-40%) to self-correct grammatical and lexical errors
(even simple errors), particularly with regard to the use of idiomatic expressions. Second,
the participant could correct 65.1% of the errors related to meaning or logic that were
indicated using implicit feedback. The results suggest the possible benefits of providing an
upper-intermediate learner with implicit feedback not only for meaning/logic errors but also
for technical errors, with the aim of enhancing the ability to self-correct errors.

Keywords: self-correction, upper-intermediate level L2 writing, error analysis, feedback

Introduction
Reaching a higher level of writing proficiency in a foreign language is a clear
challenge facing any learner, and the difficulty is compounded when there are significant
differences in syntax and rhetorical style between the native and target language, as is the
case between Japanese and English. An analysis of writing errors can shed light on positive
and negative factors with regard to language transfer as well as grammatical and logical
concepts that are difficult to acquire. Our research set out to elicit sample errors in L2

writing made by a presumed upper-intermediate learner and examine the learner’s ability to



self-correct these errors on the basis of implicit feedback. The error analysis also aimed to
identify problematic aspects of writing that hinder the research participant from reaching a
higher level of competency. The relevance of the aspects identified in this case study to
other upper-intermediate L2 learners will be explored by the researchers in a future larger-
scale study.

Literature Review
In considering research to date on second-language writing errors, we focused on three
areas in particular: (1) definition of “error,” (2) types of feedback (explicit/implicit) and
suitability to specific levels, and (3) studies of writing errors made by Japanese students at
different proficiency levels.

Definition of “Error”

Given the focus of the research on error self-correction, it was necessary to review the
literature on the significance and types of errors. Brown (2000, p. 217) noted that the ability
to self-correct corresponds generally to what he terms a “performance error,” which is
defined as a “failure to utilize a known system correctly,” whereas an error that arises from a
lack of competence in the language cannot be self-corrected. A similar connection between
the type of error and the ability to correct it is indicated by Gass and Selinker (2008), who
use the term “mistake” to refer to “nonsystematic errors” that “are ‘correctable’ by the
learner” (p. 519), as opposed to “errors” that can be viewed as “red flags” because they
“provide windows onto a system” as “evidence of a learner’s knowledge of the L2” (p.

102). In interpreting the participant’s L2 “system” from the perspective of writing errors,
the distinction introduced by Ferris (1999) between “treatable” and “untreatable” errors is
insightful. “Treatable” errors (e.g. verb tense or subject-verb agreement) “occur in a
patterned, rule governed way” (p. 6) so that the learner can consult a grammar book or other
resource to understand and overcome them. In contrast, there is “no handbook or set of rules
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students can consult to avoid or fix” “untreatable” errors (e.g. incorrect word choice in a
given situation), so that learners tend to require more time to recognize them and come up
with an alternative. Ferris and Roberts (2001) found that students are more likely to be able

to self-edit treatable errors, as compared to untreatable errors.

Types of Feedback (Explicit/Implicit) and Suitability to Specific Levels

In considering the role of teacher feedback, the researchers reviewed past research on
the distinction between direct/explicit feedback and indirect/implicit feedback, as defined in
a variety of studies (Ferris, 2003; Ferris & Roberts, 2001). “Explicit” feedback has been
defined as an “overt indicator that an error has been committed” (Ellis et al., 2006), as
compared to “implicit feedback” whereby a teacher prompts students to brainstorm to make
improvements (Ferris & Roberts, 2001). Research has focused on the advantages of each



type of feedback with regard to instruction or learning purposes, with indirect/implicit
feedback having advantages in terms of encouraging greater responsibility on the part of
students for their own learning (Ashwell, 2000), while direct/explicit feedback is better
suited for targeting specific aspects (Bitchener, 2008; Sheen, 2007). Indirect/implicit
feedback has also been found to be suited to learners at higher levels of proficiency (Li,
2009) because their greater linguistic resources make it possible to notice and incorporate
such feedback. Meanwhile, the suitability of direct/explicit feedback to learners at a lower
level of proficiency has been suggested in some studies (Carroll & Swain, 1993; Ellis et al.,
2006). Another factor to consider is what type of feedback is best suited to a given research
aim. Lalande (1982) suggested that when the aim is to access a learner’s strategies with
regard to revision and editing, implicit feedback requiring the learner to engage more
actively in revisions may be preferable.

Writing Errors Made by Japanese Students at Different Proficiency Levels

Past research on specific errors made by Japanese learners of English was relevant to
this study, particularly the analysis of specific types of errors prevalent at different levels of
proficiency. A study that identified differences in prevalent error types among Japanese
learners at different levels of proficiency was conducted by Abe (2007), whose corpus-
based analysis of around 1,200 learners found that verbal errors were common among
lower-level learners, morphological inflection and lexical errors were associated with
intermediate-level learners, and noun-related errors were more prevalent among advanced
learners. Although the study examined spoken language, one can assume that similar errors
would be reflected in the learners’ writing. The same study identified errors that occurred
across levels of proficiency, which included countable/non-countable noun usage, verb
tenses, and verbal forms. Another study conducted by Narita (2013) focused on article
usage among different levels of proficiency and found that the definite article remained
problematic even at the advanced level, whereas errors in indefinite article usage tended to
decrease as the level of proficiency increased. As learners increase in proficiency and
attempt to express more complex ideas, increased errors in sentence structure can result, as
was noted in a study by Shuhama (2015) of Japanese high school students, with
“intermediate-level students” more prone to such errors than the “elementary-level
students,” who made more word-related errors.

Key Assumptions Based on the Literature Review

In light of the relevant literature, the researchers assume that the participant’s
“successful” error corrections are “errors of performance,” as errors that upper-intermediate
learners with adequate grammar and vocabulary knowledge are capable of identifying and
correcting on their own during the revision process, and that these tend to be rule-based

“treatable errors.” In contrast, the cases of “unsuccessful” error corrections are assumed to



be “errors of competence,” including in some cases “untreatable errors” that concern issues
that cannot be easily consulted in a grammar book, such as overall meaning and logic. The
other key assumptions that guided the formulation of our research questions were that
certain types of feedback are better suited to specific learning levels or types of errors, and

that certain writing errors correspond to certain levels of language learners.

Research Questions

The two primary research questions concerning the participant’s writing were the
following: (RQ-1) To what extent can an upper-intermediate student correct writing errors
related to grammar, word-choice, and coherence/cohesion without any feedback from the
teacher? (RQ-2) When provided implicit feedback from the teacher, to what extent can an
upper-intermediate student correct errors related to “meaning/logic”? The two questions
were raised based on the participant’s needs and the literature review above. As examined in
the following section, the participant aims to gain advanced proficiency as an English writer
and needs to enhance his revision ability to reach that goal. With regard to error correction,
the researchers assumed that relatively simple errors (i.e., technical errors) would be
“treatable” by the participant without any feedback from the teacher. Meanwhile, implicit
feedback, considered suitable for higher-level learners (Li, 2009), was provided for errors
related to meaning/logic, which are more difficult to notice and self-correct (i.e.,
“untreatable errors”) as indicated by Ferris (1999). RQ-1 was examined through calculating
the number of each of the three types of errors for the first and the second drafts as well as
calculating the number of successfully corrected errors in the second drafts without
feedback from the teacher. With regard to RQ-2, the ratio of successful error corrections in
the second draft was examined, and the revisions in response to the teacher’s implicit
feedback were subjected to a descriptive analysis.

Method

Study Participant

The study focused on a third-year university student majoring in the humanities. The
participant falls under the category of an upper-intermediate learner of English based on his
test scores. The participant scored 815 on TOEIC in 2019 and 6.0 on all four sections of
IELTS in 2020. The upper-intermediate level corresponds to the B2 level of the Common
European Framework of Reference for Languages (CEFR) or a score of between 5.5 and
6.5 on IELTS, as compared to the advanced level of C1 according to CEFR or a score of
between 7.0 and 8.0 on IELTS. The participant is aiming to achieve 7.0 on all four sections
of IELTS in order to obtain a working visa in Canada. The choice of the participant was
intended to identify some of the particular characteristics at the upper-intermediate level as
the basis for designing a larger-scale study of students at this level.



Research Procedure

The writing samples analyzed in this study were gathered from weekly tutorial sessions
held on 16 occasions with the participant. The sessions were privately requested by the
participant to his teacher (one of the researchers) to improve his score on the writing section
on [ELTS. In return for the free tutorial sessions, the participant gave permission for the
researchers to use all of his writing samples and data regarding his English proficiency for
this research.

The writing assignment corresponds to IELTS Writing Task 1, which involves writing a
letter of at least 150 words on a given topic within 20 minutes. The scoring criteria for the
task are: (1) grammatical range and accuracy, (2) lexical resources, (3) coherence and
cohesion. After the online submission of the first draft as a Word file, one researcher (the
participant’s teacher) provided implicit feedback online within a week, focused on meaning
and logic, without providing feedback on grammar or vocabulary. Problems regarding
meaning/logic were underlined and comments inserted, such as “connection between the
former and latter parts is not clear” or “confusing.” The feedback was given for parts that
hindered comprehension. Within the study, “implicit feedback™ is defined as feedback
intended to draw attention to the existence of a problem or error without specifying its exact
nature so as to encourage self-correction. Based on the implicit feedback, the participant
revised the letter as an assignment and submitted a second draft online within a week. The
participant sometimes wrote comments as self-reflection, such as “the conclusion should
have been more concise” or “it took longer time than usual since the topic was difficult.”

After collecting the data from the tutorial sessions (both the first and second drafts), all
of the errors (including those for which implicit feedback was not provided) were evaluated
by one of the researchers, who is a native English speaker and a professional English editor.
Based on this analysis, both researchers divided the errors into three categories: (1)
grammatical errors (GER; e.g., article and preposition usage, verb tense, singular/plural
usage, and subject-verb agreement), (2) word-choice errors (WER; e.g., collocations,
pronounusage, incorrect expressions, and register), (3) coherence/cohesion errors (CER,
e.g., conjunctions and adverbs). The total number of errors under each category was then
tallied for both drafts, and an analysis conducted of the degree to which the participant
could correct errors in the second draft based on implicit feedback.

Results
In order to answer the two research questions, two types of data analysis were
conducted. For RQ-1, the quantity of the three types of errors was calculated. In addition,
the ratio of successful error correction was calculated. For RQ-2, the ratio of successful
error corrections in the second drafts was calculated and analyzed descriptively with regard
to how corrections were made in response to meaning- or logic-focused implicit feedback
received from the teacher.



Comparison Between the First and the Second Drafts in Terms of the Three Types of Errors

We calculated the total number of the three types of errors, related to grammar (GER),
word-choice (WER), and coherence/cohesion (CER), for the first and second drafts. For
each draft, 16 writing samples were submitted. The results regarding errors for the two

drafts are summarized in Table 1.

Table 1
The Character Count and the Total Number of Three Types of Errors in the 1st and the 2nd Drafts
Session
Error types 1 2 3 4 5 6 7 8
Ist 2 3 6 3 5 1 2 2
GER 2nd 1 4 6 2 6 4 2 0
Ist 5 9 5 6 3 3 7 5
WER 2nd 2 5 4 5 3 2 7 2
1st 0 0 1 2 0 1 0 0
CER 2nd 2 1 1 2 0 0 0 2
Total Ist 7 12 12 11 8 5 9 7
o 2nd 5 10 11 9 7 6 10 4
Character 1st 741 828 735 693 706 804 728 840
count 2nd 823 926 746 639 721 874 717 912
Session Total
Error types 9 10 11 12 13 14 15 16 1-16
st 4 2 5 5 0 3 5 5 53
GER 2nd 3 2 6 3 0 1 5 5 50
1st 1 5 4 5 4 2 5 4 73
WER 2nd 1 3 4 3 4 1 5 5 55
Ist 0 0 0 0 0 3 2 1 10
CER 2nd 0 0 0 1 0 1 3 1 14
Total 1st 5 7 9 10 4 8 12 10 136
ot 2nd 4 5 10 7 4 3 13 11 119
Character Ist 929 739 795 838 737 701 809 761 -
count 2nd 866 756 781 787 739 745 795 763 -

Note. The upper row indicates the 1st draft and the lower row indicates the 2nd draft.

For the first draft, errors related to word-choice (WER = 73) were more prevalent than the
other two types of errors (GER = 53, CER = 10), constituting over 50% of all errors. For the
second draft, WER decreased in number (55) as well as GER (50), while CER (14) slightly
increased. Since the data obtained from a single participant cannot be the subject of
inferential statistical analysis, the comparison between the first and the second drafts is
limited to descriptive analysis. To respond to RQ-1, we also calculated the ratio of
successful error corrections. The corrected number of errors in each three categories were
plotted for each session, which is summarized in Table 2 below.



Table 2
Number of Errors (GER, WER, CER) in the Ist Draft and Corrected Errors in the 2nd Drafi

Session
Error types 1 2 3 4 5 6 7 8
Ist 2 3 6 3 5 1 2 2
GER 2nd 1 3 2 1 0 0 1 2
Ist 5 9 5 6 3 3 7 5
WER 2nd 4 6 1 3 0 2 1 4
Ist 0 0 1 2 0 1 0 0
CER 2nd 0 0 0 0 0 1 0 0
Session Total
Error types 9 10 11 12 13 14 15 16 1-16
Ist 4 2 5 5 0 3 5 5 53
GER 2nd 1 0 1 1 0 3 1 1 18
1st 1 5 4 5 4 2 5 4 73
WER 2nd 1 2 0 3 0 1 1 1 30
Ist 0 0 0 0 0 3 2 1 10
CER nd 0 0 0 0 0 P 0 0 3

The total number of errors in proportion to error corrections (correction/error) regarding
three types of errors: GER=18/53, WER=30/73, CER=3/10. Consequently, the ratio of

successful error correction was: GER=34.0%, WER=41.1%, CER=30.0%. These figures
indicate that even an upper-intermediate learner can find it difficult to correct those three

types of errors without receiving some kind of feedback.

Examples of Successful and Unsuccessful Error Corrections
In the following section, some of the examples of both successful and unsuccessful
corrections regarding GER, WER, and CER errors are summarized. Table 3 lists some

examples of successful error corrections.

Table 3

Examples of Successful Error Correction

Example # 1st draft 2nd draft Problem Error type
1 One of my close friends were  One of my close friends was ~ Number GER
2 Use [-] Internet to find a room To find a room online Missing article GER
3 I sure I’m sure Missing be-verb GER
4 I hope you could deliver I hope you will deliver Tense GER
5 I would love to visit here again 1 would love to recommend Adverb WER

this restaurant to my friends
6 Please come fo here Please visit me Unnecessary WER
preposition

Note. Errors are in italics and correction underlined.

As Table 3 indicates, the participant was able to self-correct some simple errors related to
GER (tense, article, or number) and WER (adverb or unnecessary preposition), mainly by
deleting the error or replacing it with another word or expression. Among WER errors, for
example, the participant used the adverb “here” ambiguously in the first draft (“I would love



to visit here again” / “Please come to here”) but was able to improve the clarity in the
second draft (“I would love to recommend this restaurant to my friends” / “Please visit
me”). Such examples seem to reflect the difference between written and spoken language.
Interpreting spoken language usually depends more on the physical environment of the
interlocutors, which is why deictic terms like “this” or “here” are often used (JACET, 2005,
p. 174), whereas their meanings could be unclear in the case of written language, even a
letter or email. The participant did not realize that point in the first draft, but could make
successful revisions.

Although the participant was able to correct errors successfully to some extent (30—
40%), there were many cases of unsuccessful error correction. In this context,
“unsuccessful” refers to cases where the participant did not make any change in the second
draft, suggesting that errors were not recognized or they are possibly systematic errors that
are “evidence of the state of a learner’s knowledge” (Gass & Selinker, 2008, p. 102). Some
examples of unsuccessful error correction for each of the three categories (GER, WER, and

CER) are indicated in the following section.

First, examples of unsuccessful error corrections of GER are summarized in Table 4.

Table 4
Examples of Unsuccessful Error Corrections of GER
Exazlple Not corrected errors Correct expressions Problems

1

in a first six months

in the first six months

Incorrect article

2 ask new arrangement ask for a new arrangement Missing preposition /
Missing article

3 asked him stop having a party asked him to stop having a Missing preposition

party

4 arrangement on my room arrangement of my room Incorrect preposition

5 on next Wednesday en next Wednesday Unnecessary preposition

6 ask you for refund ask for a refund Unnecessary pronoun/
Missing article

7 I hope you would reply to I hope you will reply to In correct tense

8 this refund will be completed _the refund will be made Incorrect expression

9 the advertisement you post the advertisement you posted Incorrect tense

10 three reasons that [ apply for  three reasons that [ applied for Incorrect tense

this job this job

11 I will explain the book I will explain a book Incorrect article

12 I hope you could find I hope you will find Incorrect tense

13 after my work after sy work Unnecessary pronoun

14 reply reply to Missing preposition

15 choose hospitality course choose a hospitality course Missing article

16 ask for the replacement ask for a replacement Incorrect article

Note. Errors are in italics and correction underlined.

As Table 4 indicates, unsuccessful corrections of GER mainly concern articles, tense, and

prepositions. In terms of article-related errors, incorrect usage (e.g., “in a first six months”

or “ask for the replacement”) and omission (e.g., “ask for [-] new arrangement” or “choose



[] hospitality course™) were prevalent. These results are similar to the findings of Narita
(2013). Examples of unsuccessful corrections of tense-related errors were more common in
complex structures, such as in modifying phrases (e.g., “the advertisement you post”) or
object phrases (e.g., “I hope you would reply to”). In the case of object phrases in particular,
given the repetition of similar errors, the participant seems to have judged that the past tense
is more polite, as a sort of hedging, and intentionally chose such an expression. Thus, such
errors may reflect a more advanced level of grammar knowledge. In terms of prepositions,
prevalent examples of unsuccessful corrections included cases of misuse (e.g., “arrangement
on my room”) or omission (e.g., “reply [-]” or “ask him [-] stop”).

Second, examples of unsuccessful corrections of WER are summarized in Table 5.

Table S
Examples of Unsuccessful Error Corrections of WER
Exa;nple Not corrected errors Correct expressions Problems

1

I hope you will introduce
myselfto your manager

Please let him know about me

Incorrect pronoun

2 I asked you online birthday I ordered you a birthday cake Inappropriate verb /
cake in advance by email Inappropriate noun
3 gorgeous meals delicious (or great) meals Inappropriate adjective
4 I’'m into seafood I really like seafood Inappropriate expression
5 my roommate is not adequate my roommate is problematic Inappropriate adjective
6 I’'m into coffee I’m interested in coffee Inappropriate expression
7 have much experience have lots of experiences Incorrect adverb
8 call #i### call at #HHH# Missing preposition
9 particular books specific books Inappropriate word
10 try them ? Vague antecedent
11 24 hours gym gym open 24 hours Incorrect expression (L1
influence)
12 made me into traveling made me interested in Collocation
traveling
13 I will treat you Let me buy your lunch Inappropriate expression
14 long-term holiday long holiday Incorrect adjective (L1
influence)
15 tips when finding a good place tips for finding a good place to Incorrect preposition
to live around university live near your university
16 a new sport to learn a new sport to play Collocation
17 In short, he must love such a  I’m pretty sure that he will Inappropriate expression /
party enjoy such a party Incorrect auxiliary verb
18 Pay extra for this request Pay an extra fee for this Inappropriate expression
request (L1 influence)
19 working as a reception working as a receptionist Incorrect noun

Note. Errors are in italics and correction underlined.

As Table 5 indicates, unsuccessful error corrections regarding WER are mainly summarized

as errors related to pronouns, collocation problems, and the use of inappropriate words or

expressions. Collocation errors and the use of words or expressions that are inappropriate

for the situation were particularly prevalent. In some cases, the two problems were



interrelated. For example, the participant was fond of using the expression “be into
[something]” to convey the meaning of “be interested in [something].” However, the
expression was inappropriate in more formal situations and collocation problems sometimes
arose in relation to its usage. For example, the participant describes how a book he read
“made me into travelling all over the world.” Combining the causative expression “make
[someone]” with “[be] into” sounds odd because it suggests that he was “forced to like
something.” Such examples point to the difficulties that can arise from replacing more
commonly used expressions with casual ones, without having an adequate understanding of
differences in nuance and register.

Third, examples of unsuccessful error corrections of CER are summarized in Table 6.

Table 6
Examples of Unsuccessful Error Corrections of CER
Exa;nple Not corrected errors Correct expressions Problems
1 I asked him sfop having a I asked him to stop having a Incorrect conjunction
party, however, he still invites party, but he still invites his
his friends. friends.

2 Would it be possible to change Would it be possible to change Weak connection
the course though the course  the course even though the
will start from next Monday? course will start from next

Monday?
3 People usually want to renta  People usually want to rent a Incorrect conjunction
room at [-] lowest price, room at the lowest price, but it
however, it is definitely is definitely essential to figure
essential to figure out the out the reason why the owner
reason why the owner set the set the price.

price.

Note. Errors are in italics, correction underlined, and the focus of discussion in bold font.

As Table 6 indicates, unsuccessful error corrections under the CER category mainly
concerned problems with the use of conjunctions. Generally, the participant overused
“however” to connect clauses or sentences, particularly in cases where a simple “but” would
have been more appropriate given the context. This resulted in an unsuitable level of
formality. Although it is not a problem grammatically, incorrect word choice in a given
situation is considered a typical example of an “untreatable” error by Ferris (1999).

Error Correction According to Teacher’s Implicit Feedback on Meaning and Logic

RQ-2 concerns “to what extent can an upper-intermediate student correct errors related
to meaning/logic according to the teacher’s implicit feedback.” To answer this question, we
plotted the quantity of the teacher’s implicit feedback on meaning/logic errors and the
number of successfully corrected errors in each session. The ratio of successful error
correction was calculated for each session in order to gauge the influence of the writing
topic and the cumulative average for overall successful error correction. The data of session



15 was excluded from the calculation since there was no feedback from the teacher, which
indicates that the participant was able to correct errors successfully without teacher’s

feedback. The results are summarized in Table 7.

Table 7
The Quantity of the Teacher's Implicit Feedback on Meaning/Logic-related Errors and Successful
Error Correction

Session
1 2 3 4 5 6 7 8
Successful 3 4 1 2 1 2 1 1
correction (n)
Feedback (n) 3 4 1 2 2 3 2 3
Ratio (%) 100 100 100 100 50 66 50 33
Session Total
9 10 11 12 13 14 15 16 1-16
Successful 2 2 2 2 3 0 2 2 28
correction (n)
Feedback (n) 7 3 3 3 3 1 0 3 43
Ratio (%) 28 66 66 66 100 0 - 66 65.1

As Table 7 indicates, the participant was capable of correcting these types of errors in
65.1% of the cases based on the teacher’s implicit feedback. The particularly low ratios for
Session 8 and Session 9 could be related to the relative difficulty of the writing tasks, which
concerned issues of a more public or bureaucratic nature (how to improve a public library
and how to apply for a job), rather than an issue in which the participant could express an
opinion or describe a personal experience. In the case of Session 14, where there was no
successful correction, the participant replaced “That being the case” in the first draft with
“Nonetheless” in the second draft, but in both cases the expression was too formal for the
given situation. This can be seen as an example where a student strives to use as many
difficult words or expressions as possible without a clear enough understanding of
appropriateness to the particular situation. Although the teacher (one of the researchers) did
not give specific instruction for getting a higher score on the writing section of IELTS, the
participant voluntarily learned several tips via the related websites or textbooks. In fact, he
mentioned several times in his self-reflection comments that it is necessary for him to use
more academic expressions or idioms to reach level 7 on IELTS.

We also examined the types of meaning/logic-related errors and categorized them into
five types, listing the following frequency for each: Sentence structure/cohesion 9, Word-
choice 7, Topic clarification 5, Register 5, and Prounoun usage 4. Some examples related to
sentence structure/cohesion errors are summarized in Table 8. With regard to the
expressions used for “revision outcomes,” “OK” (correction completed) and “Not quite”
(improvement compared to original expression but not perfect yet) are considered to be

“successful error corrections.”



Table 8

Examples of Sentence Structure/Cohesion Errors

Example Teacher Revision
i st draft feedback 2nd draft outeoma
1 I am planning to hold a movie Too many Taking advantage of these (OK)
party, so I want to invite you to “I-subject”  facilities, / am going to holda Reduced from
the gathering. / am going to sentences movie party. / will prepare 6to4

prepare some meals and drinks,
so [/ would be pleased if you
bring some snacks. / will tell
you the details and the date
later. / am looking forward to
meeting you and your friends.

some meals and drinks, so it
would be great if you bring
some snacks. / am going to tell
you the details and the date
later. If possible, would you
mind replying [to]this letter
[about] whether you will join or
not at [your] earliest
convenience? / look forward to
meeting you and your friends.

2 Although I would not be able to Connection  Although I would not be able to (OK)
work on Tuesday night due to  between the ~ work on Tuesday night due to  Added more
the fact that I have a class, | former and the fact that I have a class, other explanation
would appreciate if you would latter parts is days of the week are available
choose me to the person. not clear for me.
3 Although I agree with the fact Connection I would have to agree with your (OK)
that town centers in my country between the  opinion that town centers in my Divided into
look similar because the color  former and country look similar, because  two sentences
and the shape of the buildings  latter parts is the color and the shape of the
are almost same, the town not clear buildings are almost same. |
center in my hometown is take the view, however that the
different from others in that it town center in my hometown is
has 24 hours gym. different from others in that it
has 24 hours gym.
4 Obviously this cloth is no Confusing Obviously this cloth is no (Not quite)

longer worth it, because I would
be wet if I would wear it in such
a weather condition.

longer worth it, because it Got better, but
would never work as expected. still confusing

Note. Correct expression missing in the 2nd draft are enclosed in square brackets.

As Table 8 indicates, one noticeable characteristic of the errors related to sentence structure

and cohesion was the overuse of “I-subject” sentences. Implicit feedback was provided to

the participant to avoid this monotonous pattern. Generally speaking, the participant was

able to introduce more variety in the sentence structure based on this feedback, although in

some cases semantic ambiguity arose as a result of removing the subject. One noticeable

problem concerned weak or unclear connections between sentences or clauses, particularly

in terms of logical flow, such as the following example from Table 8: “Although I would not

be able to work on Tuesday night due to the fact that I have a class, I would appreciate if

you would choose me to the person.” In several cases, the participant was able to make

significant improvements based on the implicit feedback provided.

The next category of errors, occurring second most frequently, was word choice. Some

examples related to word-choice errors are summarized in Table 9.



Table 9
Examples of Word Choice Errors

Example Teacher Revision

i Ist draft feedback 2nd draft outoars

1 From the first impression, we ~ Awkward First of all, everything we (OK)
were attracted expression ordered was literally amazing. Changed to

listing

2 A large island kitchen room is Awkward Furthermore, we can also use  (Not quite)
also available [located] beside expression a large kitchen room beside  “kitchen room”
the theater room. the theater room. is still awkward

3 However, sometimes it is Awkward However, it is sometimes (Not quite)
difficult to focus on studying, expression difficult to focus on studying, big = large,
because the tables are not so because the tables are not so  but “spacious”
big. large. would be better

in this context

4 Inacase that three people Awkward If three folks study at the (OK)
study at once, it is almost expression desks at once, it would be in a case = if
impossible to concentrate on almost impossible to
[their] tasks. concentrate on their works.

5 I have found the advertisement Check the I have found the (Unsuccessful)
you post in the Internet, and ~ meaning of  advertisement you post in the on behalf of you
thought that I am the right “on behalf of Internet, and thought that [ am = instead of
person to work on behalfof  you” the right person to work you
you in your house. instead of you in your house.

6 That being the case, ] want to Check the Nonetheless, I want to (Not quite)
celebrate his birthday, so I will meaning of  celebrate his birthday, so I Got better, but
visit him after my [delete] “that being  will visit him after my need more
work, though it will be around the case” [delete] work. explanation
11 pm.

As Table 9 indicates, some errors were clearly influenced by the participant’s L1 (Japanese),
such as the use of “ask” instead of “order” or “big” instead of “large.” Another noteworthy
tendency concerned cases where the participant attempted to use idiomatic expressions,
such as “on behalf of” or “that being the case,” which were not suited to the given context
or resulted in collocation problems. The feedback provided for many errors under this
category often involved simply indicating that the expression used was “awkward.”

The next category concerns errors related to topic clarification, and some of those

examples are summarized in Table 10.



Table 10
Examples of Topic Clarification Errors

Example Teacher Revision
# ’ st draft feedback 2nd draft outcome
1 I am writing this letter fo ask  Is this your I am writing this letter to ask ~ (OK)
you about the living in the purpose of the you about getting a job in your More specific
country where you live and letter? country.
finding a job there.

2 I am writing this letter to give No connection I am writing this letter to give (Not quite)
some ideas which would be between the  some ideas which would be ~ The 2™

helpful for you to improve topic sentence helpful for you to improve sentence got
your services and facilities. and the your services and facilities. better, but no
[conjunction] I often use the  following The use of the library that you connection
library to study or to read some sentence provide is essential for me to

books these days. study and read some books.

3 I am writing this letter to give Is this person T am writing this letter to give (Unsuccessful)
you my opinion about the writing the you my opinion about the Changed to
newspaper [article] you have  entire newspaper you have published “published” but
written. newspaper recently. the purpose is

articles? not clear

The feedback for the category of topic clarification, as Table 10 indicates, was more specific
to draw the participant’s attention to the specific context related to the writing task. For
example, in one situation where the participant was writing to inquire about job opportunities
overseas, the text included other information not directly related to the topic at hand (“I am
writing this letter to ask you about the living in the country where you live and finding a job

there”); based on the implicit feedback, the participant was able to pose a more concise and
relevant question (“I am writing this letter to ask you about getting a job in your country”).
The next category of errors concerns register. The examples of those errors are

summarized in Table 11.

Table 11
Examples of Register Errors
Example Ist draft Teacher nd draft Revision
# feedback outcome
1 1 hope you will introduce Is this a polite. Would you mind letting your ~ (OK)
myself to your manager at your request? manager know about myself if Used a polite
workplace. your workplace was hiring? request
[reverse order to better connect
with previous sentence]
2 Working with you must be fun  Isn’t this your If impossible, I would be (OK)
for me, so I would be pleased if benefit? pleased if you ask your friend Used a
it came true. whether the friend’s workplace different
is hiring. perspective
3 My work will be covered by Canyoudo  Would you mind if I ask Mike  (OK)
Mike who is our coworker, this without a to cover my work on behalf of Used a polite
because I asked him to go to permission of [for] me? request
work instead of me. your boss?
4 From the above, [ ask you to Is this a polite From above, may I ask you for (OK)
give me one day off on next request? one day off next Wednesday?  Used a polite
Wednesday. request




As Table 11 indicates, errors related to register involved cases where the participant
unintentionally conveyed a self-centered or even rude impression by the choice of
expressions or the absence of polite expressions. In most cases, the participant could adjust
the register effectively based on implicit feedback suggesting the level of politeness might
not be appropriate. Since the corrections mainly involved replacing modal verbs or adding a
polite expression, the participant did not have to fundamentally alter the syntactic structure.

The final category of error according to implicit feedback concerned pronoun usage.
Some of the examples are summarized in Table 12.

Table 12
Examples of Prounoun Usage Errors
Example Teacher Revision
i st draft feedback 2nd draft outooms
1 I visited this restaurant with ~ What 1 visited there (Unsuccessful)
my friends restaurant? [your restaurant] Visited this
restaurant
= visited there
2 I cannot understand iz, and his What is “it”? I cannot understand the (Not quite)
behavior prevents me from behavior, and this prevents me Changed to
focusing on my work. from focusing on my work. “the behavior”
(“his” is
better)
3 I took a class about this type ~ Confusing I have finished a class about (Not quite)
of work, and now I would the type of work, and I am tense got better,
love to work as a care worker planning to work as a care but “the type
in the future. worker in the future. of work” is still
vague

As Table 12 shows, one problem related to pronouns was that it was not clear what noun
was being referred to. For example, the meaning of “it” was sometimes unclear when more
than one singular noun appeared in the previous sentence or clause. The use of
demonstrative pronouns in particular was problematic. Examples of such errors include the
participant’s use of unclear references to “this restaurant” or “this type of work,” which
creates the impression that the participant was not adequately considering the perspective of
the reader.

Discussion
The results of error analysis summarized above regarding meaning and logic reveal

that the participant of the study showed typical features of level-6 of IELTS (LELTS, 2023).
The descriptor of this level consists of three categories: Grammatical range/accuracy,
Lexical resource, and Coherence/Cohesion. In the case of “Grammatical range/accuracy,” it
is stated that “more complex structures are not marked by the same level of accuracy as in
simple structures,” which clearly corresponds to the case of the study participant. The
“rather restricted range or a lack of precision in word choice” and “higher degrees of



inaccuracy or inappropriacy” described under “Lexical resource” also correspond to this
study’s findings. Finally, the typical problems that interfere with the clarity of writing that
are listed under the heading “Coherence/cohesion” for IELTS, including “misuse, overuse
or omission” of cohesive devices and occasional errors in “reference and substitution,” also
correspond to the case of the study participant. Based on a recognition of these problems
and characteristics specific to the participant’s level, the following section considers the
results of RQ-1 and RQ-2 and offers some suggestions to enhance the participant’s writing.
These suggestions might be applicable to other learners at the same level, since the
participant shows typical features of an upper-intermediate learner (i.e., level-6 of IELTS)

Discussion Related to RQ-1

The results concerning the degree to which the participant was able to correct problems
related to grammar, word-choice, and coherence/cohesion without feedback indicate a
limited range of self-correction between 30% and 40%. Indeed, even simple errors in article
usage or verb tense remained in the second draft, which parallels the results of Abe’s study
(2007). It may be beneficial for the teacher to provide implicit feedback even for simple
errors to cope with this problem, such as indicating an error by underlining the word (s) or
using some symbol as a prompt. As noted in the literature review, implicit or indirect
feedback seems best suited to such upper-intermediate learners given their linguistic
resources (Li, 2009). The participant had sufficient grammar and vocabulary knowledge to
correct simple errors once made aware of them through implicit feedback. Eliminating such
simple errors is crucial for IELTS test-takers, who are expected to produce “error-free
sentences” throughout the writing section (IELTS, 2023). If other learners at a similar level
are present in the classroom, peer evaluation might also be effective.

Another problematic area was the use of idiomatic expressions. The participant
attempted to use such expressions, often as a means to score higher on IELTS, but the
expressions were sometimes not appropriate to the given context. As explained in the results
section, no specific instruction on test-taking strategies of IELTS was provided by the
teacher, but the participant sought tips from related websites or textbooks to score higher on
the writing section. According to the IELTS band descriptors of Writing Task 1, the “ability
to use less common and/or idiomatic items” is included as an assessment point of “lexical
resource” to be considered as Level 7 (IELTS, 2023). However, in order to fulfill this
requirement learning those expressions in context is essential. In this respect it may be
helpful, for instance, to provide learners with extensive reading to locate and understand the
use of idioms, encourage them to analyze the given context, or provide them with sample
sentences to become familiar with collocations using the expressions. The other noteworthy
finding was that more problems regarding coherence/cohesion issues occurred when the
participant attempted to write a compound or complex sentence. As Shuhama (2015) noted,

this seems common among high-level learners who attempt to express more complex ideas.



Since errors related to coherence/cohesion affected the meaning and logic of the
participant’s writing, this problem is also examined in the section below.

Discussion related to RQ-2

The results regarding RQ-2, concerning the extent to which an upper-intermediate
student can correct errors related to meaning or logic based on the teacher’s implicit
feedback, show that the participant was able to correct 65.1% of these sorts of errors, which
were divided into five different categories: Sentence structure/cohesion, Word choice, Topic
clarification, Register, and Pronoun usage. Providing implicit feedback on such errors might
have contributed to this positive result. As in the RQ-1 results, the findings suggest the need
for teachers to provide feedback even to upper-intermediate students to make them aware of
errors related to logical flow and coherence/cohesion.

The ability of the student to express meaning clearly and logically is related to issues
of coherence/cohesion examined in RQ-1. In Table 8, for instance, examples #2 and #3 are
categorized under “sentence/cohesion errors,” with an unclear connection between the two
parts of the sentence. This is the sort of error likely to occur in a longer and more complex
sentence. Given the frequency of such problems among higher-level learners, as Shuhama
(2015) indicates, specific instruction may be necessary. As a pre-writing activity, students
might be given parts of complex sentences and asked to put them together using appropriate
coordinate/subordinate conjunctions; or students could revise incorrect usage of pronouns or
choose appropriate conjunctions or adverbs to become better aware of how coherence/
cohesion depends on clear connections between clauses and sentences.

The five categories utilized to analyze errors related to RQ-2 (Sentence structure/
cohesion, Word choice, Topic clarification, Register, and Pronoun usage) are all intertwined
factors related to logical flow and meaning. For example, the accurate use of pronouns
enhances cohesion between sentences, which in turn improves overall topic clarification;
while appropriate word choice (collocation) and register raises the level and sophistication
of writing. According to the researchers’ own teaching experience, student awareness of such
issues related to logic and overall meaning could be enhanced through the use of flowcharts
to visualize the structure of an L2 writing text. Machine translation tools might also be used
to convert an L1 text into the L2 to analyze elements of coherence/cohesion. Heightening
students’ awareness of the purpose of a writing assignment through topic clarification could
help them adjust the register accordingly and choose more appropriate expressions.

Future Research
The researchers recognize the limitation of a qualitative case study and intend to
expand the scale of research to examine the writing of multiple students at the upper-
intermediate level. The scope of the errors analyzed could also be limited to those produced
most often by students at this level, such as pronoun or article usage, as the basis for



drawing clearer conclusions about the nature of the errors and how teachers might help
students recognize and revise them. Longer writing samples (such as IELTS Writing Task
2) might be used to examine coherence/cohesion issues facing upper-intermediate students.
In addition, it seems valuable to examine effective ways of providing upper-intermediate
learners with implicit feedback on both technical aspects as well as meaning- and logic-
related aspects of their writing as a way of encouraging them to enhance their revising skills

autonomously to become advanced-level writers.
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Instructions for Contributors

Title of publication and number of publication
1. This refereed journal is named Annual Review of English Learning and Teaching in English, and JACET

Kyushu-Okinawa Shibu Kenkyuu Kiyou in Japanese. It is published once a year.

Purpose of publication
2. The JACET Kyushu-Okinawa Chapter publishes this journal in order to contribute to the activity of teaching as
well as to elevate the quality of research, by providing all members with opportunities to present the results of

their studies and by promoting information exchanges involving members’ research and teaching.

Submission qualifications
3. Eligibility for submitting papers is confined to:

1) members of the JACET Kyushu-Okinawa Chapter;
2) members of other JACET chapters who conduct joint research with member(s) of the Kyushu-Okinawa
Chapter;

3) people who are approved as exceptions by the editorial board.

Submission categories, Areas of study
4. The JACET Kyushu-Okinawa Chapter Annual Review of English Learning and Teaching invites submissions in

three categories: Articles, Research Reports, and Research Notes. Contributors are expected to notify the
editorial board whether their manuscripts are intended as articles, research reports or research notes. The journal
particularly welcomes manuscripts in the areas of English language education, applied linguistics, and language
acquisition. Manuscripts in areas of English linguistics, linguistics, and British and American literature may also

be submitted on the condition that a viewpoint of English education is involved in the principle of study.

Articles
Articles should present academically significant research viewpoints, objectives, methods, analyses, etc. related

to English language education, applied linguistics, language acquisition or related fields, and demonstrate
originality in the development of practical or theoretical issues.

Research Reports

Research reports should present educationally significant fruitful results or achievements related to English
language education, applied linguistics, language acquisition or related fields from English class practices using
practical methods, analyses, results, discussions, etc.

Research Notes

Research notes should present progressive knowledge and creative insight related to English language education,
applied linguistics, language acquisition or related fields, with content validity that demonstrates promise of

further research progress.



Language
5. Manuscripts should be written in either English or Japanese.

Previously unpublished papers only
6. Manuscripts that have been previously published or are under consideration for publication elsewhere (including

proceedings with ISSN) should not be submitted.

Copyright

7. The copyright of all articles covered in the JACET Kyushu-Okinawa Chapter Annual Review of English
Learning and Teaching belongs to the Japan Association of College English Teachers. No part of this journal
may be copied or reproduced in any form without permission of the Japan Association of College English
Teachers. If the institution to which the contributor belongs will register the published manuscript in the

institutional repository, etc., approval must be obtained from the association.

Peer review process

8. Peer review process will be specified separately.

Submission guidelines and deadline
9. By the deadline of May 31, contributors should send their papers (in Microsoft Word and PDF formats) as an

e-mail attachment to the chair of editorial board. Their name and affiliations should not be included in their
papers. In the main part of the article, any textual references to the author(s) should be deleted and substituted
with “XXXX.” In the References section, the masked name(s) and the published year alone should be indicated
(e.g., XXXX (2013) ) and located at the end of the section.

Structure and format of papers

10. The structure and format of the papers, as well as the presentation of figures and tables, should conform to the
requirements of the Publication Manual of the American Psychological Association (the latest edition), unless

otherwise indicated in this submission guideline and template (http://jacet fit.ac.jp/custom9.html).

11. Manuscripts should be typed on A4 paper in 12-point font size, 38 to 39 lines per page, with margins of 20 mm

at the top and 30 mm at the bottom. Page numbers should be inserted in the bottom margin.

12. Manuscript length must not be longer than 20 pages for Articles and Research Reports, and must not be longer
than 10 pages for Research Notes. All information including figures, tables, notes, and references should be
included within the length limit. Figures and tables should be appropriately integrated and placed within the

text of the manuscript.

13. Contributors whose first language is not English should have their English manuscripts checked by native

speakers before submission.



14. The first page of manuscripts should indicate the title and the author’s (or authors’) name (s) with affiliation (s),
followed by Abstract, and Keywords (no more than 5 words), main body, Notes, References, and Appendices.
A paper written in English should have an English title, while a paper written in Japanese should have both
Japanese and English titles. The abstract should be written in English and consist of one paragraph (not more

than 300 words). Endnotes should be arranged following the main body; footnotes may not be used.

15. For details on how to write the title, citation, and references, the template on the JACET Kyushu-Okinawa

Chapter Bulletin website (http://jacet.fit.ac.jp/custom9.html) should be referred to.

Statistical guidelines

16. A well-known statistical measurement needs not be indicated in References, and it is not necessary to explain
its formula or concrete method. When a newly developed or uncommon measurement is used, the formula or

explanation can be briefly described as necessary.

Range of the editorial board’s advice

17. In the process of reviewing submitted manuscripts, the editorial board can request changes in manuscript
classification, if necessary, based on the based on the results of discussion among the board members, although
the contributors’ academic viewpoints and the contents of submitted papers are to be respected. The editorial
board can also give the contributors advice or request that they improve their manuscripts in form or content. If
revisions are requested, the contributors should submit a revised manuscript and a revision report by the

deadline specified by the editorial board.

Sponsorship

18. The sponsorship fee which companies and organizations are charged for publication of advertisements in this

journal is to be regulated separately.

Contributor fees
19. Once a manuscript has been accepted for publication and its number of printed pages has been calculated, each

contributor will be charged a publication fee according to the scale below:

A chapter member with a full-time position should pay 25,000 yen up to 8 pages, plus 2,000 yen for each
additional page. A chapter member without a full-time position should pay 20,000 yen up to 8 pages, plus 2,000
yen for each additional page. The fee should be paid to the JACET Office by an instructed form of transfer.

Distribution of issues

20. Each issue of this journal is to be sent to chapter members by mail, in principle.

Revision of regulations

21. All or some of these regulations can be revised by a majority vote of attendees during discussions of proposals

of the general meeting of the JACET Kyushu-Okinawa Chapter.
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